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Overview

The Houghton Mifflin Harcourt™ Collections program for Grades 6 through 12 is a comprehensive 

English language arts program. The program is anchored on a set of rich, engaging, and complex 

literary and informational texts, and is designed to develop students’ abilities to analyze complex texts, 

cite from sources, reason, and communicate orally and in writing. Developed around rigorous state 

standards and expectations, the program challenges and supports all students to become critical and 

close readers. The program develops students’ writing across varied genres with models of effective 

texts and ample opportunities for writing about texts. With a blend of print and digital resources and 

online tools, the program delivers 21st-century learning. 

The purpose of this document is to demonstrate clearly and explicitly the current and confirmed 

scientific research base for Collections © 2017. The program is built around what we know about 

effective instruction in the English classroom—how to support students in reading complex texts and 

writing effectively across genres—and what we know about how best to meet the needs of all learners 

through differentiation, ongoing assessment, and 21st-century technological tools. The Houghton 

Mifflin Harcourt Collections program integrates each of these research strands into a program that 

research suggests will support students as they encounter and produce increasingly complex texts.

To help readers of this document make the connections between the research strands and the 

Collections program, each strand includes the following sections:

•	 Defining the Strand. This section summarizes the terminology and provides an overview of 

the research related to the strand.

•	 Research that Guided the Development of Collections. This section identifies subtopics 

within each strand and provides excerpts from and summaries of relevant research on  

each subtopic.

•	 From Research to Practice. This section explains how the research data are exemplified in the 

Collections program.

The combination of the major research recommendations and the related features of the Collections 

program will help readers better understand how the program incorporates research into its 

instructional design. 

A reference list of works cited is provided at the end of this document.
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Strand 1: Harnessing Technology for 21st-Century Learning 

For hundreds of years the primary vehicle for instruction has been words, such as lectures or textbooks. 

Advances in computer and communication technologies now allow instructors to supplement verbal modes 

of instruction with visual modes of instruction, including dazzling graphics that students can interact with. 

Research on multimedia learning provides encouraging evidence that under appropriate circumstances, 

students learn better from words and pictures than from words alone…

Mayer, 2013, p. 396

The 21st century is a period of dramatic change in defining literacy. Contemporary students use both 

traditional text and digital media to communicate and locate information for both in-school and out-of-

school purposes. This period of change has required researchers, educators, and students themselves to 

redefine and expand their concept of literacy.

Rhodes & Robnolt, 2009, p. 153

Defining the Strand

Numerous studies have attested to the effectiveness of technology to facilitate student learning and 

increase achievement in the classroom (see syntheses and meta-analyses conducted by Cheung & Slavin, 

2012a, 2012b; Goldberg, Russell & Cook, 2003; Means, Toyama, Murphy, Bakia & Jones, 2010; Waxman, 

Lin & Michko, 2003; Tamim, Bernard, Borokhosvski, Abrami & Schmid, 2011; and Teh & Fraser, 1994).

By using technology in and out of the classroom for content learning, teachers meet students where 

they are, using a medium that engages them. Students ages 8 to 18 spend an average of 1 ½ hours on 

the computer each day (Rideout, Foehr & Roberts, Kaiser Family Foundation, 2010). Nearly all high 

school students surveyed said that they use technology to study or complete school assignments for 

homework (CDW, 2011). These students have grown up with technology, leading to Prensky (2001) to 

use the term “digital natives” to describe them. 

While studies attest to the positive impact of technology in the classroom, technology alone does not 

improve student learning. Technology must be used for specific purposes to support content-learning 

and skill acquisition and must meet design requirements, such as those specified by Mayer in his 

research (2001, 2005, 2013). 

In the Collections program, technology is used purposefully to facilitate instruction and learning. 

Interactive tools for close reading, annotating, and writing, and resources for additional learning, 

engage students in learning, skill building, and practice. A blended digital and print approach, with 

interactive and collaborative digital tools, means that all learners are supported in developing the skills 

needed for college and career success. 
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Research that Guided the Development of the Collections Program

Technology and Multimedia Learning

The phrase “digital natives” has become ubiquitous, used to describe today’s technologically-

savvy students. The phrase, which originated with Prensky’s seminal 2001 work, “Digital Natives, 

Digital Immigrants,” describes the fact that today’s students are among the first to grow up with new 

technologies, such as computers, digital music players, cell phones, and other mobile devices, and to 

have these technologies serve as integral parts of their lives. Prensky makes the argument that, as a 

result, students’ brains and their methods of processing information are fundamentally different than 

the brains of older, “digital immigrants.” 

While there is some debate about whether the digital divide falls on generational lines, or if proficiency 

in technology varies more widely among young people (Bennett, Maton & Kervin, 2008) and is more 

closely related to factors such as gender, economics, or educational levels (Helsper & Eynon, 2010), 

what is not debatable is the high level of computer and media exposure and use of today’s youth. 

Today’s students use these technologies daily (Rideout, Foehr & Roberts, Kaiser Family Foundation, 

2010), and nearly all use technology to complete school assignments or homework (CDW, 2011). And 

students want more technology in school rather than less; in a survey of 400 high school students, only 

39% indicated that their schools are meeting their technology expectations (CDW, 2011). 

Technology is effective in the classroom not only because it engages students through a medium with 

which they have interest and familiarity. In addition, technology is effective as a means for improving 

content learning and skill acquisition—particularly when it is used to support instruction and offer 

practice. To reach their students’ full potential for learning, educators must know how best to integrate 

technology into the classroom—to use technology not for the sake of technology but for the purpose of 

facilitating increased learning and achievement. 

Numerous studies and meta-analyses support the use of computers in the classroom to improve 

student learning (see Means, Toyama, Murphy, Bakia & Jones, 2010; Waxman, Lin & Michko, 2003; Teh 

& Fraser, 1994). Mayer (2001, 2005), a leading researcher in the field of multimedia learning, argues 

that student learning is increased in multimedia environments because information can be presented 

in multiple formats—including words, audio, and pictures. Students are able to learn more and retain 

information when they can access information using these different pathways. 

Tamim and colleagues (2011) conducted a secondary meta-analysis, to aggregate the findings of 25 

meta-analyses completed over the past 40 years which attempted to answer the question of whether 

students in classrooms in which computers are used outperform students who do not use computers 

in the classroom. They found that technology showed benefits to student learning, finding that the 

“average student in a classroom where technology is used will perform 12 percentile points higher 

than the average student in the traditional setting that does not use technology to enhance the 
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learning process” (p. 17). The impact of technology was seen particularly when technology was used 

“in support students’ efforts to achieve rather than acting as a tool for delivering content” (p. 17).

In examining research in the field of technology-supported learning, Reimann and Aditomo (2013) 

concluded that “the key pedagogical message resulting from the research reviewed is that CT use 

in classrooms will more likely be supporting learning if it is employed for the purpose of students 

interacting with content and interacting with peers rather than solely distributing and presenting 

content. There are quantitative variations across different content areas, with the effects on writing 

seemingly the strongest” (p. 401).

Technology is important in the English language arts classroom both because new technologies are 

redefining literacy, with new forms of information and new ways to interact with that information 

(International Reading Association, 2009), and because technology has been shown to be particularly 

effective in English language arts classrooms, in the development of reading comprehension and writing. 

Goldberg, Russell, and Cook (2003) conducted a meta-analysis of 26 studies which examined the 

performance of K–12 students who were taught writing with computers compared with those taught in 

paper-and-pencil conditions. The “results of the meta-analysis suggest that on average students who 

use computers when learning to write are not only more engaged and motivated in their writing, but 

they produce written work that is of greater length and higher quality.”

In two separate syntheses on the research evidence to support technology applications for teaching 

reading, Cheung and Slavin (2012a, 2012b) reviewed over 100 studies and concluded that technology 

use in the reading classroom, as compared to traditional instruction, produced a positive effect on the 

skills of all students in Grades K through 12, and of struggling readers particularly. 

In a study of the use of technology to improve students’ ability to use source information, Britt and 

Aglinskas (2002) found that students who used the computer-based tutorial referenced more text-

based evidence than did the group who engaged in more regular classroom activity.

Peterson-Karlan (2011) concluded the following when looking at the benefits of digital tools for 

writing instruction:

Technology-supported writing can advance all phases of writing—planning, 

transcribing, and editing and revising using tools. But technology also enables writing 

in new ways. Technology provides new sources for and means of obtaining information 

(e.g., the Internet, search engines) and enables sharing, editing, and collaboration 

among writers, teachers, and peers. The ability to work from remote locations permits 

students to gauge the quality of their writing and their level of skill against those of 

peers elsewhere (p. 41).
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The findings of the 2011 administration of the National Assessment of Educational Progress support 

the idea that computer-based learning develops students’ skills in literacy and language arts. Students 

in Grade 8 “whose teachers more frequently asked them to use the computer to draft and revise their 

writing scored higher than those whose teachers did so less frequently. Students whose teachers never 

asked them to draft and revise their writing on a computer scored the lowest.” (National Center for 

Education Statistics, 2012b, p. 17) In addition, as stated previously, one of the benefits of a technology-

based instructional program is that scaffolds and tools can be embedded at the point of use. 

Interestingly, in the 2011 computer-based administration of the NAEP writing assessment, students in 

both Grades 8 and 12 “who used the [online] thesaurus [tool] scored higher, on average, than students 

who did not use it, and students who used it two or more times scored higher than students who used 

it only once…” (p. 18). Similarly, the highest performers also used the backspace key and the spell-

check tool more frequently than the lowest performers. 

Technology also supports educators in meeting the needs of all students. Research has shown specific 

benefits to English language learners using technology in the classroom (Lopez, 2010). For those with 

disabilities, technology can allow for greater access. For advanced learners, technology offers the 

opportunity to increase the pace of learning, to access additional resources and information, and to 

collaborate with others. 

Schools and teachers are using technology in innovative ways. One model is the blended classroom, in 

which teachers employ various instructional mediums, combining face-to-face instruction with online 

or technology-based instruction. Tucker (2012) a classroom teacher who adopted a blended learning 

model, found that it engaged students as active participants, helped them to develop communication 

and collaboration skills, and offered more flexibility for students and teachers. Another way of 

incorporating technology into the classroom is the flipped classroom which “uses technology—most 

commonly teacher-created videos—to leverage learning in a classroom so a teacher can spend more 

time interacting with students instead of lecturing” (Overmyer, 2012, p. 46). Although the practice 

lacks a scientific research base, “preliminary nonscientific data suggest that flipping the classroom 

may produce benefits” (p. 78) because of teachers’ ability to interact with students, provide feedback, 

engage students with online information, and enable students to pace their own learning (Goodwin & 

Miller, 2013).

Finally, technology shows specific benefits for assessment. As Darling-Hammond (2010) states:

Technology can be used to enhance …assessments in three ways: by delivering the 

assessments; in online tasks of higher order abilities, allowing students to search for 

information or manipulate variables and tracking information about the students’ 

problem-solving processes; and in some cases, scoring the results or delivering the 

responses to trained scorers/teachers to access from an electronic platform. (p. 11)
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Computer-enhanced assessment allows for the rapid and accurate analysis of performance 

and immediate delivery of feedback, making technology a requirement for an effective 

assessment system. Because of the benefits technology offers for assessment, students and 

educators can expect assessments increasingly to be delivered online, including the computer-

based assessment systems being developed by the multistate Smarter Balanced Assessment 

Consortium (SBAC) and the Partnership for Assessment of Readiness for College and Careers 

(PARCC™)*. (More information on assessment is provided in the final strand of this report.)

From Research to Practice

Technology and Multimedia Learning in Collections

In Collections © 2017, technology is used to meet the needs of 21st-century learners and teachers. 

The program’s digital elements are integrated thoughtfully to support the goals of the program and to 

engage learners with digital tools, whenever they want to access content. The program’s Integrated 

eBook—the Student Edition, Close Reader, and Teacher’s Edition—offers an entryway to a full 

complement of digital resources, and a place where students can read, annotate, write, collaborate, 

get extra help, assess, and get feedback. Through student and teacher dashboards, all eBooks and 

additional resources are easily accessible and from multiple points of entry. 

In keeping with the program’s focus on high-quality texts at the center of instruction, the digital 

resources and tools in Collections © 2017 are designed to support students in grappling with complex 

texts and formulating interpretations from textual evidence. 

With the Collections program’s driving goal of supporting student’s analysis and repeated readings 

of complex texts, perhaps the first tools students will use are the annotation tools with each selection 

that allow students to mark, highlight, or underline specific textual evidence in a selection, write 

an additional note of interpretation, tag that note for later reference, and store it in folders in their 

personalized digital notebook, myNotebook. These notes can then be later accessed through the 

Notebook or used in performance tasks or other writing and speaking tasks. Annotation tools facilitate 

the making and saving of notes in a format that todays’ students find natural and engaging. Also 

embedded in each anchor text, the Close Read Screencasts provide unique modeled lessons of 

critical analysis and close reading. 

The For Your Information (fyi) site (hmhfyi.com) provides monthly digital texts, informative in 

nature and related to Collections topics. 

Also unique to Collections is the partnership with HISTORY®, A&E®, and Bio® that provide media assets 

linked directly to selections in the eBook. Collections also features media text that students study as text 

with all of the accompanying support structure as any other text within the Table of Contents.
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Another focus point for digital resources is the Collection Opener which sets the topic of the 

collection, introducing it with a quotation and visual. Digital resources, such as a link to the Stream 

to Start™ Videos which provide background and engagement and the Channel One News® Videos 

which link the collection topic to current news articles, build content knowledge for the reader. 

Individual selections also have these links as relevant to the specific text. These resources can also be 

accessed through Teacher and Student Resources on the dashboard. 

The program’s multimedia elements foster student engagement. The Xplor eMagazines, the Channel 

One Connections, the Stream to Start Videos, and the Text in Focus Videos provide animated to 

support for all anchor texts at Grades 6 through 8, all offering opportunities for students’ visual and 

auditory engagement. 

In Collections © 2017, digital connections are made at the point of use, and from multiple entry 

points, so that students and teachers move seamlessly between print and digital environments. 

For example, as students work through the Collection Performance Tasks, digital connections 

are made throughout, where they will most benefit students. As students engage in the steps of the 

writing process, additional digital tools, lessons, and opportunities for collaboration and support are 

provided along the way.

•	 At the opening, an Interactive Lesson specific to the genre of performance is offered to 

students, such as on Writing Informative Texts. 

•	 As they generate ideas, hmhfyi.com offers students additional resources to explore their 

topics and enhance their research. 

•	 As they plan, students can use myNotebook to gather textual evidence. 

•	 As they organize their ideas, Interactive Lessons, such as one on Organizing Ideas, can help 

students create an outline of their ideas and evidence. 

•	 For their initial drafts, students can use myWriteSmart to compose. Additional Interactive 

Lessons, such as those on Introductions and Conclusion or Elaboration, can help students 

as they draft. 

To improve their drafts, students can have a partner or group of peers review their drafts in 

myWriteSmart. To support students in the revising process, Collections provides additional 

Interactive Lessons, on topics such as Precise Language and Vocabulary and Formal Style. 

Additional resources such as the program’s HMH® Close Reads App help ensure that students build 

their abilities to grapple with complex texts in a format that today’s digital natives can use on the go 

and on demand.
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Through the HMH Player™ App (new in 2015), teachers and students can download content to their 

devices so that they can access content whenever they want to—including when the device does 

not have an active Internet connection. The Player allows for true blended learning. As teachers 

and learners work using the Player, if they are offline, their work is saved and pushed back and 

synchronized when Internet connection is restored. Through the Player, teachers can plan lessons, 

customize content, present instruction, make assignments, and review student progress. Students can 

access program materials and the rewards system, import open source content, and collaborate with 

their peers. For teachers, the new interface is highly visual and intuitive. Teachers can save and assign 

directly. Online and offline access via iOS® and Google Chrome™ provides continual access to learning 

and instruction. 

The program’s multimedia elements foster student engagement. The Xplor eMagazines, Channel 

One News, Stream to Start Videos, and the Text in Focus Videos (which are animated to support 

all anchor texts at Grades 6 through 8) all offer opportunities for students’ visual and auditory 

engagement. The program’s digital tools and resources support teachers in learning, planning, 

delivering instruction, differentiating, and assessing. 

The digital resources and tools in Collections offer specific supports for teachers, from additional 

suggestions for supporting English learners and less-proficient readers and writers to the ability to 

bring in grade open-source resources and integrate these smoothly into program-based instruction.

The mySmartPlanner tool provides a space for teachers to create lesson plans and access resources 

online. Professional Development Podcasts offer professional learning opportunities for teachers at 

point of use in the Teacher eBook as well as in the Professional Development Website for Literacy 

available from the Teacher Dashboard. 

For assessment, new technologies allow for tech-enhanced items. New platforms, such as Learnosity, 

allow for these tech-enhanced items to be practiced before students encounter items like them on the 

SBAC tests. 

Collections is a 21st-century program, in which students engage in authentic practice of 21st-century 

skills. Students have ample opportunities to evaluate real websites, engage in digital collaboration, 

conduct web research, critique student discussions, and make digital connections at the point of use. 
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Strand 2: Meeting the Needs of All Students

Today’s classrooms are filled with diverse learners who differ not only 

culturally and linguisticallyzbut also in their cognitive abilities, background knowledge, and learning 

preferences. Faced with such diversity, many schools are implementing differentiated instruction in an effort 

to effectively address all students’ learning needs.

Huebner, 2010, p. 79

…there are any number of processes or techniques that teachers can apply with the assurance that their 

pedagogical decisions come with the backing of empirical evidence that such processes and techniques 

work to the betterment of learning and achievement. 

…these effective processes and techniques can be based on acts and materials that already populate 

learning environments—from verbal exchanges to well-chosen examples and from shared learning to 

self-explanations. Further, these evidence-based processes and techniques embrace the hypermedia and 

multimedia world in which we all live and learn…

Alexander & Mayer, 2011, p. 248

Defining the Strand

A growing body of research shows that effective teachers make meaningful differences in students’ 

lives. The job of teachers is important. As Hougen and Smartt (2012) put it: “Our students do not have 

time to waste. You should feel a sense of urgency when you are teaching, making the best use of every 

minute” (p. 6).

How do the most effective teachers use their instructional time? One way is by using effective 

instructional techniques to support all students in learning. Studies show that classroom teachers’ 

instructional strategies have a direct impact on students’ reading proficiency (Pennington Whitaker, 

Gambrell & Morrow, 2004). Providing instructional supports, such as through scaffolded instruction, 

or differentiating instruction, to better align task, expectations, and pacing to students’ current level, 

are ways that teachers can meet individual student needs. 

Groups of students, including struggling readers and English language learners, have specific needs. 

When teachers are aware of these needs, and tailor instruction accordingly, teachers can better help 

these students reach higher levels of achievement.

The Collections program supports teachers and meets the needs of all students by providing specific 

suggestions for scaffolding and differentiation and for meeting the needs of specific populations, such 

as struggling readers and English language learners. 
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Research that Guided the Development of the Collections Program

Scaffolding

Scaffolding is an instructional technique that involves providing support to students as they learn and 

reach competence and gradually decreasing the amount of support provided until students are able 

to work independently. According to Vygotsky, scaffolding can be defined as the “role of teachers and 

others in supporting the learner’s development and providing support structures to get to that next stage 

or level” (Raymond, 2000, p. 176). Providing embedded scaffolds is an essential part of transitioning 

students to independence and “has repeatedly been identified as one of the most effective instructional 

techniques available” (Graves & Avery, 1997, p. 138). Numerous studies have shown that scaffolding can 

lead to improved student outcomes—including enhanced inquiry and higher achievement (White & Kim, 

2008; Simons & Klein, 2007; Fretz, Wu, Zhang, Davis, Krajcik & Soloway, 2002; Rosenshine & Meister, 

1992) and improved reading comprehension (Clark & Graves, 2008; Lutz, Guthrie & Davis, 2006).

Scaffolding students’ reading can “make the difference between a frustrating reading experience and 

one that is meaningful to students” (Graves & Avery, 1997, p. 138). White and Kim (2008) found that 

merely giving students books to read had no positive effects; however, with scaffolding, in the form 

of oral reading practice and comprehension strategies instruction, students demonstrated increased 

achievement. In their study of an instructional model for writing (planning, using strategies, and 

focusing on text structures), De La Paz and Graham (2002) supported students with scaffolding in the 

form of cue card reminders. The experimental group students significantly outperformed control group 

students—with longer, more complete, and better-written texts. Anderson, Mitchell, Thompson, and 

Trefz (2014) found that digital technologies and tools for teaching writing (including online instructional 

presentations for use as needed, model texts, and links to academic vocabulary) helped to scaffold 

student learning. 

Instruction that scaffolds students’ learning includes these elements: a logical structure, carefully 

sequenced models and examples that reveal essential characteristics, progression from easier to more 

difficult content and from easier to more difficult tasks, additional information/elaboration as needed, 

peer-mediated instruction, and materials the guide students, such as key words, think sheets, and 

graphic organizers (Hillocks, 1993). The final element of scaffolding is independent work—scaffolding is 

removed and students apply what they have learned to new situations. 

Scaffolding encompasses many different instructional strategies. Varying scaffolds can be used; what is 

important is that they consistently provide adequate support as needed. Knowledgeable adults can act 

as scaffolds in supporting young writers in developing their skills (Santrock, 1996). Research (Schunk, 

Pintrich & Meece, 2008; Stone, 1998) suggests that scaffolds such as the following will support student 

independence: activating prior knowledge, reviewing previously learned material, modeling and 

thinking aloud, providing models and different representations, questioning, using cues or tools, and 

providing useful feedback. Even well-timed questions can serve as scaffolds. 
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Differentiation

Differentiated instruction rests on the assumptions that students differ and that these differences are 

important to how students will best learn. Teachers who can identify and build on individual student’s 

strengths and weaknesses will ensure that all students can learn (Tomlinson, 2006).

A typical classroom includes students with widely different backgrounds, experiences, skills, and 

instructional needs (Darling-Hammond, Wise & Klein, 1995). To meet the needs of all students, 

effective teachers match learning activities to student readiness, interests, and learning preferences 

( Jackson & Davis, 2000; Tomlinson & Allan, 2000; McLaughlin & Talbert, 1993; Stronge, 2002). To 

meet the varied needs of each student, teachers can differentiate multiple elements of the curriculum, 

including content, process, and/or products (Tomlinson & Allan, 2000). “Differentiation seems a 

common-sense approach to addressing the needs of a wide variety of learners, promoting equity and 

excellence and focusing on best-practice instruction in mixed-ability classrooms. This makes more 

sense than the timeworn method of aiming for students in the middle and hoping for the best for those 

on the upper and lower extremes” (Tomlinson, 2001, p. 5).

Students learn in different ways; effective instruction recognizes these modes of learning, and 

incorporates multiple modes. When instruction is differentiated to match students’ modes of learning 

and learning preferences, their achievement increases (Brimijoin, 2001; Cotton, 1995; Dunn, Beaudry 

& Klavas, 1989; Joyce, Weil & Calhoun, 2000; Kellough & Kellough, 2003; Sternberg, 1997; Tieso, 

2002). Effective differentiation can decrease the achievement gaps in classrooms, as shown in Beecher 

and Sweeny’s 2008 study in which achievement gains were seen across all groups—and achievement 

gaps reduced—when differentiation was applied in math, reading, and writing instruction. In a multi-

year study in elementary and high school, Tomlinson, Brimijoin, and Narvaez (2008) found that 

differentiated instruction led to lasting gains in achievement for students across student groups, grade 

levels, and subject areas. 

In the classroom, teachers can differentiate instruction in multiple ways. Teachers can adjust the 

content of the curriculum (what students are learning), they can differentiate the process of how 

students learn (providing support for the strategies students use to make sense of content), and they 

can adjust the expected products or demonstrations of learning [assessment] (Tomlinson, 2001). 

Specific strategies have been proven effective for meeting diverse learners’ needs:

•	 Using technology (Kalea, 2007)

•	 Varying the presentation of text and ideas, 

including orally, in writing, and with visuals

•	 Presenting content instruction in  

smaller chunks

•	 Providing ample time for discussion

•	 Using and teaching academic English

(Tomlinson, 2004; Klingner & Vaughn, 2004)
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Gardner’s seminal work (1993) emphasized the need to access and integrate multiple modes to meet 

students’ learning styles and varied intelligences. Learning style is used to describe the ways that 

students best focus on learning and process new information. Because students’ preferred learning 

styles vary, “the same instructional environment, methods, and resources will be effective for some 

learners and ineffective for others” (Burke & Dunn, 1998, p. 104). Aligning classroom conditions to 

students’ preferred learning style can improve learning (Grigorenko, 1997). By supporting linguistic 

and nonlinguistic (visual, sensory, and so on) means of acquiring information, teachers support 

increased reflection and recall and maximize learning (Kapusnik & Hauslein, 2001; Marzano, Pickering 

& Pollock, 2001). 

Meeting the Needs of English Language Learners

English language learners (ELLs) are one of the fastest-growing groups of students in the United States 

(Francis, Rivera, Lesaux, Kieffer & Rivera, 2006b); therefore, it is imperative that teachers meet the 

specific needs of this population.

English language learners, like all students, benefit from effective instruction. Generally speaking, 

the principles of sound instruction for native English speakers hold true for ELLs (Fitzgerald, 1995a). 

English language learners, however, have some specific needs that should influence instructional 

decision making. 

One primary need of ELLs is to master academic language. While the development of conversational 

English may take place naturally, through social interactions, explicit instruction in academic language 

may be necessary for students to gain the vocabulary needed to succeed in school (Fitzgerald, 1995b). 

Academic vocabulary is like a “third” language that takes students much more time to master than 

social English (DeLuca, 2010). According to Francis, Rivera, Lesaux, Kieffer, and Rivera (2006b), 

“mastery of academic language is arguably the single most important determinant of academic 

success for individual students” (p. 5). 

His synthesis of ELL research led Fitzgerald (1995b) to conclude that other specific supports for ELLs 

include explicit instruction on informational text structures to facilitate content-area learning and 

instruction focused on helping students to develop metacognitive strategies.

Francis, Rivera, Lesaux, Kieffer, and Rivera (2006b) conducted a synthesis of research on the specific 

needs of English language learners and concluded that effective instruction for ELLs must include 

these six elements:

1. Content-area teachers must address ELLs’ literacy needs (through explicit strategy instruction 

and meaningful literacy activities).

2. Teachers must provide instruction in academic language (through direct, varied, frequent, and 

systematic instruction in words and word-learning strategies).
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3. Comprehension strategy instruction should be made explicit (through strategies instruction, 

teacher modeling, and scaffolded practice opportunities).

4. ELLs must receive intensive academic writing instruction (through meaningful writing 

assignments with opportunities to see models and receive feedback).

5. Teachers should diagnose students’ areas for growth and of strength, and monitor progress 

through ongoing assessments. 

6. Teachers should provide targeted reading skill instruction for those ELLs with specific needs. 

Finally, technology as a mode of delivery for instruction for ELLs can have particular benefits. Silver 

and Repa (1993) conducted a thirteen-week study of 66 urban ELL students. Using a pre/post study 

design, researchers found that experimental-group students who wrote using a word processor 

significantly outperformed pen-and-paper, control-group students on the quality of their writing. 

Lopez (2010) found that the use of interactive whiteboard technology in the classroom helped to close 

the achievement gap between English language learners and native speakers. 

Meeting the Needs of Struggling Readers

There is help for students who struggle. Edmonds and colleagues (2009) conducted a meta-analysis 

of 13 intervention studies with struggling readers in Grades 6 through 12 and found that students in 

treatment conditions showed meaningful increases in their comprehension abilities over students in 

control groups. For at-risk students, Cunningham and Allington (2007) conclude that “consistently 

high-quality classroom instruction” has an “enormous impact.” 

How can teachers best help these students and support them in learning? Students who struggle 

in the classroom need the same high-quality instruction that all students need, supplemented with 

intensive instruction on specific skills (Au, 2002). Often, struggling learners are viewed as needing 

slowed-down instruction. As Allington and Walmsley (1995) point out, however, slowing down 

instruction ensures that delayed readers will remain behind their peers. 

As Common Core State Standards’ authors David Coleman and Susan Pimentel (2012) warn:

Far too often, students who have fallen behind are only given less complex texts rather 

than the support they need to read texts as the appropriate level of complexity. Complex 

text is a rich repository of ideas, information, and experience which all readers should learn 

how to access, although some students will need more scaffolding to do so….

Curriculum materials should provide extensive opportunities for all students in a 

classroom to engage with complex text, although students whose reading ability is 

developing at a slower rate also will need supplementary opportunities to read text they 

can comprehend successfully without extensive supports. (p. 3)
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What does high-quality instruction for struggling readers include? From their review of the research 

literature, Almasi and Palmer (2013) concluded that “reading comprehension programs are most 

successful when they teach children to be active, engaged readers who are able to monitor their 

comprehension and self-regulate their reading” (p. 344). Authentic purposes for reading and writing, 

reading and writing across the curriculum, varied literacy experiences, graphic organizers, and guided 

reading and writing have all been shown effective for struggling readers (Cunningham & Allington, 

2007). Explicit vocabulary instruction also supports struggling readers in making larger and faster 

literacy gains (Sedita, 2005).

Strategy instruction is particularly effective with struggling students (Cunningham & Allington, 

2007; Pressley, Gaskins & Fingeret, 2006). “The research on comprehension strategy instruction 

provides powerful evidence that most struggling readers (and many not so struggling readers) 

benefit enormously when we can construct lessons that help make the comprehension processes 

visible” (Allington, 2001, p. 98). In their meta-analysis, Edmonds and colleagues (2009) found that 

interventions which taught students multiple comprehension strategies were most effective for 

struggling readers. In a study of comprehension strategy instruction with students with reading 

difficulties in Grades 6–11, Anderson (1992) found multiple benefits to strategy instruction—

including greater comprehension gains, increased motivation, and greater willingness to engage 

with classmates in discussion. Additionally, Graham (2006) found that writing strategy instruction 

particularly benefited lower performers across the studies included in his meta-analysis. 

According to Collins (1998), specific textual aids (such as color coding, graphics, discreet chunks 

of text) support struggling students, as do specific instructional decisions (such as clearly defining 

tasks, thoughtfully sequencing tasks, integrating skills into process learning, and providing 

opportunities to reflect). 

Technology, too, has been shown to be effective with struggling students. Means, Toyama, Murphy, 

Bakia, and Jones (2010) found that online learning approaches were effective across types of learners—

from lower-achieving students to above average. One reason for this may be because multimedia 

learning environments are able to reach students who learn in different ways—visual learners, auditory 

learners, kinesthetic learners. Another reason may be the power of technology to embed scaffolds at 

the point of use. 

Finally, increasing motivation for struggling students is critical. They are often negatively affected “by 

the grading and grouping practices prevalent in middle and high schools” (National Institute for Literacy, 

2007, p. 34). To increase the motivation and self-efficacy of these students, teachers can set clear goals 

and expectations for student performance (Wigfield, 2004) and provide opportunities for students to 

interact and discuss the content being learned (Strickland & Alvermann, 2004; Wigfield, 2004). 
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From Research to Practice

Scaffolding in Collections

To help all students reach independence and gain mastery of skills and content, the Collections © 

2017 program offers multiple, varied scaffolds as supports for student learning and mastery.

The program follows a Topical Organization. Each collection reflects an engaging topic that connects 

selections for discussion and analysis, so students can explore several dimensions of the topic—

building knowledge through reading. The Close Reader provides additional and new selections 

related to the collection topic for additional practice and application of close reading skills and 

annotation strategies. 

In Collections © 2017, scaffolding begins with the Collection Opener. In this section, students’ prior 

knowledge and schema are activated through a Stream to Start Video, which offers an engaging, 

one-minute introduction for each collection. Students are given a preview of the Performance Task 

so that they are clear on their focus and goals as they work through the collection. And, relevant 

Academic Vocabulary terms are introduced, so that students are exposed to words essential to their 

work in the collection. 

Another strong digital tool for scaffolding the process of close reading in rigorous texts is the Close 

Read Screencasts. Appearing in particularly challenging passages within anchor texts in the eBook, 

these visual and auditory examples model a literate conversation about text. Two individuals grapple 

with the text and produce meaning. Both students and teachers can apply this model. Students can be 

given an accompanying Close Read Application to practice the process with a peer using a different 

passage in the anchor text. The Close Read Screencasts scaffold learning effectively and uniquely in 

complex texts.
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Scaffolding continues through the Collection Performance Tasks, when students are provided with 

a Mentor Text that models effective writing. Detailed suggestions help students through the steps of 

completing the Performance Task, such as these examples from a Grade 9 analytical essay:
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In Collections, instruction through print and online resources follows the same steps—Teach and 

Practice and Apply, Assess, Extend, and Reteach. Throughout each lesson plan, the subhead 

“Close Read” reminds the teacher that a primary driver in the instruction is learning and applying the 

art of close reading. 

Available in the eBook, the Collections Interactive Lessons teach students using an approach that 

guides them step-by-step through the stages of effective communication, in such area as:

•	The Content of your Presentation: Argument

•	Giving a Presentation

•	Writing Informative Texts

•	Using Textual Evidence

•	Preparing a Speech

•	Writing an Analytical Essay

•	Choosing Relevant Evidence

•	Writing Narratives

•	Writing Business Documents

•	Writing as a Process

•	Producing and Publishing with Technology

•	Conducting Research

•	Analyzing and Evaluating Presentations

•	Giving a Presentation

•	Using Media in a Presentation
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Differentiation in Collections

The Collections © 2017 program offers teachers flexible options for instruction and support in 

effectively differentiating instruction to meet the needs of each student in the classroom. 

The Collections program’s rich suite of assessments provides needed information to teachers at every 

stage of learning, with diagnostic/screening assessments, progress monitoring tests, benchmark 

assessments, and end-of-year assessments. Armed with detailed information about student 

performance, teachers can then adjust instruction accordingly. 

Throughout the Teacher’s Edition, specific suggestions are provided for English Language Support, 

for Students with Disabilities, for When Students Struggle…, and To Challenge Students. 

Currently for Grades 6 through 8, with plans to develop materials across the grade levels, the 

program’s Xplor eMagazine offers additional materials for differentiation. With three levels of reading 

difficulty, all organized by the thematic collections, students can build critical background information 

to better understand content-based complex texts. 

Meeting the Needs of English Language Learners in Collections

The Collections program offers supports and instructional suggestions throughout to ensure that 

teachers meet the needs of English language learners. The design and content of the program 

supports ELs through the focus on:

•	Meaningful literacy experiences

•	Instruction in academic language

•	Explicit strategy instruction

•	Intensive academic writing instruction, with models and feedback

•	Ongoing assessments of progress

•	Targeted reading skill instruction as needed

At the opening of each collection, the Teacher’s Edition offers specific suggestions for English 

Language Support. Suggestions for how to help students Engage with the Collection Topic and 

the use of specific strategies for differentiation are highlighted. Digital resources for scaffolding English 

learners are also featured to guide teachers’ use of them. Within the Teacher’s Edition, and at point 

of use throughout the instruction, annotations labeled English Language Support provide directions 

and suggestions targeting the differentiated strategies for English learners. 

142731 COL17 NTL Research Brochure.indd   19 8/26/15   2:19 PM



20hmhco.com/collections

In the Teacher’s Edition, Text X-Ray pages preceding each selection target specific areas for 

integrating instruction for English language learners. For each qualitative measure of text difficulty 

(Levels of Meaning/Purpose, Structure, Language Conventionality and Clarity, Knowledge Demands, 

and Suggested Read/Task Consideration) the Text X-Ray provides suggestions for what teachers 

might Zoom In On in order to help English learners by, for example:

•	Tracing Characters and Theme

•	Tracking the Plot

•	Unpacking Sentences

•	Building Cultural Knowledge 

•	Supporting Comprehension

Additional digital-based tools and resources offer support for English language learners for all anchor 

texts. The program’s Text in Focus Videos support all Grades 6 through 8 anchor texts with a two-

minute video with targeted language support, background information, or skill instruction, at the 

point of use in the eBook, so that English language learners have accessible, engaging support to 

overcome potential stumbling blocks to comprehension. 

In Collections, the Teacher’s Edition offers specific suggestions for Scaffolding for ELL Students. 

For examples of this feature, see the pages listed in the table. 

Examples of “Scaffolding for ELL Students” in the Collections Teacher’s Edition

Grade 6 For examples, see pages 4, 17, 37, 42, 51, 59, 74, 79, 93, 99, and so on.

Grade 7 For examples, see pages 4, 19, 32, 43, 64, 71, 77, 89, 93, 112, and so on.

Grade 8 For examples, see pages 4, 31, 41, 54, 71, 75, 90, 99, 105, 121, and so on.

Grade 9 For examples, see pages 4, 12, 21, 33, 48, 51, 56, 59, 62, 65, and so on.

Grade 10 For examples, see pages 4, 7, 13, 16, 19, 25, 27, 32, 39, 52, 59, and so on.

Grade 11 For examples, see pages 3, 6, 10, 14, 16, 26, 28, 29, 39, 42, 48, and so on.

Grade 12 For examples, see pages 4, 13, 19, 21, 25, 32, 34, 36, 37, 47, and so on.

In Collections, every collection in the teacher eBook includes specific support for English  

language learners.
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Meeting the Needs of Struggling Readers in Collections

Students who struggle with reading, and those who teach these students, will find ample support 

throughout the Collections © 2017 program. 

Rather than slowing down instruction for struggling readers, who would then fall farther behind, the 

Collections program offers additional supports for students to ensure that they gain the skills and 

strategies they need for success—and that they are supported in reading the same complex texts as 

their peers.

In Collections, the Teacher’s Edition offers specific suggestions for When Students Struggle… For 

examples of this feature, see the pages listed in the table. 

Examples of “When Students Struggle…” in the Collections Teacher’s Edition

Grade 6 For examples, see pages 7, 20, 29, 44, 53, 80, 102, 108, and so on. 

Grade 7 For examples, see pages 10, 22, 25, 40, 44, 66, 74, 80, 90, and so on.

Grade 8 For examples, see pages 10, 22, 32, 42, 60, 73, 92, 114, 123, and so on. 

Grade 9 For examples, see pages 6, 14, 19, 23, 28, 35, 49, 58, 61, 63, and so on.

Grade 10 For examples, see pages 8, 30, 37, 54, 58, 63, 74, 96, 100, and so on. 

Grade 11 For examples, see pages 4, 8, 12, 18, 25, 27, 30, 41, 46, 52, and so on.

Grade 12 For examples, see pages 8, 14, 23, 26, 33, 39, 48, 54, 58, 65, and so on.

In the Collections program, instructional strategies for helping students develop specific reading skills 

are offered. For example, in fluency, the Collections program makes connections between the Common 

Core State Standards Speaking and Listening expectations and Reading expectations in order to provide 

opportunities for students to build skills in fluency. When students working through the Collections 

program perform a read-aloud of a written piece this helps to promote their reading fluency. 

In addition, in Collections, to support the needs of struggling writers, every collection in the teacher 

eBook includes specific support for less-proficient writers. 

Interactive Graphic Organizers support students who can benefit from visual depictions of concepts. 

Digital-based tools and resources offer additional support for readers. The Collections Text in Focus 

Videos support all anchor texts at Grades 6 through 8 with a two-minute video with targeted language 

support, background information, or skill instruction, at the point of use in the eBook. Designed 

with English language learners in mind, these videos accelerate participation and target any problem 

areas in the selection that would negatively impact comprehension, such as cultural differences in 

background knowledge and experience and unfamiliarity of English language structures. 
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Strand 3: Teaching with Complex Texts 

The clearest differentiator in reading between students who are college ready and  

students who are not is the ability to comprehend complex texts 

ACT, 2006, Executive Summary, p. 2

…the kinds of books that stimulate powerful discussion do more than tell a compelling story. They challenge 

us to re-examine our beliefs, to tread on dangerous ground, to consort with heroes and monsters. While such 

books are more difficult to read, they are the ones we never quite forget, that haunt us long past when the 

last page has been read. Those are the books that work best for classroom study.

Jago, 2011, p. 16

Defining the Strand

What is reading? As Fox and Alexander (2011) state, “reading is the complex communicative behavior 

of deriving meaning from presented text.” They continue: “learning to read is becoming able to 

participate in the behavior of reading in ways that support one’s purposes and satisfy one’s needs” 

(p. 7). Effective middle- and high-school teachers create opportunities for students to become better 

readers. To do so, students must encounter a wide range of texts; read for enjoyment and information; 

and analyze, interpret, synthesize, and critique what they have read. 

As students progress, the texts they encounter become increasingly complex, as do the meanings 

they gain from those texts. By the time students complete high school, they must be “able to read and 

comprehend independently and proficiently the kinds of complex texts commonly found in college 

and careers” (NGA and CCSSO, Appendix A, 2010b, p. 2). When ACT® analyzed students’ patterns 

of performance relative to the ACT College Readiness Benchmark, they found that “performance on 

complex texts is the clearest differentiator in reading between students who are likely to be ready for 

college and those who are not. And this is true for both genders, all racial/ethnic groups, and all family 

income levels” (ACT, 2006, pp. 16–17). Clearly, an important job for educators K–12 is to prepare 

students to be able to work with these kinds of complex texts. But how best to accomplish this goal? 

According to Adams (2010–2011), the careful sequence of texts on given topics, both in terms of the 

reading level and the key words and concepts, and the explicit teaching of key words and concepts, 

can scaffold students’ readiness for texts of increasingly greater depth and complexity. 
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Houghton Mifflin Harcourt’s Collections engages students with thought-provoking, high-quality, 

complex texts. Each of the six collections per grade level features one or more anchor text that reflects 

the theme or topic of the collection and serves as a model of rigor and complexity, bearing the multiple 

readings that are characteristic of a close-reading protocol. Each selection in the collection reflects the 

topic and provides the resources for standards instruction, discussion, and written and oral response. 

Questions and tasks are text-dependent; discussion and writing activities require students to cite 

specific textual evidence and make connections across texts. By incorporating multi-genre texts, 

selected because of their quality and content, the program ensures that students have the skills to 

independently comprehend increasingly complex and content-rich informational and literary texts. 

Research that Guided the Development of the Collections Program

Text Complexity

Students read and write in English classes at every grade level—what changes is the complexity of 

the texts that they encounter and produce. With the creation of the Common Core State Standards 

and state adoption of increasingly rigorous expectations in English language arts, the discussion of 

text complexity has been at the forefront in recent years. Text complexity is central to the construct of 

the Common Core and many sets of rigorous state standards which “hinge on students encountering 

appropriately complex texts at each grade level to develop the mature language skills and the 

conceptual knowledge they need for success in school and life” (Coleman & Pimentel, 2012, p. 3). 

Text complexity can be measured in different ways—by a quantitative calculation of the length of words 

or the complexity of sentences or by a qualitative analysis of the content and levels of meaning of the 

text. In an attempt to integrate these different text elements, the creators of the Common Core (NGA 

and CCSSO, 2010a) identified three factors involved in measuring a text’s complexity:

1. A qualitative evaluation of text, which looks at the levels 

of meaning in the text, the structure of the text, the 

conventionality and clarity of the language, and the 

knowledge demands that the content places on readers. 

2. A quantitative evaluation, which involves readability 

measures and other calculations of text complexity based 

on word and sentence length and familiarity.

3. A matching of the reader to the text and task, which involves 

considering the reader’s motivation, knowledge, and 

experiences and the task’s purpose and complexity. 
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In its research on reading and college readiness, ACT (2006) identified the following elements as 

making texts complex:

•	 Relationships: Interactions among ideas or characters in the text are subtle, involved, or 

deeply embedded.

•	 Richness: The text possesses a sizable amount of highly sophisticated information conveyed 

through data or literary devices. 

•	 Structure: The text is organized in ways that are elaborate and sometimes unconventional.

•	 Style: The author’s tone and use of language are often intricate.

•	 Vocabulary: The author’s choice of words is demanding and highly context dependent.

•	 Purpose: The author’s intent in writing the text is implicit and sometimes ambiguous. 

(ACT, 2006, p. 17) 

Complexity matters. Increasing the complexity of texts used for instruction across grade levels is 

essential to adequately prepare students for 21st-century school and work. In 2006, ACT, Inc. analyzed 

test data and concluded that the primary difference between those students who reached the 

benchmark score level and those who did not was the ability to answer questions based on complex 

texts. This data relates to a worrisome problem: while the level of texts that students will encounter 

in school and in the workplace has increased, few students are adequately prepared to comprehend 

these complex texts (ACT, 2009). And high-level reading will be essential for the success of today’s 

students. “Today’s economy demands a universally higher level of literacy than at any time in history, 

and it is reasonable to expect that the demand for a literate workforce will only increase in the future” 

(ACT, 2006, p. 27). 

Text Quality

Simply because a text is of appropriate complexity does not mean that the text is worth teaching. The 

texts used in the classroom must meet the criteria for quality. The texts that students read must be 

worth the kind of attention afforded by close reading. In their qualitative study which examined the 

implementation of close reading instruction at the elementary level, Fisher and Frey (2012) found that 

the quality of texts mattered; teachers agreed that not all texts were worthy of a close reading.

Among these elements of text quality are those delineated by the Common Core State Standards in the 

discussion of the analysis of texts. When texts are considered qualitatively, teachers look at the levels 

of meaning in the text, the structure, the language, and the content, as well as the interaction of the 

reader with the text. A number of elements work together to create a high-quality text. 
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One element in text quality is whether the content of the text is relevant—and will help to build 

students’ content and background knowledge. Numerous studies have shown that deepening 

students’ knowledge of the topic improves their comprehension (Graves, Cooke & LaBerge, 1983; 

McKeown, Beck & Blake, 2009). As Stotsky (2010) suggests, based on a national survey of literary 

study in Grades 9, 10, and 11, “…there is no substitute for a coherent curriculum that addresses 

culturally and historically significant authors, literary periods, and movements in our own or other civic 

cultures, or careful analysis of assigned texts” (p. 24).

Another element is the length of the text. Teachers are misguided when they assume that students will 

benefit from reading simplified versions of classic texts. In fact, students benefit from encountering 

complex texts in their entirety. While at first glance, one might assume that a shorter passage would 

be “easier” for students to comprehend, research supports the notion that an extended passage—with 

its elaboration of ideas and greater use of contextual clues—actually supports readers, with research 

findings showing that more readers demonstrated a failure to accurately monitor their comprehension 

with short excerpts than with full versions of text (Commander & Stanwyck, 1997). 

Yet another element of text quality is whether the text is of interest to students. Texts used in the 

classroom should engage students’ interest and motivate them to continue reading. Studies have shown 

a high correlation between personal interest and text learning—and these findings hold up “for both 

short and long text, narratives and expository text, younger and older students, and students with high 

or low reading ability” (Schiefele, 1999, p. 265). Students who are interested in what they are reading 

are mentally engaged (Hidi & Boscolo, 2006); in their study, Guthrie, Hoa, Wigfield, Tonks, Humenick, 

and Littles (2007) found that “interest and positive affect for reading invariably were associated with 

high cognitive recall and comprehension of text” (p. 306). The use of interesting texts has been shown 

to increase students’ generalized motivation for learning (Guthrie, Hoa, Wigfield, Tonks & Perencevich, 

2006). Research across grade levels from elementary through high school has shown that students who 

are interested in a text persist with reading and completing tasks related to the reading (Ainley, 2012). 

Well-written nonfiction texts on topics of interest and fiction with interesting characters, exciting plots, 

and familiar themes will engage readers. Other properties of texts that have been shown to increase 

student interest include interesting topics (Schiefele, 1999; Fountas & Pinnell, 1996, 2001, 2006), 

appealing format (Schraw, Bruning & Svobada, 1995), relevance (Schraw & Dennison, 1994), and 

appropriate language and complexity (Fountas & Pinnell, 1996, 2001, 2006). 

When selecting texts for high student interest, teachers must also consider the use of media in the 

classroom. Media is increasingly relevant and engaging in the lives of students who are “digital 

natives” (Prensky, 2001); as a result, we should broaden our understandings of what constitutes 

literacy, and focus on developing multiliterate students, argues Alvermann (2007). Varied media 

should also be considered texts—and students should engage in activities to build their critical 

comprehension of varied media “texts.”
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Finally, high-quality literature should not be made available for only certain populations of students. In 

their study on discussion-based approaches in middle and high school English classrooms, Applebee, 

Langer, Nystrand, and Gamoran (2003) found that “upper-track classes read more traditional literature 

and essays; lower-track classes read more young adult literature and poetry” (p. 714). These kinds of 

differences put students on a permanent track, with struggling learners never having the exposure to 

foundational texts that they need.

The Centrality of Text in Instruction

In order to become more adept at reading the kinds of texts that they will encounter in future school 

and work, students need rich experiences working with these texts. A greater focus on texts in 

instruction, and increased instruction on how to read texts closely, is needed to help students build 

their skills and stamina in working with increasingly challenging texts. 

In their revised criteria for publishers of Common Core-aligned materials (2012), Common Core State 

Standards’ authors Coleman and Pimentel state that:

At the heart of these criteria are instructions for shifting the focus of literacy instruction to 

center on careful examination of the text itself. In aligned materials, work in reading and 

writing (as well as speaking and listening) must center on the text under consideration. 

The standards focus on students reading closely to draw evidence and knowledge from 

the text and require students to read texts of adequate range and complexity. (p. 1)

A close reading approach in which students and teachers work closely with the text is one approach 

which is thought to be effective in helping students comprehend and analyze complex texts (Coleman 

& Pimentel, 2012). According to Cummins (2013), close reading is:

…when the reader analyzes any given text at the word or phrase level and also at the 

paragraph and section levels. As the reader analyzes the text, he or she determines 

which details are most important and how these fit together logically to convey the 

author’s central idea(s) or theme(s). As a result of close reading, the reader begins to 

critically evaluate these ideas or themes. (p. 1)

In a qualitative study in which researchers looked at close reading instruction at the elementary level, 

Fisher and Frey (2012) found that students were able to approach complex texts with greater skill 

when they engaged in rereading and close reading procedures. 

In their study of what they term a “content” approach for reading comprehension instruction—in 

which the teacher’s attention was focused on directing students toward the content of the text 

and working closely through the text together—McKeown, Beck, and Blake (2009) found that the 

content approach engaged “students in the process of attending to text ideas and building a mental 

representation of those ideas” (p. 219).
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To support students in reading high-quality, rich, complex texts, teachers can provide scaffolds, 

such as focused, text-dependent questions; multiple texts sequenced to build students’ 

content knowledge; opportunities for rereading; and instruction on related skills, such as 

annotation. Practice and exposure to extended texts, too, help students to comprehend and 

work with complex texts—and build the reading stamina they need.

Appropriately complex texts demand multiple readings for students to comprehend and 

analyze texts at the deeper levels required for college and workplace preparedness. “With 

appropriate instructional supports, texts can be reread and analyzed to unearth complex 

structures, themes, and insights. Revisiting a text offers the possibility that all readers will be 

challenged to think more deeply about texts that they are already able to comfortably and 

fluently decode and understand at a surface level. The emphasis can then be on close reading 

even after automaticity has been achieved” (Fisher, Frey & Lapp, 2012, p. 16).

Annotation is one strategy closely related to close reading. When students annotate a text while 

reading, they add notes, highlight or underline to identify important ideas, mark examples, or call 

attention to specific words, lines, or passages. “Annotation is the written result of the mental process 

of comprehension that occurs as the reader absorbs the material on the page” (Spatt, 1983, p.163). 

Kennedy (1985) conducted a study of college students in which students were assigned the task of 

reading a set of articles and writing about them. In her study, “truly fluent readers did much more 

source rereading and notetaking at the postreading/prewriting phase than at the writing phase” (p. 

443). Good readers annotated as they read—and referred to these notes when they wrote about what 

they read—suggesting that some readers may need support in learning to annotate and use these 

notes to think about the text. 

A Multi-Genre Approach

While literature remains the primary focus of the English language arts classroom, increasingly, 

educators and administrators are recognizing the need for a balanced, multi-genre approach. 

Reflective of this multi-genre approach, the National Assessment of Educational Progress (NAEP) 

includes literary texts (fiction, literary nonfiction, and poetry) and informational texts (exposition, 

argumentation and persuasive texts, procedural text, and documents). In NAEP, passages are distributed 

differently by grade level, with a heavier weight on informational texts as students progress. 

Distribution of Literary and Informational Passages by Grade Level in
2009 NAEP Reading Framework 

Grade Literary Informational

4 50% 50%

8 45% 55%

12 30% 70%

(National Assessment Governing Board, 2008). 
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The Common Core State Standards for English Language Arts & Literacy in History/Social Studies, Science, 

and Technical Subjects also strongly emphasize a multi-genre approach. The “Range of Text Types for 

6–12” (NGA and CCSSO, 2010a, p. 57) include the larger text types of stories, drama, poetry, and 

literary nonfiction—and detail genres within each of these larger text-type categories. The Standards 

also stress the importance of content-area instruction in reading, and advocate for “balancing the 

reading of literature with the reading of informational texts, including texts in history/social studies, 

science, and technical subjects” (NGA and CCSSO, 2010a, p. 5).

In addition to expanding students’ familiarity with different genres and their structures, teaching with 

texts of varied genres in the English classroom builds students’ background knowledge. Jago (2004) 

states it plainly: “reading is the best way to build background knowledge” (p. 11–12). Informational texts 

may be particularly helpful in increasing students’ knowledge base. In a study which compared students’ 

content knowledge after reading a narrative text compared to an informational text on the same science 

topic, researchers found that students answered more questions correctly and recalled more key 

concepts in response to the informational text (Cervetti, Bravo, Hiebert, Pearson & Jaynes, 2009). The 

relationship between reading informational texts and building content knowledge is reciprocal; reading 

more builds content knowledge, and greater content knowledge supports comprehension. In a study 

with students in Grade 3, Best, Floyd, and McNamara (2008) found that students’ comprehension of 

narrative text was most influenced by reading decoding skills, while their comprehension of expository 

texts was most influenced by their knowledge base. From their research, “we can conclude that children 

with less prior knowledge will struggle to form a coherent situation model when reading expository texts 

because they are not able to generate the necessary inferences” (p. 153).

Informational texts, too, are important for preparing students for success in school and work. Most of 

the reading students will encounter in school, in work, on the Internet and elsewhere is informational. 

As Duke (2004) asserts: “We are surrounded by text whose primary purpose is to convey information 

about the natural or social world. Success in schooling, the workplace, and society depends on our 

ability to comprehend this material” (p. 40). Informational texts are those that are written to convey 

information to readers about the natural or social world, and are one way that most of us come to 

understand the world around us. In an effective literacy program, students need exposure to high-

quality literary and informational texts. 

Informational texts can also serve as motivational tools in the classroom—particularly for those 

students who prefer to read nonfiction or who are interested in the topics of the texts (Caswell & Duke, 

1998; Jobe & Dayton-Sakari, 2002). 

So, how best to integrate literary and informational texts into the classroom?

Research suggests that the approaches students take to reading and comprehending fiction and 

informational texts differ (Klingner, Vaughn & Boardman, 2007), and that students need experiences 
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with and instruction in reading both kinds of texts; “…students need to be supported in learning how to 

read across multiple texts” (Ogle & Blachowicz, 2002, p. 270). Readers need specific, advanced skills 

to comprehend content-area texts (Shanahan & Shanahan, 2008). 

Arguments should also be a focus in a multi-genre approach to the English language arts classroom, 

and are particularly appropriate for older students. Research suggests that students’ skill with the 

recognizing and analyzing the structure of arguments develops over time and with experience 

(Chambliss & Murphy, 2002). But even with younger students, instruction in argument is beneficial. As 

part of a research study on teaching argument to young children, Riley and Reedy (2005) found that 

instruction in argument led to improved critical thinking. 

Strategies instruction has been shown to be effective for content-area readers (see Cantrell, Almasi, 

Carter, Rintamaa & Madden, 2010; Duke, 2004; National Institute for Literacy, 2007; National Institute 

of Child Health and Human Development, 2000; Hollingsworth & Woodward, 1993; Nokes & Dole, 

2004; Snow, 2002; Underwood and Pearson, 2004). To develop content-area literacy, students need 

instruction and practice—in the form of high-quality content-area texts, teacher modeling, explicit 

strategy instruction, scaffolding. 

Williams (2005) conducted a series of studies and found that at-risk students were able to transfer 

what they learned to new texts when they were given explicit instruction with a focus on text structure. 

Vocabulary

Research has long documented the connection between vocabulary and comprehension (see Stahl 

& Fairbanks, 1986; the National Reading Panel Report (National Institute of Child Health and Human 

Development), 2000; and the more recent results of the 2009 and 2011 NAEP Reading Assessments, 

which found that “at all three grades, students who scored higher on vocabulary questions also scored 

higher in reading comprehension” (National Center for Education Statistics, 2012a). 

Because of the documented connection between vocabulary and comprehension, building students’ 

vocabularies is an important instructional goal. As Marzano and Pickering (2005) state, “given the 

importance of academic background knowledge and the fact that vocabulary is such an essential 

part of it, one of the most crucial services that teachers can provide, particularly for students who 

do not come from academically advantaged backgrounds, is systematic instruction in important 

academic terms” (p. 3). Furthermore, many adolescent readers with difficulties struggle with content-

area vocabulary (Carnegie Council of Advancing Adolescent Literacy, 2010). Stahl and Nagy (2006) 

estimate that the vocabulary-knowledge gap between successful readers and struggling adolescent 

readers may be in the thousands, or even tens of thousands, of words. 

One way to think about vocabulary, and which words are important for instruction and learning, is 

to consider words in three tiers: Tier 1 includes basic, everyday vocabulary; Tier 2 includes high-
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frequency vocabulary that is important for reading comprehension and useful across many domains; 

and Tier 3 includes words that are specific to certain contexts and content areas. Beck, McKeown, 

and Kucan (2002, 2008) outline this useful model, which describes categories of words with which 

students may need support. (Note that while the tiers are numbered in the order of the most frequently 

occurring to the least, all tiers are essential for comprehension and vocabulary growth.) Research on 

adolescent vocabulary learning often also makes a distinction between academic and content-area 

vocabulary. Baumann and Graves (2010) distinguish general academic vocabulary from domain-

specific academic vocabulary in this way. General academic vocabulary includes those words that 

appear across content areas, but that are less common in literary texts. Domain-specific words are 

those words that appear in content-area texts and that are specific to the domain. As Nagy and 

Townsend (2012) put it, “words are tools; academic words are tools for communicating and thinking 

about disciplinary content.” 

What kind of instruction is most effective for building students’ Tier II and Tier III, their academic and 

their content-area vocabularies? Instruction is most effective when vocabulary instruction takes place 

in context—using words to learn and communicate about content. The findings of Stahl and Fairbanks’ 

1986 meta-analysis suggest that the most effective vocabulary instruction includes definitions and 

context, involving students in deeper processing and providing multiple exposures to the words. 

Explicit instruction is important (Kamil, Borman, Dole, Kral, Salinger & Torgesen, 2008; McKeown 

& Beck, 1988; National Reading Panel, 2000). Another finding that is consistent across research on 

vocabulary teaching and learning is the need for multiple exposures. Words must be encountered a 

number of times before learning occurs (Baumann & Kame’enui, 1991; Beck, McKeown & Kucan, 2002; 

Biemiller & Boote, 2006; Blachowicz & Fisher, 2000; Dixon-Krauss, 2001; Graves, 2006; Kolich, 1988; 

National Reading Panel, 2000; Stahl & Fairbanks, 1986). Providing multiple exposures allows for a 

deeper understanding of words—their multiple meanings, uses, and connotations (McKeown & Beck, 

1988). The research of Beck, McKeown, and Kucan (2002, 2008) supports these findings; “students 

who received rich, frequent instruction did better on a variety of measures” (pp. 77–78). 

Instruction in word morphology can also be effective. Teaching students about words (Nagy, 2007) 

provides them with a framework for learning other new words. When learners understand words’ 

structures, they have a powerful tool for vocabulary growth (Templeton, Bear, Invernizzi & Johnston, 

2010). Flanigan, Templeton, and Hayes (2012) suggest that generative vocabulary instruction, which 

focuses on word roots and affixes, can help students to use their current vocabulary base to build 

a more extensive vocabulary. The researchers suggest that this kind of word analysis is particularly 

helpful for learning academic and content vocabulary because most of these words contain Greek or 

Latin roots and affixes. Because the majority of unfamiliar words students encounter are morphological 

derivatives of familiar words (Aronoff, 1994), students with morphological analysis skills can more 

successfully broaden their academic vocabulary and comprehend new texts (Carlisle, 2010; Kieffer & 
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Lesaux, 2007). Goodwin and Ahn’s 2010 meta-analysis supported this, finding that morphological 

skill instruction improves students’ literacy achievement and was “particularly effective for children 

with reading, learning, or speech and language disabilities, English language learners, and 

struggling readers” (p. 183).

Collaborative Discussion

Human learning occurs within a social context (Vygotsky, 1962), and communication and 

collaboration are skills identified as essential for the 21st century (see the Partnership for 21st Century 

Skills, 2009). Teaching practices that develop students’ interpersonal competencies and encourage 

small-group discussions and collaboration have been shown to support deeper learning—and are key 

to developing students’ 21st-century skills (National Research Council, 2012).

Classroom discussion differs from simple participation because it involves the sharing and generating 

of ideas, and the need to question and clarify, rather than simply the seeking of correct answers; 

“Discussion can be defined…as the open-ended collaborative exchange of ideas among a teacher and 

students or among students for the purpose of furthering students’ thinking, understanding, learning, 

or appreciation of text” (Wilkinson & Nelson, 2013, p. 299). 

Classroom discussions have been shown by research to be effective in engaging students and building 

their comprehension and analysis of complex texts. In identifying the top recommended instructional 

practices for improving adolescent literacy, Kamil and colleagues (2008) targeted opportunities for 

extended discussion of text and textual analysis as one of five research-based, best practices. Langer 

(1995, 2000, 2001), too, has identified discussion—when used to develop students’ understandings 

rather than as an assessment of recall—as a particularly important element of effective English 

language arts classrooms. 

In their examination of discussion-based approaches in middle and high school English classrooms, 

Applebee, Langer, Nystrand, and Gamoran (2003) found that discussion-based approaches enhanced 

students’ understanding of complex texts, and were effective for low-and high-achieving students: 

“…high academic demands and discussion-based approaches were significantly related to spring 

performance…[and] these approaches were effective across a range of situations, for students of 

varying levels of academic ability…” (p. 719). Their findings suggest that an emphasis on discussion 

helps students to “internalize the knowledge and skills necessary to engage in challenging literacy 

tasks on their own” (p. 685). In part this may be because of the “spontaneous scaffolding or support for 

developing ideas” (p. 722) that is possible in an open discussion. 

In his review of the history of comprehension and discourse in American classrooms, and research 

on the use of discussion, Nystrand (2006) found that “A number of studies show that reading 

comprehension is enhanced by the classroom interaction of students with their teachers and peers, 

including both small-group work and whole-class discussion” (p. 398). Murphy and colleagues 
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conducted a meta-analysis of 42 studies on the effects of classroom discussion and concluded 

that “many of the approaches were highly effective at promoting students’ literal and inferential 

comprehension” (Murphy, Wilkinson, Soter, Hennessey & Alexander, 2009, p. 759).

What makes for a quality classroom discussion? In their review of research on discussion, Wilkinson 

and Nelson (2013) found that the most effective discussions include these elements:

	 •	Discussions are structured and focused.

	 •	Discussions are teacher led but not teacher dominated.

	 •	Students are given ample time to “hold the floor.”

	 •	Students are prompted to discuss texts through open-ended questions.

Reznitskaya and colleagues concluded that when discussions encourage students to consider 

other’s perspectives and argue (through explanation, elaboration, support) about texts, students 

think more critically about the text in question—and come away able to apply this thinking to other 

texts (Reznitskaya, Anderson, Dong, Li, Kim & Kim, 2008). The quality and complexity of the text is 

an additional element central to the effectiveness of class discussion; Van den Branden (2000), in his 

research on whole-class discussion, “found that discussion promotes reading comprehension when 

problematic and difficult passages are the focus of sustained interaction” (in Nystrand, 2006, p. 399). 

Finally, classroom discussions promote speaking and listening—skills which are often 

underemphasized in the educational setting, but which play a crucial role in students’ experiences 

in their personal and working lives outside of school (Palmer, 2011) With instruction and practice, 

students can learn to carefully choose their words, organize their ideas, employ effective gestures, 

pace speech for emphasis, and captivate audiences (Palmer, 2011). 

Connecting Reading and Writing

Reading and writing are connected. They develop together naturally (Calkins, 1994; Sulzby & Teale, 

1991). We can see connections between reading and writing at the word level (word recognition, 

spelling) and at the text level (comprehension, composition) (Berninger, Abbott, Abbott, Graham & 

Richards, 2002). And, they require similar strategies (Lewin, 1992). Both require setting a purpose, 

activating relevant prior knowledge, constructing meaning, and revising hypotheses or understandings 

during meaning making (Pearson & Tierney, 1984). In their effort to describe the relationship between 

reading and writing, Fitzgerald and Shanahan (2000) identified four types of knowledge essential to 

success in both reading and writing: (1) Metaknowledge about the processes involved in reading and 

writing; (2) Domain knowledge, or prior knowledge of a topic and vocabulary; (3) Knowledge of text 

attributes, from the word level to the larger genre or format level; and (4) Procedural knowledge and skill to 

negotiate reading and writing, or the ability to apply knowledge to practice.
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Because of these connections, it makes sense that improving students’ knowledge and skill 

in one area will improve their knowledge and skill in the other. Reading and writing share a 

reciprocal relationship. Just as research shows that writing is a tool that can increase reading 

achievement and critical thinking (Biancarosa & Snow, 2004; Connor-Greene, 2000; Graham 

& Hebert, 2010; Tierney & Shanahan, 1991), research shows that reading (as a model or as a 

source for content information) can improve writing (Tierney & Shanahan, 1991; Tierney, Soter, 

O’Flahavan & McGinley, 1989). When they read and write, students become better at both 

(Shanahan, 2006). 

Reading and writing together improves achievement, enhances communication skills, and builds 

critical-thinking ability (Cooper, 2000). Connecting writing with reading helps students to process 

new information and comprehend complex ideas (Knipper & Duggan, 2006). Tierney and Shanahan’s 

research (1991) showed that engaging students in writing activities improves reading ability. Research 

shows that the many specific benefits of integrating reading and writing include: increased word 

learning (Baker, Simmons & Kame’enui, 1995b; Klesius & Searls, 1991), increased retention of reading 

content (Santa, Havens & Harrison, 1989), improved revision skills (MacArthur, 2007), higher-quality 

independent student writing (Corden, 2007), and support of ELL students (Francis, Rivera, Lesaux, 

Kieffer & Rivera, 2006a). 

In 2010, Graham and Hebert published a report for the Carnegie Corporation entitled, Writing to Read: 

Evidence for How Writing Can Improve Reading. For this report, the researchers conducted a meta-

analysis of research on the connection between writing and reading. “The evidence,” they concluded, 

“is clear: writing can be a vehicle for improving reading. In particular, having students write about 

a text they are reading enhances how well they comprehend it” (p. 6). In the studies they reviewed, 

“writing about a text proved to be better than just reading it, reading and rereading it, reading and 

studying it, reading and discussing it, and receiving reading instruction” (p. 22). 

Tierney, Soter, O’Flahavan, and McGinley (1989) compared the performance of undergraduates in 

different conditions—combinations of reading only, writing only, reading and writing in conjunction—

and found that students who both read and wrote significantly outperformed those in all other groups. 

Their conclusion was that “the present data support the view that reading and writing in combination 

have the potential to contribute in powerful ways to thinking” (p. 166).
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From Research to Practice

Text Complexity in Collections

Houghton Mifflin Harcourt’s Collections © 2017 includes appropriately complex texts, with rich 

themes, distinctive language, and effective stylistic elements that provide rich opportunities to 

respond to texts verbally, through collaborative discussion, and in writing. The varied text genres 

and carefully chosen content challenge students to grow as readers and thinkers and extend their 

knowledge base. 

The program offers texts, including extended texts, across the grade levels that are appropriately 

complex, as based on:

•	quantitative measures of text complexity 

•	qualitative measures of text complexity 

•	the match of tasks, texts, and readers

For an analysis of text complexity for each selection in the Student Edition, teachers can look at the 

Text X-Ray pages in the Teacher’s Edition to see a Text Complexity Rubric for each text. This Text 

Complexity Rubric includes both a quantitative measure of the text (as shown by the Lexile® level of 

the text) and a qualitative measure of text complexity (across such features as Levels of Meaning/

Purpose, Structure, Language Conventionality and Clarity, and Knowledge Demands). In 

addition, the rubric offers additional commentary on Reader/Task Considerations.

The Text X-Ray feature continues, providing an in-depth overview of the text’s complexity, with 

specific instructional suggestions, resources, supports, and scaffolds identified to help guide teachers 

in meeting the needs of English learners and students with different proficiencies and skill levels. 
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Since complex text is the foundation on which Collections is built, the anchor texts in each grade level 

and in each collection feature a unique digital feature that provides a model of two students grappling 

with complex texts. The Close Read Screencasts appear at various points in an anchor text, with 

particularly complex and challenging passages. With audio and images, the screencasts capture the 

literate conversation about text that must take place. This model provides both teachers and students 

examples of how students use the clues in the text to decipher its purpose, meaning, and craft. A 

student application of this process with another passage is provided so that students can practice and 

then complete their own with a partner. 

Text Quality in Collections

High-quality literature and informational texts—worthy of close reading and text-based analysis—are at 

the center of the Collections © 2017 program.

Among many other rich selections, the program includes:

•	 foundational United States texts, such as Abraham Lincoln’s “The Gettysburg Address,” Henry 

David Thoreau’s Civil Disobedience, or Mary Wollstonecraft’s A Vindication of the Rights of Women. 

•	 important literary foundations, such as Greek myths, including “The Flight of Icarus” and “Arachne.”

•	 classic texts, including works by world-renowned masters, like Geoffrey Chaucer, William 

Shakespeare, or Charles Dickens.

•	 contemporary texts, which promote new insights into classic selections, and current popular 

authors, such as Gary Soto, Nikki Giovanni, Margaret Peterson Haddix, and Malcolm Gladwell.

•	 works by acclaimed writers, such as Annie Dillard, William Carlos Williams, and Louise Erdrich. 

•	 culturally diverse texts, such as works by Pablo Neruda or Gwendolyn Brooks. 

•	 21st-century selections, which offer current perspectives on how to improve society.

•	 complex arguments, in which writers cogently and strongly support their claims.

In the Teacher’s Edition, each text is introduced with a feature entitled Why This Text? which provides a 

rationale for the text, highlighting its strengths and the features which make it effective for instructional use. 

Independent reading of complex texts is also encouraged in Collections © 2017. An entire page of 

suggestions for students and teachers is included with each collection. Additionally, teachers have 

digital access for NovelWise and CliffsNotes® resources for extended readings.

Each text in the series is enhanced with an audio version of the complete text, often rendered by the 

original author or speaker, or a professional reader to maintain the high quality of the text. 
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The Centrality of Text in Instruction in Collections

The Collections program keeps complex text at the center of every lesson. Anchor Texts are at the core 

of each collection. Complex and challenging, the Anchor Texts provide a cornerstone for exploring the 

collection topic and are integral to the Collection Performance Task. 

Anchor Texts focus students on specific topics for text-based study. Through focused questioning and 

scaffolding, students are engaged in close reading with these Anchor Texts. They analyze the author’s 

language and content and annotate them while they read using the digital tools in the eBook. During 

and after reading, students respond to text-dependent questions and make connections. Close Read 

Screencasts appear in the anchor texts, providing models of literate conversations that find meaning. 

In addition to the anchor texts, each selection in the Table of Contents is rigorous and engaging. Students 

can apply a close reading protocol of multiple readings on every text. 

The Close Reader includes different yet related texts to the themes, topics, and standards instruction in 

the Student Edition. Using either the eBook version or the consumable edition of the Close Reader, 

students can annotate the selections and write responses and summaries as they proceed through each 

text. These two major student pieces of the Collections program work in tandem with students applying 

new learning in the Close Reader. 

The program’s HMH Close Reads app guides students through close reading of a variety of complex 

texts with a Guided Close Read that includes a protocol for close reading followed by one or more 

Independent Close Reads with scored practice. The HMH Close Reads app is available for grade levels 

6, 7, 8, 9–10, and 11–12. Each offers students protocols of effective close reading, practice answering 

text-dependent questions, and a focus on varied genres. 

Annotation tools in students’ eBooks help students take notes as they read and identify and store 

relevant evidence in the myNotebook tool that they can use as they later complete the Collections 

Performance Tasks. 

The program’s For Your Information (fyi) feature, at hmhfyi.com, provides a resource where students 

can further explore text-related topics and enhance their research. Providing curated informational 

texts related to each collection’s topic and updated monthly, this open source link adds ease of use to 

the goal of having students read widely from current and informative texts on contemporary topics, 

building background and content knowledge. Students can easily access this resource from the eBook 

Dashboard or at point-of-use in the eBook. Selections are archived and available across grade levels. 

Currently for Grades 6 through 8, with a timeline for expanding across grade levels and plans for 

continual updates, the program’s Xplor eMagazine offers students additional, contemporary texts, 

organized by the same themes as the collections. These additional selections help students build critical 

background information for deeper comprehension, and practice fluency and comprehension. 
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In Collections, students build their content knowledge by reading and discussing varied literary and 

informational texts. The program’s topical organization supports this increased content knowledge, 

as do the program’s varied resources (such as the fyi site, the varied video resources, and the Content 

Area Connections annotations, which link instruction to social studies and science content). 

Across all of these texts, Collections © 2017 maintains its focus on requiring students to employ 

specific textual evidence as they write and speak about texts, responding to text-dependent questions 

and drawing inference and conclusions about text content.

A Multi-Genre Approach in Collections

The varied genres included in the Collections © 2017 program ensure that students will develop skills 

and strategies for independently and proficiently reading literary and informational texts and media. In 

addition, these texts serve as models for students as they write in varied genres. 

To help teachers with an at-a-glance overview, introductory pages for each collection clearly label the 

genre of each selection. 

Examples of Varied Reading Text Genres in Collections

Grade 6, Collection 1 Grade 7, Collection 1 Grade 8, Collection 1 Grade 9, Collection 1

•	Short Story
•	Poem
•	Online Article
•	Magazine Article
•	Informational Text
•	Online Science
  Exhibit

•	Short Story
•	Online News Article
•	Editorial
•	TV News Interview
•	Essay
•	Greek Myth
•	Poem
•	Informational Text

•	Short Story
•	Personal Essay
•	Research Study
•	Essay
•	Memoir
•	Documentary
•	Poem

•	Argument
•	Blog
•	Short Story
•	Essay
•	Speech
•	Photo Essay
•	Poem 

Grade 10, Collection 1 Grade 11, Collection 1 Grade 12, Collection 1

•	Short Story
•	Movie Trailer
•	Court Opinion
•	Editorial
•	United Nations Declaration
•	Poem

•	Historical Account
•	History Writing
•	Drama
•	Film
•	Short Story
•	Argument
•	Essay
•	Poem

•	Essay
•	Book Excerpt
•	Graduation Speech
•	Op-ed
•	Science Article
•	Novel Excerpt
•	Short Story
•	Drama
•	Opera
•	Production Image

Digital tools support the program’s multi-genre approach to reading. Informational Text on fyi 

(hmhfyi.com) is linked to each collection topic and is curated and updated monthly. 
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Media texts prompt students to read news reports, literary adaptations, ads, and websites as complex 

texts. Lessons based on media text offer the same opportunities for students to apply analysis and 

techniques of close reading as to other kinds of texts.

In addition, to enrich students’ perspectives, both the Student Edition and Close Reader include 

selections by writers from diverse cultures. 

To align with the Common Core focus on argument, throughout Collections, argumentative and 

persuasive texts build students’ abilities at analyzing the arguments in texts. Through the range of 

informational texts—including speeches, commentaries, and essays—students analyze claims and 

supporting evidence. 

The Collections Xplor eMagazine for Grades 6 through 8 offers 108 additional text selections for 

students, with 36 for each grade level. Organized by the thematic collections, the magazine, available 

in Student Resources, offers additional practice with and exposure to varied text genres, including 

well-reasoned arguments, poetry with imagery and sound devices, informational texts, powerful 

media messages, and tables, charts, and graphs.

Vocabulary in Collections

Vocabulary acquisition is a focus of the Collections program. As they continue through Collections, 

students build the academic vocabulary and content-specific vocabulary they need to successfully 

comprehend and communicate. 

Throughout the program, students acquire facility with new vocabulary through frequent, repeated 

exposure as they analyze and discuss the selections in the collection. Identified as Critical Vocabulary 

and defined in context in each selection, the word study is a vital part of the analysis of each complex 

text, emphasizing the importance of the author’s choice of language to convey purpose.

Before reading, each collection opener 

identified the Academic Vocabulary to be 

highlighted in each collection. Students are 

provided a list of words, along with their 

definitions and related forms, which they 

can preview before encountering them in 

the texts and using them in their text-based 

discussion and written work, including the 

Collection Performance Tasks. See this 

example from Grade 8, Collection 1:
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To ensure that students experience frequent, repeated exposure to the words, teachers encourage 

students to use the words during Collaborative Discussion, Analyzing the Text questions, 

Selection-Level Performance Task, and the End-of-Collection Performance Task. 

During reading, the Student Edition defines bolded words from the text in the sidebar. Students 

have the definition where they need it—at the point at which they encounter the word in the text. In 

the eBook, the definitions are pronounced in English and in Spanish. The Teacher’s Edition offers 

suggestions for teaching and discussing these words—along with definitions and suggested questions 

to engage students in thinking about and applying knowledge of the words. 

After reading, students have the opportunity to practice and apply their understanding of new words 

and vocabulary skills through the Critical Vocabulary and Vocabulary Strategy (with such topics as 

Latin Roots, Noun Suffixes, or Connotations and Denotations) activities. 

To see some specific examples of vocabulary instruction in Collections, see these pages in the 

program’s Student Edition and Teacher’s Edition (noted in bold font). 

Examples of Academic and Critical Vocabulary Instruction and Applications in Collections

Grade 6 Academic Vocabulary: 2, 5, 18, 38, 43, 52, 60, 63, 67, 72, 75, 133, and so on.
Critical Vocabulary: 4, 10, 15, 17, 20, 23, 27, 35, 42, 49, 52, 54, and so on. 

Grade 7 Academic Vocabulary: 2, 8, 20, 24, 33, 47, 53, 57, 62, 65, 72, 91, and so on.
Critical Vocabulary: 4, 5, 17, 32, 33, 37, 44, 45, 47, 51, 64, 65, and so on. 

Grade 8 Academic Vocabulary: 2, 6, 17, 34, 46, 56, 72, 76, 79, 83, 88, 91, and so on. 
Critical Vocabulary: 4, 6, 8, 10, 16, 29, 31, 32, 33, 36, 39, 42, 43, and so on.

Grade 9 Academic Vocabulary: 2, 5, 13, 22, 31, 34, 37, 41, 46, 50, 57, 60, and so on. 
Critical Vocabulary: 3, 4, 5, 9, 11, 13, 14, 15, 16, 19, 21, 22, 23, and so on.

Grade 10 Academic Vocabulary: 2, 5, 20, 26, 34, 41, 45, 50, 53, 62, 65, 83, and so on. 
Critical Vocabulary: 3, 4, 6, 11, 16, 18, 19, 23, 25, 28, 31, 33, 37, and so on. 

Grade 11 Academic Vocabulary: 2, 9, 13, 24, 40, 78, 88, 92, 98, 103, 108, and so on. 
Critical Vocabulary: 5, 6, 8, 9, 12, 14, 21, 23, 24, 25, 26, 29, 30, and so on.

Grade 12 Academic Vocabulary: 2, 5, 10, 22, 35, 38, 51, 53, 67, 71, 76, 79, and so on. 
Critical Vocabulary: 4, 5, 6, 10, 14, 17, 21, 22, 23, 29, 33, 35, 45, and so on.
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In the Student Resources, the Glossaries provide definitions for selection, academic, and domain-

specific vocabulary, conveniently compiled in a single location. Vocabulary supports in the Student 

Resources also include the following.

Vocabulary and Spelling

•	Using Context Clues

•	Analyzing Word Structure

•	Understanding Word Origins

•	Synonyms and Antonyms

•	Denotation and Connotation

•	Analogies

•	Homonyms, Homographs, and Homophones

•	Words with Multiple Meanings

•	Specialized Vocabulary

•	Using Reference Sources

•	Spelling Rules

•	Commonly Confused Words

Glossary of Literary and Informational Terms

Using the Glossary

Pronunciation Key

Glossary of Academic Vocabulary

Glossary of Critical Vocabulary

Collaborative Discussion in Collections

Throughout the Collections program, students have the opportunity to engage in rich, collaborative, 

academic discussions of the texts they are reading.

This collaboration is emphasized from the opening of each text lesson, with digital connections to 

encourage social collaboration, to the Performance Tasks, which encourage peer-to-peer editing, 

revision, and feedback. 

At the conclusion of every selection in the Student Edition, students are given a compelling prompt 

entitled Collaborative Discussion in order to discuss the selection and related ideas before the 

answering of questions and direct instruction begins. In the Close Reader, students are also asked to 

discuss with peers throughout their reading. 

To enrich the analysis and discussion of each text, students compare and contrast selections, exploring 

elements such as author’s choices, themes, and the structure of arguments. 

142731 COL17 NTL Research Brochure.indd   40 8/26/15   2:19 PM



41

A Research-Based Approach

Following readings in each collection, students engage in Collaborative Discussion using the 

prompts offered in both the Student Edition.

Examples of Collaborative Discussion in the Collections Student Edition

Grade 6 See pages 12, 32, 38, 46, 54, 60, 88, 94, 102, 112, 124, 152, and so on.

Grade 7 See pages 14, 28, 34, 40, 48, 67, 74, 84, 91, 106, 124, 140, 146, and so on. 

Grade 8 See pages 26, 36, 49, 66, 72, 76, 94, 101, 116, 122, 128, 147, and so on. 

Grade 9 See pages 6, 16, 24, 28, 35, 51, 68, 71, 76, 84, 92, 118, 128, and so on. 

Grade 10 See pages 8, 13, 16, 20, 34, 39, 54, 59, 66, 74, 80, 105, 125, and so on. 

Grade 11 See pages 18, 31, 68, 71, 74, 83, 92, 99, 116, 124, 136, 146, and so on. 

Grade 12 See pages 14, 19, 26, 42, 59, 63, 88, 104, 110, 118, 126, 128, and so on.

In addition, the digital elements of the program allow for increased opportunities for students’ social 

collaboration. Through the Interactive Lessons in the eBook which provide visual and oral models, 

rubrics and ongoing feedback, students learn the criteria of effective communication and participate in 

it often. The Interactive Lessons, provide direct and interactive instruction in speaking and listening 

standards, allowing students to learn more about the specific skills involved in effective collaborative 

discussion, such as in this digital Grade 7 lesson.
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Connecting Reading and Writing in Collections

Connections between reading and writing are made throughout the Collections program.

Both the Student Edition and the Close Reader include text-dependent questions that require 

students to re-enter the text and cite specific textual evidence to support their claims. 

The Collections Performance Tasks require students to write about what they have read, deepening 

their understanding of the text and their skills in writing at the same time. In addition, in Collections 

© 2017, the Collection Performance Tasks feature Mentor Texts that further emphasize the 

connections between reading and writing for students. 

As students read, they are prompted to cite text evidence to support their responses to prompts that 

encourage them to summarize, analyze, infer, and think critically about the text.

Examples of Citing Text Evidence in Collections 

Grade 6 See pages 5, 6, 7, 8, 9, 11, 12, 14, 17, 18, 19, 20, 21, 22, 25, 26, and so on.

Grade 7 See pages 3, 5, 6, 7, 8, 9, 10, 12, 14, 16, 20, 21, 22, 23, 24, 25, and so on. 

Grade 8 See pages 4, 5, 6, 9, 13, 14, 15, 16, 17, 20, 21, 22, 23, 24, 28, and so on. 

Grade 9 See pages 3, 4, 5, 6, 8, 11, 13, 14, 15, 18, 21, 22, 23, 24, 25, and so on. 

Grade 10 See pages 3, 4, 5, 6, 8, 10, 13, 15, 16, 17, 19, 20, 22, 27, 29, 30, and so on. 

Grade 11 See pages 5, 7, 12, 13, 15, 16, 20, 24, 25, 27, 28, 29, 33, 39, 40, and so on. 

Grade 12 See pages 3, 4, 6, 7, 9, 11, 12, 13, 16, 20, 21, 22, 23, 26, 28, 31, and so on.

As shown in the Integrated Program Contents page, the Student Edition, along with the 

Close Reader, explores each collection topic—wrapping up each collection with the Collection 

Performance Tasks, which offer the chance for students to integrate what they have learned in their 

varied readings into a performance, which might result in an Argumentative Essay, an Informative 

Essay, a Memoir, a Poetry Analysis, or some other Common Core aligned performance. With these 

cumulative tasks, students draw on their reading and analysis of the collection’s selections, as well as 

on additional research. 
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Strand 4: Teaching Writing

Writing well is not just an option for young people—it is a necessity. Along with  

reading comprehension, writing skill is a predictor of academic success and a basic  

requirement for participation in civic life and in the global economy.

Graham & Perin, 2007, p. 3

Writing is a highly complex cognitive ability which comprises a range of different cognitive processes. It 

includes low-level processes focused on handwriting and spelling and higher level processes associated with 

determining and structuring content in such a way as to meet the demands of the reader. Unlike speech, 

writing is late-developing and requires protracted instruction and practice. 

Torrance & Fidalgo, 2013, p. 338

Defining the Strand

Along with teaching students to effectively comprehend complex texts and gain familiarity with a rich 

body of literary and informational texts, developing students’ writing abilities is another important 

goal of the English classroom. The ability to write well is crucial for students’ social, academic, and 

professional advancement, and is essential for 21st-century learning and success in today’s economy 

(Partnership for 21st Century Skills, 2009). As Graham and Perin concluded after large-scale research 

into research on effective writing instruction, helping students “to write clearly, logically, and 

coherently about ideas, knowledge, and views will expand their access to higher education, give 

them an edge for advancement in the workforce, and increase the likelihood that they will actively 

participate as citizens of a literate society” (p. 28).

How best can teachers support students in developing their writing skills? One element in effective 

writing instruction is the inclusion of varied genres. The National Assessment for Educational Progress 

(NAEP) refers to varied communicative purposes. The Common Core State Standards focus on 

producing varied text types and purposes. Whatever these different writing products and forms are 

called, to be prepared for college and work students need to be exposed to multiple genres in their 

reading and expected to produce varied genres in their writing. Students must be able to inform, 

persuade, and narrate events. Another element of effective writing instruction is writing to sources. 

Students need practice using evidence and writing to sources, so that their writing is grounded in 

evidence. Finally, students must be taught to use standard English in the context of writing instruction 

and be given opportunities for practice.

Throughout the Collections program, students write in varied genres and develop their skills as 

writers. The program integrates reading and writing, placing an emphasis on the development of 

effective skills in both. 
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Research that Guided the Development of the Collections Program

A Multi-Genre Approach

As students learn to write, and continue to write increasingly complex texts, they move from writing simple 

narratives and explanations to writing more in-depth informative essays and arguments. How do they 

develop skills with these various purposes for writing and their associated genres, forms, and structures? 

“Genre knowledge develops, in part, from experience with text structures…” (De La Paz & McCutchen, 

2011, p. 45) and, as such, exposing students to varied genres is important. Research findings suggest that 

rereading a book supports students use of similar genre features in their own writing (for example, see 

Pappas, 1991) and that greater exposure to reading from a specific genre will lead to greater ability with 

those elements of writing (Duke & Kays, 1998 in Donovan & Smolkin, 2006). 

Students need to have experience with the kinds of purposes for which they will write in typical 

workplace, school, and real-life situations. One way of thinking about these different genres and 

purposes is to look at the NAEP framework. In the 2011 NAEP writing framework, students are assessed 

on three communicative purposes:

•	 To persuade, in order to change the reader’s point of view or affect the reader’s action.

•	 To explain, in order to expand the reader’s understanding. 

•	 To convey experience (real or imagined), in order to communicate individual and imagined 

experience to others. (National Center for Education Statistics, 2012b, p. 4)

Because younger children are naturally exposed to more narratives, they have an awareness of narrative 

structures first, which is then typically followed by the development of expository genre knowledge and 

finally control over the argumentative text structure (De La Paz & McCutchen, 2011). In order to match 

these progressive “levels of student development and instructional focus” (Salahu-Din, Persky & Miller, 

2008, p. 5), the twelfth-grade NAEP writing assessment includes a greater proportion of persuasive and 

explanatory writing tasks.

Distribution of Writing Tasks, by Grade and Communicative Purpose
Writing Framework for the 2011 National Assessment of Educational Progress 

Communicative Purpose Grade 8 Grade 12

To persuade 35 40

To explain 35 40

To convey experience 30 20

(National Center for Education Statistics, 2012b, p. 5)
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The Common Core State Standards for English Language Arts & Literacy in History/Social Studies, Science, 

and Technical Subjects also emphasize the need for students to develop experience writing a range of 

text types and purposes. 

For students, writing is a key means of asserting and defending claims, showing what 

they know about a subject, and conveying what they have experienced, imagined, 

thought, and felt. To be college- and career-ready writers, students…need to know 

how to combine elements of different kinds of writing—for example, to use narrative 

strategies within argument and explanation within narrative—to produce complex and 

nuanced writing. (NGA and CCSSO, 2010a, p. 41) 

To this end, the standards specify expectations for arguments, informative/explanatory texts, and 

narratives. “Argument literacy” specifically has been shown to be essential to success in higher 

education (ACT, 2009). Research suggests that instruction and practice in writing arguments develops 

students’ critical thinking skills (Riley & Reedy, 2005). In their research on deeper learning and 21st-

century competencies, Pellegrino, Hilton, and colleagues on the committee found substantial support 

for the importance of students’ “ability to construct and evaluate arguments in relation to evidence” 

(National Research Council, 2012, p. 139). 

As they gain experience with varied genres, students benefit from ongoing instruction. In Writing Next, 

Graham and Perin (2007) conducted a meta-analysis of research on the impact of specific types of 

writing instruction. Their findings led them to recommend the use of models of varied genres; “The 

study of models provides adolescents with good models for each type of writing that is the focus of 

instruction” (p. 20). By analyzing these models, students can identify, and mirror in their own writing, 

the essential elements, organizing structures, and forms. 

In particular, data suggest that students struggle with argument writing; “Persuasive writing is a 

challenging form of communication even for typically developing writers” and requires “sophisticated 

uses of syntax, semantics, and pragmatics…” (Nippold, Ward-Lonergan & Fanning, 2005, pp. 126, 

125). For those essays written to influence or persuade, only 26% of twelfth graders performed at 

the skillful level or above, meaning that they “wrote well-organized essays in which they took clear 

positions and supported those positions in much of the response” (p. 45). Ferretti, Andrews-Weckerly, 

and Lewis (2007) discuss this lack of skill in students’ capacities to communicate about controversial 

issues, consider alternative viewpoints, and develop supporting arguments. To counter these 

challenges, Ferretti and colleagues recommend an approach to teaching arguments which both takes 

into account the importance of context and content for argumentation as well as provides critical 

standards and questions to help guide students in structuring their arguments. 

An earlier section of this report presented research on the benefits of explicitly teaching varied genre 

characteristics for improving students’ reading comprehension and recall. Similarly, engaging in 
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reading study in which students are taught, and practice, a strategy focusing on analyzing the text 

structure has been shown to positively affect students’ writing. In their 1984 study, Taylor and Beach 

compared the performance of an experimental group, who received instruction and practice in 

analyzing text structure, with the performance of a conventional group (who answered and discussed 

questions after reading) and a control group (who received no special instruction). Their findings? 

Students who examined text structure produced higher-quality expository writing than students in 

the other groups. Similarly, Crowhurst (1991) looked at where instruction in persuasive writing and 

reading persuasive texts would improve students’ writing of persuasive texts. To do so, she compared 

four treatment groups—one group was taught a model for persuasive writing and given practice 

writing, the second was taught the model and given persuasive texts for reading, the third read 

novels and wrote book reports and received a single lesson on the model, while the fourth read novels 

and wrote book reports without receiving any instruction on the model (control group). The results 

indicated support for the positive effect of reading on writing; students who read persuasive texts 

outperformed others on the organization of their compositions, their elaborations of support, and 

their conclusions. These studies, and others like them, support the notion that students learn to write 

effectively in part based on their exposure to and analysis of high-quality genre-specific texts. 

Finally, teaching students specific strategies and structures in writing in multiple genres supports their 

skill in producing varied genres (see Graham, 2006). 

Writing to Sources

An earlier section of this report discussed the connections between reading and writing—in terms of 

the processes involved and the development of skills. Research shows that students who write about 

texts they have read show more evidence of critical thinking and improved composition (Biancarosa & 

Snow, 2006).

In addition, reading and writing are connected because when students write, they write about 

something—an experience, research findings, a piece of information or, increasingly as they progress 

across grade levels, a text. In the middle- and high-school grades, students take the information that 

they have gained from doing their own scholarly reading of texts and employ that information towards 

the production of their own informational or argumentative texts. Teachers assign writing tasks in 

the context of a text about which students must write with knowledge, analysis, and cited references. 

As Segev-Miller (2004) describes it, this process of writing from sources is a complex and cognitively 

demanding activity, in which students must “select, organize, and connect content from source texts 

as they compose their own new text” (p. 5). 

In their study on students composing from sources, Spivey and King (1989) examined students in 

Grades 6, 8, and 10 as they wrote informational reports from source texts. They found that “general 

reading ability and success at synthesizing overlap to a great extent” (p. 7) and that students’ success 

at the task was closely related to their comprehension and understanding of text structures.
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The Common Core puts a great emphasis on students writing to sources. According to the authors of 

the Common Core:

While the link between comprehension and knowledge in science and history texts is 

clear, the same principle applies to all reading. The criteria make plain that developing 

students’ prowess at drawing knowledge from the text itself is the point of reading; 

reading well means gaining the maximum insight or knowledge possible from each 

source. Student knowledge drawn from the text is demonstrated when the student 

uses evidence from the text to support a claim about the text. Hence evidence and 

knowledge link directly to the text. (Coleman & Pimental, 2012, p. 1)

…The Common Core State Standards require students to become more adept at 

drawing evidence from the text and explaining that evidence orally and in writing. (p. 7)

…The Common Core State Standards require students not only to show that they can 

analyze and synthesize sources but also present careful analysis, well-defended claims, 

and clear information through their writing. (p. 11)

For their Carnegie report entitled Writing to Read: Evidence for How Writing Can Improve Reading, 

Graham and Hebert (2010) conducted a meta-analysis of existing research on the relationship 

between writing and reading and concluded that teachers should “have students write about the texts 

they read.” Research support for this is clear; “Students’ comprehension of science, social studies, and 

language arts texts is improved when they write about what they read, specifically when they respond 

to a text in writing…, write summaries of a text, write notes about a text, [and] answer questions about 

a text in writing or create and answer written questions about a text” (p. 5).

In Writing Next, Graham and Perin (2007) conducted a meta-analysis of research on the impact of 

specific types of writing instruction which resulted in the identification of 11 elements of effective 

writing instruction for adolescents. Among their findings? Adolescents benefit from “opportunities to 

read, analyze, and emulate models of good writing” and from the use of “writing as a tool for learning 

content material” (p. 5). 

In looking at how students respond to texts and which ways are more effective in producing real 

learning, Langer and Applebee (1987) concluded that there is greater value when students respond 

in extended ways to texts, and when they engage in analysis, interpretation, or personalization. In 

her study which looked at how college students wrote from sources, Kennedy (1985) found that more 

fluent readers engaged in more rereading, notetaking, and planning prior to writing than did less-

fluent readers—who planned mostly at the sentence level and referred back to the text during writing. 

Her research suggests that less-fluent students can benefit from instruction in how to think about 

and extract information from texts. Segev-Miller’s 2004 study findings suggest that students can be 

taught to more effectively write from sources; “…according to the subjects’ self-assessments, explicit 
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instruction of the performance of the discourse synthesis task had a significant effect both on their 

processes and on their products” (p. 25).

Finally, the ability to write to sources and support ideas with specific textual evidence is key in the 

preparation of effective arguments. Evidence is essential to an argument, which involves a claim, 

based on evidence, with a warrant that connects the evidence to the claim, backing that supports 

the warrant, and rebuttals that address counter arguments and competing claims (Hillocks, 2010a; 

Toulmin, Rieke & Janik, 1979).

Grammar and Language Skills

Grammar is the structure of language and the rules for making meaning in a language. Students who 

understand grammar understand the varied ways that they can combine words to make meaningful, 

effective sentences. Grammar is important. When they follow conventions and rules of language and 

mechanics, writers “ensure understanding and avoid distractions…allowing the reader to focus on the 

writer’s thoughts and ideas” (ACT, 2007, pp. 46–47). 

Grammar instruction is most beneficial and effective when it is presented in the context of writing 

assignments and activities that are meaningful for students (Fearn & Farnan, 2005; Hillocks, 1986; 

Polette, 2008; Weaver, 1997). Students who are taught grammar when working on a specific piece 

of writing show a greater application than do those students taught grammar as a separate activity 

(Calkins, 1994; Spandel, 2001). 

In their meta-analysis looking at the elements of effective writing instruction, Graham and Perin 

(2007) found sentence combining to be an effective way of enhancing the quality and complexity of 

students’ writing. This type of instruction “involves teaching students to construct more complex and 

sophisticated sentences through exercises in which two or more basic sentences are combined into 

a single sentence” (p. 18). The sentence-combining approach has been shown to be effective with 

elementary school students (Saddler & Graham, 2005), English language learners (Francis, Rivera, 

Lesaux, Kieffer & Rivera, 2006b), and across student populations (see Hillocks’ 1986 meta-analysis and 

the significant, homogenous effect size found for sentence combining).

Several studies have found that grammar instruction is less effective in improving writing than other 

writing interventions (see, for example, Graham, McKeown, Kiuhara & Harris, 2012). Graham and Perin 

(2007) found that explicit and systematic instruction in parts of speech and sentence structure did 

not improve the quality of students’ writing. Fearn and Farnan (2007), however, found that grammar 

instruction can positively impact students’ writing “if the grammar is functional and used for writing 

purposes” (p. 63). When they compared the impact of grammar instruction in writing with grammar 

instruction for writing, they found that “students in the treatment groups demonstrated enhanced 

writing performance” (p. 72).
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In addition to the effectiveness for all students of teaching grammar in context and through applied 

strategies such as sentence combining, research also suggests that some explicit grammar instruction 

can be effective particularly for language learners. While grammar correction seems to be ineffective 

in improving ELL’s writing as it is with native speakers, grammar is an important understructure for 

competent writing. As a result, sentence building and combining are recommended strategies, according 

to Sjolie (2006). In addition, grammar study seems to improve students’ reading comprehension, 

particularly among English language learners (Achugar, Schleppegrell & Oteiza, 2007).

From Research to Practice

A Multi-Genre Approach in Collections

In Collections © 2017, students learn to write for varied purposes and in varied writing forms. 

Twelve Interactive Lessons in the Student’s eBook provide thorough and interactive instruction in all 

of the Writing and Speaking and Listening Standards in the Common Core State Standards for English 

Language Arts and Literacy. 

The Interactive Lessons teach students the communication skills students need for successfully:

•	Writing Arguments

•	Giving a Presentation

•	Writing Informative Texts

•	Using Textual Evidence

•	Preparing a Speech

•	Writing an Analytical Essay

•	Choosing Relevant Evidence

•	Writing Narratives

•	Writing as a Process

•	Producing and Publishing with Technology

•	Conducting Research

•	Analyzing and Evaluating Presentations

•	Giving a Presentation

•	Using Media in a Presentation

 

Although primarily intended for individual student use, the Interactive Lessons also offer 

opportunities for whole-class and small-group instruction and practice. These multi-part lessons 

provide direct instruction with specific criteria, models, rubrics and use the interactive design fund in 

the SBAC national assessment. 

In addition to the direct instruction, carefully selected models provide exemplars for students, so 

that they can focus on the specific elements that help to make writing effective in specific genres. 

Mentor Texts in the Collection Performance Tasks help to make writing instruction, and the goals 

for writing, more concrete and clear for students. Indeed, the program consultants for Collections 

structured the series with such high-quality literary and informational selections that each text can be 

analyzed as a mentor text for writing. 
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Every collection includes lessons, opportunities to Teach, Practice, and Apply, and ideas for how to 

Assess students. Collection Performance Tasks include varied genres and performances, such as:

•	Write a Short Story

•	Present an Oral Commentary

•	Write an Opinion Essay

•	Write an Informative Essay

•	Write a Memoir

•	Write a Poetry Analysis

•	Give a Persuasive Speech

•	Create a Multimedia Presentation

•	Write a Personal Essay

The Student Resources section at the end of each print and digital edition includes tools and 

resources for students to use when writing in varied genres, such as in the Grade 7 Performance Task 

Reference Guide, which includes resources for Writing an Argument, Writing an Informative 

Essay, Writing a Narrative, Conducting Research, Participating in a Collaborative Discussion, 

and Debating an Issue. 

Writing to Sources in Collections

Students gain skill and practice in using textual evidence to support their ideas in writing through the 

Collections program. The program includes texts that are rich and complex enough to support the 

kinds of evidence-based analysis expected by students. 

Both the Student Edition and the Close Reader include text-dependent questions that require 

students to re-enter the text and cite evidence to support their claims. Line numbers on all selections in 

the program facilitate the identification and citations for specific textual evidence. 

Regular program features support students in close reading and evidence tracking, including the 

Strategies for Annotation feature which supports students in analyzing and evaluating texts. 

Writing an Argument
Many of the Performance Tasks in this book ask you to craft an 
argument in which you support your ideas with text evidence. 
Any argument you write should include the following sections 
and characteristics.

Introduction
Clearly state your claim—the point your 
argument makes. As needed, provide 
context or background information to help 
readers understand your position. Note the 
most common opposing views as a way to 
distinguish and clarify your ideas. From the very 
beginning, make it clear for readers why your 
claim is strong; consider providing an overview 
of your reasons or a quotation that emphasizes 
your view in your introduction.

ExamplEs 

vague claim: Dogs 
need places to play.

precise claim: The city 
should create a large 
designated dog park.

not distinguished 
from opposing view: 
There are plenty of 
people who are afraid 
of dogs.

distinguished from 
opposing view: While 
some people consider 
it dangerous for dogs 
to run free, the facts 
show that dog parks 
are safe.

confusing relation-
ship of ideas: Bored 
dogs get sick. Dog 
parks have lots of 
space. 

clear relationship of 
ideas: By providing 
a large, safe area for 
dogs to run off-leash 
and play, dog owners 
throughout the city 
would also benefit.

Development of Claims
The body of your argument must provide 
strong, logical reasons for your claim and must 
support those reasons with relevant evidence. 
A reason tells why your claim is valid; evidence 
provides specific examples that illustrate a 
reason. In the process of developing your 
claim you should also refute counterclaims, or 
opposing views, with equally strong reasons 
and evidence. To demonstrate that you have 

thoroughly considered your view, provide a 
well-rounded look at both the strengths and 
limitations of your claim and opposing claims. 
The goal is not to undercut your argument, 
but rather to answer your readers’ potential 
objections to it. Be sure, too, to consider how 
much your audience may already know about 
your topic in order to avoid boring or confusing 
readers.

ExamplEs

claim lacking 
reasons: A dog park 
would be a good 
thing because dogs 
would enjoy it and 
it would help the 
community.

claim developed 
by reasons: Among 
the benefits of a dog 
park are not only 
potentially healthier 
dogs and more well-
adjusted pets, but 
also a stronger sense 
of community among 
dog owners. 

omission of limita-
tions: People who 
hate dogs and are 
opposed to this idea 
see no problems or 
safety issues, they 
just think the park is a 
waste of money.

fair discussion of 
limitations: We 
should not dismiss 
safety concerns. 
Planning for the park 
should include posted 
signs with rules of 
behavior, first aid 
facilities, and ongoing 
maintenance.

inattention to audi-
ence’s knowledge: 
Socialization skills 
can’t be taught in 
isolation, but issues 
of dominance are 
possible to teach with 
other dogs.

awareness of audi-
ence’s knowledge: 
Readers unfamiliar 
with dog behavior 
may be surprised 
to learn that most 
injuries involving dogs 
happen in homes 
and on the street, 
not in well-planned 
dog parks.
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Conducting Research
The Performance Tasks in this book will require you to complete 
research projects related to the texts you’ve read in the collections. 
Whether the topic is stated in a Performance Task or is one you 
generate, the following information will guide you through your 
research project.

Focus Your Research and Formulate 
a Question
Some topics for a research project can be 
effectively covered in three pages; others 
require an entire book for a thorough treatment. 
Begin by developing a topic that is neither too 
narrow nor too broad for the time frame of the 
assignment. Also check your school and local 
libraries and databases to help you determine 
how to choose your topic. If there’s too little 
information, you’ll need to broaden your focus; 
if there’s too much, you’ll need to limit it.

With a topic in hand, formulate a research 
question; it will keep you on track as you 
conduct your research. A good research 
question cannot be answered in a single word. 
It should be open-ended. It should require 
investigation. You can also develop related 
research questions to explore your topic in 
more depth.

ExamplEs

Possible topics Sailing—too broad 
Navigating waves—too 
narrow 
Sailing—in fair and foul 
weather

Possible 
research 
question

What is involved in learning 
to sail in all kinds of 
weather?

Related 
questions

What sailing equipment 
and techniques are 
essential?

What knowledge of 
weather patterns is critical?

Locate and Evaluate Sources
To find answers to your research question, you’ll 
need to investigate primary and secondary 
sources, whether in print or digital formats. 
Primary sources contain original, firsthand 
information, such as diaries, autobiographies, 
interviews, speeches, and eyewitness accounts. 
Secondary sources provide other people’s 
versions of primary sources in encyclopedias, 
newspaper and magazine articles, biographies, 
and documentaries.

Your search for sources begins at the library and 
on the World Wide Web. Use advanced search 
features to help you find things quickly. Add a 
minus sign ( –) before a word that should not 
appear in your results. Use an asterisk (*) in place 
of unknown words. List the name and location 
of each possible source, adding comments 
about its potential usefulness. Assessing, or 
evaluating, your sources is an important step in 
the research process. Your goal is to use sources 
that are credible, or reliable and trustworthy.

Criteria for Assessing Sources

Relevance: It 
covers the target 
aspect of my 
topic.

• How will the source be 
useful in answering my 
research question?

Accuracy: 
It includes 
information that 
can be verified 
by more than 
one authoritative 
source.

• Is the information 
up-to-date? Are the facts 
accurate? How can I 
verify them?

• What qualifies the author 
to write about this topic? 
Is he or she an authority?

Objectivity: It 
presents multiple 
viewpoints on 
the topic.

• What, if any, biases can I 
detect? Does the writer 
favor one view of the 
topic?
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Writing an Informative Essay
Most of the Performance Tasks in this book ask you to write 
informational or explanatory texts in which you present a topic 
and examine it thoughtfully through a well-organized analysis 
of relevant content. Any informative or explanatory text that you 
create should include the following parts and features.

Introduction
Develop a strong thesis statement. That is, 
clearly state your topic and the organizational 
framework through which you will connect 
or distinguish elements of your topic. For 
example, you might state that your text will 
compare ideas, examine causes and effects, or 
explore a problem and its solutions. 

ExamplE 

Topic: street lighting

Sample Thesis Statements

Compare-contrast: To decide whether to 
install brighter street lamps or keep dimmer 
lights, consider the costs and the benefits of 
each type.

Cause-effect: While the causes of poor night-
time visibility on city streets isn’t difficult to 
guess, the effects can be many and devastating.

Problem-solution: Our town’s poor nighttime 
visibility creates a growing problem with 
accidents, but through community action we 
can manage the issue.

Clarifying the organizational framework up front 
will help you organize the body of your text, 
suggest headings you can use to guide your 
readers, and help you identify graphics that you 
may need to clarify information. For example, 
if you compare and contrast the costs and 
benefits of installing brighter street lamps, you 
might create a chart like the one here to guide 
your writing. You could include the same chart 
in your paper as a graphic for readers. The row 
or column headings serve as natural paragraph 
headings.

low lighting
bright 

lighting

Costs Minimal 
maintenance of 
existing lights

Investment 
in all-new 
fixtures

Benefits Old-fashioned 
charm

Increased 
visibility for 
motorists and 
pedestrians

Development of the Topic
In the body of your text, flesh out the 
organizational framework you established 
in your introduction with strong supporting 
paragraphs. Include only support directly 
relevant to your topic. Don’t rely on a single 
source, and make sure the sources you do use 
are reputable and current. The table below 
illustrates types of support you might use to 
develop aspects of your topic. It also shows how 
transitions link text sections, create cohesion, 
and clarify the relationships among ideas.

Types of Support 
in Explanatory/ 

Informative Texts

Uses of Transitions 
in Explanatory/ 

Informative Texts

Facts and examples: 
One cause of poor 
lighting is inap-
propriate placement 
of lights; for example, 
most pedestrian 
crosswalks currently 
have no extra lighting, 
increasing the risk 
to pedestrians from 
motor vehicles. 

One cause signals 
the shift from the 
introduction to the 
body text in a cause-
and-effect essay. For 
example introduces 
the support for the 
cause being cited.
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Participating in 
a Collaborative Discussion
Often, class activities, including the Performance Tasks in this 
book, will require you to work collaboratively with classmates. 
Whether your group will analyze a work of literature or try to solve 
a community problem, use the following guidelines to ensure a 
productive discussion. 

Prepare for the Discussion
A productive discussion is one in which all the 
participants bring useful information and ideas 
to share. If your group will discuss a short story 
the class read, first re-read and annotate a copy 
of the story. Your annotations will help you 
quickly locate evidence to support your points. 
Participants in a discussion about an important 
issue should first research the issue and bring 
notes or information sources that will help 
guide the group. If you disagree with a point 
made by another group member, your case 
will be stronger if you back it up with specific 
evidence from your sources.

ExamplEs 

disagreeing without evidence: I don’t think 
physical art is relevant today because nobody 
goes to museums.

providing evidence for disagreement: 
I disagree that physical art is relevant today 
because so few people go to museums. For 
example, every large museum, such as the 
Metropolitan Museum of Art in New York, the 
Art Institute of Chicago, and the San Francisco 
Museum of Modern Art, have websites where 
the public can view art online. Current exhibi-
tions are shown and previous exhibitions are 
archived for viewing. Why would someone 
need to go to a dark museum when images 
are so easy to view online? Even artists such as 
Julian Beever, who creates physical public art, 
have websites for the public to view their art. 
We can clearly view and compare multiple 
images of Beever’s chalk art by clicking on his 
online gallery.

Set Ground Rules
The rules your group needs will depend on 
what your group is expected to accomplish. A 
discussion of themes in a poem will be unlikely 
to produce a single consensus; however, a 
discussion aimed at developing a solution to a 
problem should result in one strong proposal 
that all group members support. Answer the 
following questions to set ground rules that fit 
your group’s purpose: 

• What will this group produce? A range of 
ideas, a single decision, a plan of action, or 
something else?

•  How much time is available? How much 
of that time should be allotted to each 
part of our discussion (presenting ideas, 
summarizing or voting on final ideas, 
creating a product such as a written analysis 
or speech)? 

• What roles need to be assigned within the 
group? Do we need a leader, a note-taker, 
a timekeeper, or other specific roles?

• What is the best way to synthesize our 
group’s ideas? Should we take a vote, list 
group members as “for” or “against” in a 
chart, or use some other method to reach 
a consensus or sum up the results of the 
discussion?

Move the Discussion Forward
Everyone in the group should be actively 
involved in synthesizing ideas. To make sure 
this happens, ask questions that draw out ideas, 
especially from less-talkative members of the 
group. If an idea or statement is confusing, try 
to paraphrase it, or ask the speaker to explain 
more about it. If you disagree with a statement, 
say so politely and explain in detail why you 
disagree.

ELACC7SL1a–dLACC.7.SL.1.1a–dSL 1a-d
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Identify a Problem, Situation, or 
Observation
For a nonfiction narrative, dig into your memory 
bank for a problem you dealt with or an 
observation you’ve made about your life. For 
fiction, try to invent a problem or situation that 
can unfold in interesting ways.

ExamplEs 

Problem 
(nonfiction)

Our family needed to train our 
newly chosen four-month-old 
West Highland White Terrier.

Situation 
(fiction)

One day, George, a nervous 
worrier, receives a mysterious 
gift in the mail.

Establish a Point of View
Decide who will tell your story. If you are 
writing a reflective essay about an important 
experience or person in your own life, you will 
be the narrator of the events you relate. If you 
are writing a work of fiction, you can choose 
to create a first-person narrator or to tell the 
story from the third-person point of view. The 
narrator can focus on one character or reveal 
the thoughts and feelings of all the characters. 
The examples below show the differences 
between a first- and third-person narrator.

First-person 
narrator 
(nonfiction)

Seven hundred fifty dollars: 
That’s what it would cost 
me to go on the class trip to 
Washington, D.C. But it might 
as well have been a million 
dollars.

Third-person 
narrator 
(fiction)

Peter’s fingers froze over the 
“What’s new with you” prompt 
of his status page. The box 
was already filled out, waiting 
for him to press the Update 
key. “My mom found a new 
job!” said the box. Peter hadn’t 
written those words. And, as 
far as he knew, his mother 
had stopped looking for work 
months ago.

Gather Details 
To make real or imaginary experiences come 
alive on the page, you will need to use narrative 
techniques like description and dialogue. 
The questions in the left column in the chart 
below can help you search your memory 
or imagination for the details that will form 
the basis of your narrative. You don’t have to 
respond in full sentences, but try to capture 
the sights, sounds, and feelings that bring your 
narrative to life. 

Who, What, 
When, Where?

Narrative Techniques

People: Who 
are the people 
or characters 
involved in the 
experience? 
What did they 
look like? What 
did they do? 
What did they 
say?

Description: George, a friend 
I’ve known for as long as I can 
remember, is outgoing and 
loves being with people. But 
George has one quality that I 
find hard to understand. Even 
though he has no allergies, 
he is terribly afraid of certain 
foods and of getting sick 
from them. When we go out 
to eat together, he’ll only eat 
fruit or a slice of meat. He'll 
never eat a sauce or any food 
like it. He’ll say something 
like, “I don’t know what’s in 
their spaghetti sauce. It might 
not be good for me.”

Writing a Narrative
When you are writing a fictional tale, an autobiographical incident, 
or a firsthand biography, you write in the narrative mode. That 
means telling a story with a beginning, a climax, and a conclusion. 
Though there are important differences between fictional and 
nonfiction narratives, you use similar processes to develop 
both kinds.
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Debating an Issue
The selection and collection Performance Tasks in this text will 
direct you to engage in debates about issues relating to the 
selections you are reading. Use the guidelines that follow to 
have a productive and balanced argument about both sides of 
an issue.

The Structure of a Formal Debate
In a debate, two teams compete to win the 
support of the audience about an issue. In 
a formal debate, two teams, each with two 
members, present their arguments on a given 
proposition or policy statement. One team 
argues for the proposition or statement and 
the other team argues against it. Each debater 
must consider the proposition closely and must 
research both sides of it. To argue convincingly 
either for or against a proposition, a debater 
must be familiar with both sides of the issue.

Plan the Debate
The purpose of a debate is to allow participants 
and audience members to consider both sides 
of an issue. Use these planning suggestions to 
hold a balanced and productive debate:

• Identify Debate Teams Form groups of 
six members based on the issues that the 
Performance Tasks include. Three members 
of the team will argue for the affirmative side 
of the issue—that is, they support the issue. 
The other three members will argue for the 
negative side of the issue—that is, they do 
not support the issue.

• Appoint a Moderator The moderator will 
present the topic and goals of the debate, 
keep track of the time, and introduce and 
thank the participants.

• Research and Prepare Notes Search texts 
you’ve read as well as print and online 
sources for valid reasons and evidence to 
support your team’s claim. As with argument, 
be sure to anticipate possible opposing 
claims and compile evidence to counter 
those claims. You will use notes from your 
research during the debate. 

• Assign Debate Roles One team member 
will introduce the team’s claim and 
supporting evidence. Another team member 
will respond to questions and opposing 
claims in an exchange with a member of the 
opposing team. The last member will present 
a strong closing argument.

Hold the Debate
A formal debate is not a shouting match—
rather, a well-run debate is an excellent forum 
for participants to express their viewpoints, 
build on others’ ideas, and have a thoughtful, 
well-reasoned exchange of ideas. The 
moderator will begin by stating the topic 
or issue and introducing the participants. 
Participants should follow the moderator’s 
instructions concerning whose turn it is to 
speak and how much time each speaker has.

Formal Debate Format

Speaker Role Time

Affirmative 
Speaker 1

Present the claim 
and supporting 
evidence for 
the affirmative 
(“pro”) side of the 
argument.

5 minutes

Negative 
Speaker 1

Ask probing 
questions that 
will prompt the 
other team to 
address flaws in the 
argument.

3 minutes

Affirmative 
Speaker 2

Respond to the 
questions posed by 
the opposing team 
and counter any 
concerns.

3 minutes
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Among many others, specific Strategies for Annotation include:

Examples of Strategies for Annotation in Collections

Grade 6, Collection 1 Grade 7, Collection 1 Grade 8, Collection 1 Grade 9, Collection 1

•	Analyze Language 
(p. 6)

•	Describe Stories: 
Character and 
Setting (p. 10)

•	Using Context Clues 
(p. 15)

•	Describe Stories: 
Plot and Suspense 
(p. 25)

•	Greek Roots (p. 35)
•	Analyze Structure  

(p. 39)
•	Cite Evidence (p. 47)

•	Make Inferences  
(p. 7)

•	Analyze Story 
Elements: Plot and 
Setting (p. 12)

•	Latin Roots (p. 17)
•	Analyze Structure 

(pp. 21, 23, 26,)
•	Trace and Evaluate 

an Argument  
(p. 27)

•	Determine Theme 
(p. 34)

•	Analyze Story 
Elements: Myth 
(p. 35)

•	Analyze Stories: 
Character (p. 15, 
27)

•	Analyze Language 
(p. 20)

•	Using Context Clues 
(p. 29)

•	Determine Central 
Idea and Details 
(p. 37)

•	Using a Glossary 
 (p. 39)

•	Cite Evidence (p. 45)
•	Analyze Nonfiction 

Elements (p. 50)

•	Delineate and 
Evaluate an 
Argument (p. 7)

•	Patterns of Word 
Change (p. 9)

•	Analyze Author’s 
Choices: Text 
Structure (p. 17)

•	Determine Central 
Idea (p. 24)

•	Denotation and 
Connotation (p. 
26)

•	Analyze Seminal U.S. 
Documents (p. 29)

Grade 10, Collection 1 Grade 11, Collection 1 Grade 12, Collection 1

•	Analyze Character: 
Motivations (p. 9)

•	Using Context Clues (p. 11)
•	Analyze Impact of Word 

Choice: Compare Tone  
(p. 21)

•	Words from Latin (p. 23)
•	Analyze Author’s Choices: 

Tension and Surprise  
(pp. 28, 35)

•	Determine Central Ideas  
(p. 19)

•	Archaic Vocabulary (p. 21)
•	Determine the Meaning of 

Words and Phrases (p. 32)
•	Specialized Vocabulary (p. 34)
•	Analyze Language (p. 69)
•	Analyze Structure (p. 79)
•	Determine Themes (p. 84)

•	Support Inferences: Draw 
Conclusions (p. 6)

•	Analyze Word Choice (p. 12)
•	Determine Central Ideas  

(p. 15)
•	Context Clues (p. 17)
•	Analyze Structure: Argument 

(pp. 24, 27)
•	Prefixes with Multiple 

Meanings (p. 29)

Digital tools support students’ annotations, allowing them to annotate critical passages for discussion 

and writing, by using highlighting, underlining, and notetaking. Students who take notes while 

reading their books digitally can then store their annotations and notes using the myNotebook 

feature—to save them for use in Performance Tasks. In myWriteSmart students can use the 

annotations they have gathered and tools for writing and collaboration to complete writing tasks. 
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In addition, in the eBook, the Interactive Lessons teach students specific skills needed to write to 

sources, such as: 

Conducting Research

1. Introduction

2. Starting Your Research

3. Types of Sources

4. Using the Library for Research 

5. Conducting Field Research

6. Using the Internet for Research

7. Taking Notes

8. Refocusing Your Inquiry 

Using Textual Evidence

1. Introduction

2. Synthesizing Information

3. Writing an Outline

4. Summarizing, Paraphrasing, and Quoting

5. Attribution

Grammar and Language Skills in Collections

Developing students’ grammar and language skills in the meaningful context of their own writing is a 

focus of the Collections © 2017 program. 

The program also integrates direct instruction on Language and Style in Grades 9–12 and Language 

Conventions in Grades 6–8. After reading, students complete an instructional application activity, 

on such topics as Sentence Structure, Commas and Coordinate Adjectives, or Subordinate 

Clauses, among others.

In addition, when students have questions, they can turn to Student Resources for answers. This 

section includes information about grammar, usage, and mechanics, including:

Quick Reference

	 •	Parts of Speech

	 •	The Sentence and Its Parts

•	Punctuation

•	Capitalization

Grammar Handbook

	 •	Nouns

	 •	Pronouns

	 •	Verbs

	 •	Modifiers

	 •	The Sentence and Its Parts

•	Phrases

•	Verbals and Verbal Phrases

•	Clauses

•	The Structure of Sentences

•	Subject-Verb Agreement
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The individualized rubrics provided with each Collection Performance Task provide clear guidance 

and expectations for students’ grammar and language usage, such as in the following example for a 

Grade 9 analytical essay.

Teachers also have access to GrammarNotes through their Teacher Resources for additional 

PowerPoint® instruction in grammar, mechanics and usage.

Quick Reference: The Sentence and Its Parts
The diagrams that follow will give you a brief review of the essentials of a sentence and 
some of its parts.

broughtstudents

The complete subject 
includes all the words 
that identify the person, 
place, thing, or idea that 
the sentence is about.

The complete predicate 
includes all the words 
that tell or ask  
something about  
the subject.

The simple subject tells exactly 
whom or what the sentence is 
about. It may be one word or a 
group of words, but it does not 
include modifiers.

The simple predicate or verb, 
tells what the subject does 
or is. It may be one word or 
several, but it does not include 
modifiers.

The students brought sweaters for the hike

Every word in a sentence is part of a complete subject or a complete predicate.

The chilly air will give us goosebumps on our arms.

subject

Verbs often have more than 
one part. A verb may be made 
up of a main verb, like give, 
and one or more auxiliary, or 
helping, verbs, like will.

An indirect object is a 
word or group of words 
that tells to whom or for 
whom or to what or for 
what the verb’s action is 
performed. A sentence 
can have an indirect 
object only if it has a 
direct object. The indirect 
object always comes 
before the direct object.

A direct object 
is a word or 
group of words 
that tells who or 
what receives 
the action of 
the verb.

A prepositional phrase 
consists of a preposi-
tion, its object, and any 
modifiers of the object. 
In this phrase, on is the 
preposition, arms is the 
object, and our modifies 
arms.
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Grammar

1  Nouns
A noun is a word used to name a person, a 
place, a thing, an idea, a quality, or an action. 
Nouns can be classified in several ways.

For more information on different types 
of nouns, see Quick Reference: Parts of 
Speech, page R28.

 1.1 common nouns

Common nouns are general names, 
common to entire groups.

 1.2 proper nouns

Proper nouns name specific, one-of-a-
kind people, places, and things.

common proper

volcano, student, 
country, president

Mount Vesuvius, 
June, China, 
President Cleveland

For more information, see Quick 
Reference: Capitalization, page R34.

 1.3 singular and plural nouns

A noun may take a singular or a plural 
form, depending on whether it names a 
single person, place, thing, or idea or more 
than one. Make sure you use appropriate 
spellings when forming plurals.

singular plural

walrus, bully, 
lagoon, goose

walruses, bullies, 
lagoons, geese

For more information, see Forming Plural 
Nouns, page R58.

 1.4 possessive nouns

A possessive noun shows who or what 
owns something.

For more information, see Forming 
Possessives, page R58.

2  Pronouns
A pronoun is a word that is used in place 
of a noun or another pronoun. The word 
or word group to which the pronoun 
refers is called its antecedent.

 2.1 personal pronouns

Personal pronouns change their form to 
express person, number, gender, and case. 
The forms of these pronouns are shown in 
the following chart.

n
om

in
at

iv
e

o
b

je
ct

iv
e

po
ss

es
si

ve

singular

First Person I me my, mine

Second 
Person

you you your, 
yours

Third 
Person

she, 
he, it

her, 
him, it

her, hers, 
his, its

plural

First Person we us our, ours

Second 
Person

you you your, 
yours

Third 
Person

they them their, 
theirs

 2.2 agreement with antecedent

Pronouns should agree with their 
antecedents in number, gender, and 
person.

If an antecedent is singular, use a singular 
pronoun.

EXAMPLE: That poem was fun to read. 
It rhymed.

If an antecedent is plural, use a plural 
pronoun.

EXAMPLES: Poets choose their words 
carefully. 
I like poems, but Mischa doesn’t care 
for them.

The gender of a pronoun must be the 
same as the gender of its antecedent.

EXAMPLE: Eve Merriam’s creativity makes 
her poems easy to remember.

The person of the pronoun must be the 
same as the person of its antecedent. As 
the chart in Section 2.1 shows, a pronoun 
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Grammar

Quick Reference: Punctuation

Mark Function Examples

End Marks

period, 
question mark, 
exclamation 
point

ends a sentence We can start now.
When would you like to leave?
What a fantastic hit!

period follows an initial or abbreviation

Exception: postal abbreviations of states

Mrs. Dorothy Parker, Apple Inc.,
C. P. Cavafy, p.m., lb., oz., Blvd., Dr., 
NE (Nebraska), NV (Nevada)

period follows a number or letter in an outline 
or a list

I. Volcanoes

 A. Central-vent

  1. Shield

Comma separates parts of a compound sentence I had never disliked poetry, but 
now I really love it.

separates items in a series She is brave, loyal, and kind.

separates adjectives of equal rank that 
modify the same noun

The slow, easy route is best.

sets off a term of address Maria, how can I help you?

You must do something, soldier.

sets off a parenthetical expression Hard workers, as you know, don’t 
quit. I’m not a quitter, believe me.

sets off an introductory word, phrase, or 
dependent clause

Yes, I forgot my key. At the begin-
ning of the day, I feel fresh. While 
she was out, I was here. Having 
finished my chores, I went out.

sets off a nonessential phrase or clause Ed Pawn, the captain of the chess 
team, won. Ed Pawn, who is the 
captain, won. The two leading 
runners, sprinting toward the 
finish line, finished in a tie.

sets off parts of dates and addresses Mail it by May 14, 2010, to the 
Hauptman Company, 321 Market 
Street, Memphis, Tennessee.

separates words to avoid confusion By noon, time had run out. What 
the minister does, does matter. 
While cooking, Jim burned his 
hand.
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Quick Reference: Capitalization

Category Examples

People and Titles

Names and initials of people Maya Angelou, W.E.B. DuBois

Titles used before a name Mrs. Price, Scoutmaster Brenkman

Deities and members of religious groups Jesus, Allah, Buddha, Zeus, Baptists

Names of ethnic and national groups Hispanics, Jews, African Americans

Geographical Names

Cities, states, countries, continents Philadelphia, Kansas, Japan, Europe

Regions, bodies of water, mountains the South, Lake Baikal, Mount Everest

Geographic features, parks Great Basin, Yellowstone National Park

Streets and roads, planets 318 East Sutton Drive, Charles Court, Jupiter, Mars

Organizations, Events, Etc.

Companies, organizations, teams Ford Motor Company, Boy Scouts of America, 
St. Louis Cardinals

Buildings, bridges, monuments Empire State Building, Eads Bridge, Washington 
Monument

Documents, awards Declaration of Independence, Stanley Cup

Special named events Mardi Gras, World Series

Government bodies, historical periods 
and events

U.S. Senate, House of Representatives, Middle Ages, 
Vietnam War

Days and months, holidays Thursday, March, Thanksgiving, Labor Day

Specific cars, boats, trains, planes Porsche, Carpathia, Southwest Chief, Concorde

Proper Adjectives

Adjectives formed from proper nouns French cooking, Spanish omelet, Edwardian age

First Words and the Pronoun I

First word in a sentence or quotation This is it. He said, “Let’s go.” I have it.

First word of a sentence in parentheses that 
is not within another sentence

The spelling rules are covered in another section. 
(Consult that section for more information.)

First words in the salutation and closing 
of a letter

Dear Madam, Very truly yours,

First word, last word, and all important 
words in a title

“Alone in the Nets,” Under the Royal Palms
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Grammar

 Avoid using hisself or 
theirselves. Standard English does not 
include these forms.

NONSTANDARD: The children 
congratulated theirselves.

STANDARD: The children congratulated 
themselves.

 2.5 demonstrative pronouns

Demonstrative pronouns point out 
things and persons near and far.

singular plural

Near this these

Far that those

 2.6 indefinite pronouns

Indefinite pronouns do not refer to 
specific persons or things and usually have 
no antecedents. The chart shows some 
commonly used indefinite pronouns.

singular plural singular or plural

another both all  none

anybody few any some

no one many more most

neither

TIP  Indefinite pronouns that end in one, 
body, or thing are always singular.

INCORRECT: Did everybody play their 
part well?

If the indefinite pronoun might refer to 
either a male or a female, his or her may 
be used to refer to it, or the sentence may 
be rewritten.

CORRECT: Did everybody play his or her 
part well? Did all the students play their 
parts well?

 2.7 interrogative pronouns

An interrogative pronoun tells a reader 
or listener that a question is coming. The 
interrogative pronouns are who, whom, 
whose, which, and what.

EXAMPLES: Who is going to rehearse 
with you? 
From whom did you receive the script?

TIP  Who is used as a subject; whom 
is used as an object. To find out which 
pronoun you need to use in a question, 
change the question to a statement.

QUESTION: (Who/Whom) did you meet 
there?

STATEMENT: You met (?) there.

Since the verb has a subject ( you), the 
needed word must be the object form, 
whom.

EXAMPLE: Whom did you meet there?

 A special problem arises 
when you use an interrupter, such as 
do you think, within a question.

EXAMPLE: (Who/Whom) do you think 
will win?

If you eliminate the interrupter, it is clear 
that the word you need is who.

 2.8 relative pronouns

Relative pronouns relate, or connect, 
adjective clauses to the words they modify 
in sentences. The noun or pronoun that a 
relative clause modifies is the antecedent 
of the relative pronoun. Here are the 
relative pronouns and their uses.

subject object possessive

Person who whom whose

Thing which which whose

Thing/
Person

that that whose

Often, short sentences with related ideas 
can be combined by using a relative 
pronoun to create a more effective 
sentence.

SHORT SENTENCE: Lucy is an accountant.

RELATED SENTENCE: She helped us do our 
taxes.

COMBINED SENTENCE: Lucy is an 
accountant who helped us do our taxes.
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FRAGMENT: Didn’t care about sports. 
(no subject)

CORRECTED: The lawyer didn’t care about 
sports.

FRAGMENT: Her middle-school son. 
(no predicate)

CORRECTED: Her middle-school son 
played on the soccer team.

FRAGMENT: Before every game. (neither 
subject nor predicate)

CORRECTED: Before every game, he tried to 
teach his mom the rules.

In your writing, fragments may be a 
result of haste or incorrect punctuation. 
Sometimes fixing a fragment will be a 
matter of attaching it to a preceding or 
following sentence.

FRAGMENT: She made an effort. But just 
couldn’t make sense of the game.

CORRECTED: She made an effort but just 
couldn’t make sense of the game.

 10.2 correcting run-on sentences

A run-on sentence is made up of two 
or more sentences written as though 
they were one. Some run-ons have no 
punctuation within them. Others may 
have only commas where conjunctions or 
stronger punctuation marks are necessary. 
Use your judgment in correcting run-
on sentences, as you have choices. You 
can change a run-on to two sentences if 
the thoughts are not closely connected. 
If the thoughts are closely related, you 
can keep the run-on as one sentence by 
adding a semicolon or a conjunction.

RUN–ON: Most parents watched the game 
his mother read a book instead. 

MAKE TWO SENTENCES: Most parents 
watched the game. His mother read a 
book instead.

RUN–ON: Most parents watched the game 
they played sports themselves. 

USE A SEMICOLON: Most parents watched 
the game; they played sports themselves.  

ADD A CONJUNCTION: Most parents 
watched the game since they played 
sports themselves.

 When you form compound 
sentences, make sure you use appropriate 
punctuation: a comma before a 
coordinating conjunction, a semicolon 
when there is no coordinating 
conjunction. A very common mistake is 
to use a comma without a conjunction or 
instead of a semicolon. This error is called 
a comma splice.

INCORRECT: He finished the job, he left 
the village.

CORRECT: He finished the job, and he left 
the village.

11  Subject-Verb Agreement
The subject and verb in a clause must 
agree in number. Agreement means that 
if the subject is singular, the verb is also 
singular, and if the subject is plural, the 
verb is also plural.

 11.1 basic agreement

Fortunately, agreement between subjects 
and verbs in English is simple. Most verbs 
show the difference between singular 
and plural only in the third person of the 
present tense. In the present tense, the 
third-person singular form ends in -s.

Present-tense Verb Forms

singular Plural

I sleep we sleep

you sleep you sleep

she, he, it sleeps they sleep

 11.2 agreement with be

The verb be presents special problems in 
agreement, because this verb does not 
follow the usual verb patterns.
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Grammar Practice

Write the correct form of each incorrect 
pronoun.

1. John is a car salesman whom helped 
me buy a new automobile.

2. The pitcher threw the ball to I.

3. To who should I address this letter?

4. Us love the sea.

5. Betty is as smart as her is. 

 2.9 Pronoun reference Problems

You should always be able to identify the 
word a pronoun refers to. Avoid problems 
by rewriting sentences.

An indefinite reference occurs when the 
pronoun it, you, or they does not clearly 
refer to a specific antecedent.

UNCLEAR: They told me how the story 
ended, and it was annoying.

CLEAR: They told me how the story ended, 
and I was annoyed.

A general reference occurs when the 
pronoun it, this, that, which, or such is 
used to refer to a general idea rather than 
a specific antecedent.

UNCLEAR: I’d rather not know what 
happens. That keeps me interested.

CLEAR: I’d rather not know what happens. 
Not knowing keeps me interested.

Ambiguous means “having more than 
one possible meaning.” An ambiguous 
reference occurs when a pronoun could 
refer to two or more antecedents.

UNCLEAR: Jan told Danielle that she would 
read her story aloud.

CLEAR: Jan told Danielle that she would 
read Danielle’s story aloud.

Grammar Practice

Rewrite the following sentences to correct 
indefinite, ambiguous, and general 
pronoun references.

1. The teacher was speaking to Maggie, 
and she looked unhappy.

2. Each of the girls ordered their school 
supplies.

3. Although Matt likes working at a donut 
shop, he doesn’t eat them.

4. The pitcher was set on the glass-
topped table and it broke.

5. They unloaded the clothes from the 
boxes and then threw them away.

3  Verbs
A verb is a word that expresses an action, 
a condition, or a state of being.

For more information, see Quick 
Reference: Parts of Speech, page R28.

 3.1 action verbs

Action verbs express mental or physical 
activity.

EXAMPLE: Lucy ran several miles every day.

 3.2 linkinG verbs

Linking verbs join subjects with words or 
phrases that rename or describe them.

EXAMPLE: After a few months, her shoes 
were worn out.

 3.3 PrinciPal Parts

Action and linking verbs typically have 
four principal parts, which are used to 
form verb tenses. The principal parts are 
the present, the present participle, the 
past, and the past participle. 

Action verbs and some linking verbs 
also fall into two categories: regular and 
irregular. A regular verb is a verb that 
forms its past and past participle by 
adding -ed or -d to the present form.

Present
Present 

Participle
Past

Past 
Participle

jump (is) 
jumping

jumped (has) 
jumped

solve (is) 
solving

solved (has) 
solved

grab (is) 
grabbing

grabbed (has) 
grabbed

carry (is) 
carrying

carried (has) 
carried
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By itself, a subordinate clause is a sentence 
fragment. It needs an independent 
clause to complete its meaning. Most 
subordinate clauses are introduced by 
words such as after, although, because, if, 
that, when, and while.

SUBORDINATE CLAUSE: Because they 
worked hard.

A subordinate clause can be joined to an 
independent clause to make a sentence 
that expresses a complete thought. In the 
following example, the subordinate clause 
explains why the students did well on 
the test.

EXAMPLE: The students did well on the test 
because they worked hard.

Grammar Practice

Identify the underlined group of words in 
each sentence as either an independent 
clause (IC) or a subordinate clause (SC).

1. He stopped at the library before he 
came home.

2. You have to arrive early if you want to 
get a frontrow seat.

3. She bought a ticket when she boarded 
the train.

4. I finished my homework while you 
were gone.

5. Because the test was long, the 
teacher gave the students extra time 
to finish it.

9  The Structure of Sentences
When classified by their structure, 
there are four kinds of sentences: simple, 
compound, complex, and compound-
complex.

 9.1 simPle sentences

A simple sentence is a sentence that 
has one independent clause and no 
subordinate clauses. Even a simple 
sentence can include many details.

EXAMPLES: Chloe looked for the train.
Seth drove to the station in an old red 
pickup truck.

A simple sentence may contain a 
compound subject or a compound verb. 
A compound subject is made up of two or 
more subjects that share the same verb. 
A compound verb is made up of two or 
more verbs that have the same subject. 

EXAMPLES: Seth and Chloe drove to the 
station. (compound subject)
They waved and shouted as the train 
pulled in. (compound verb)

 9.2 comPound sentences

A compound sentence consists of 
two or more independent clauses. The 
clauses in compound sentences are 
joined with commas and coordinating 
conjunctions (and, but, or, nor, yet, for, so) 
or with semicolons. Like simple sentences, 
compound sentences do not contain 
any subordinate clauses.

EXAMPLES: We all get older, but not 
everyone gets wiser.  
Some young people don’t want to grow 
up; others grow up too quickly.

 Do not confuse compound 
sentences with simple sentences that 
have compound parts. 

EXAMPLE: Books and clothes were 
scattered all over her room.

Here, the conjunction and is used to join 
the parts of a compound subject, not the 
clauses in a compound sentence.

Grammar Practice

Identify each sentence as simple (S) or 
compound (CD).

1. Justin and his dad loved bikes.

2. They had their garage set up like a bike 
shop; they worked there all the time.

3. Justin bought a couple of old bikes 
and fixed them up.

4. He decided to donate them to a 
 homeless shelter.

5. Many people offered him their old 
bikes for free.

6. Last year, Justin fixed 250 bikes and 
gave them all away.
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Strand 5: Assessing

Effective instruction depends on sound instructional decision-making, which, in turn, depends on reliable data 

regarding students’ strengths, weaknesses, and progress in learning content and developing literacy.

Afflerbach, 2004, in National Institute for Literacy, 2007

To reflect learning that matters, classroom summative measures, whether projects, portfolios—or tests—must be 

deeply grounded in subject-matter content and processes. And, to support deep learning, formative assessments 

must elicit student thinking and provide substantive insights rather than quantitative score reports.

Shepard, 2013, p. xix

Defining the Strand

Research shows that students’ achievement improves when they receive frequent, consistent, and 

specific feedback on their progress—and when their teachers use assessment information to drive 

instruction. Research suggests that there is a powerful testing effect in which student performance 

is improved through frequent testing even without feedback (Roediger & Karpicke, 2006), perhaps 

because students study more and are more continuously engaged and motivated. 

When regular feedback is included, ongoing assessment can be even more powerful a tool. Black and 

Wiliam (1998a) describe formative assessments as “encompassing all those activities undertaken by 

teachers, and/or by their students, which provide information to be used as feedback to modify the 

teaching and learning activities in which they are engaged” (pp. 7–8). Formative assessments provide 

teachers with the information on student progress and performance that they need to make daily 

instructional decisions. In an ideal system, assessments drive instruction—by giving teachers clear 

information about where students are and what they need to meet the objectives and standards for 

learning. Research supports the effective use of assessment as a powerful instructional tool. The use of 

formative assessments—those ongoing, routine assessments designed to drive instruction—has been 

shown to have a significantly positive effect on learning (Black & Wiliam, 1998b; Wiliam, Lee, Harrison & 

Black, 2004). 

For assessments to be effective, they do not need to be standardized, formal assessments. Informal 

assessments in the classroom provide much-needed information for the teacher. Varied assessment 

types help students to show what they know and can do. Performance tasks help to assess higher-level 

skills in a real-world, authentic manner. 

The Houghton Mifflin Harcourt Collections program provides effective assessment resources to 

support teaching and learning. The program includes ongoing formative assessments, performance 

tasks, and varied assessment approaches designed to meet the needs of teachers practicing data-

based instruction. 
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Research that Guided the Development of the Collections Program

Performance Tasks

Assessing complex skills and depth of knowledge requires a different form of assessment than a simple 

fill-in-the-blank, matching, or multiple-choice response. Rather, for students to show the full range of 

what they know and can do in terms of textual analysis, written responses, and so on, a performance 

assessment, in which students create an answer or product in response to a task or prompt, is needed. 

Discussion among educational researchers about performance tasks for assessment is not new; this 

conversation has been going on for over 20 years. Marzano, Pickering, and McTighe (1993) suggested 

that performance assessments offer educators the opportunity to assess students across multiple 

dimensions for learning. Recently, Schneider, Egan, and Julian (2013) concluded that “the value of high 

quality performance tasks should not be diminished and should be encouraged as an important tool in 

CA [classroom assessment]” (p. 66). 

In defining the elements of an effective student assessment system, Darling-Hammond (2010) said that 

such a system must “address the depth and breadth of standards as well as all areas of the curriculum, 

not just those that are easy to measure” (p. 1). This calls for performance on challenging tasks. Darling-

Hammond (2010) identifies the characteristics of assessment systems in high-performing nations and 

finds that “they emphasize deep knowledge of core concepts within and across the disciplines, problem 

solving, collaboration, analysis, synthesis, and critical thinking. As a large and increasing part of their 

examination systems, high-achieving nations use open-ended performance tasks …to give students 

opportunities to develop and demonstrate higher order thinking skills…” (p. 3).

Performance tasks offer numerous benefits. 

•	 They are authentic. Performance tasks allow teachers to engage students in real-world activities; they 

“emulate the context or conditions in which the intended knowledge or skills are actually applied” 

(American Educational Research Association [AERA], American Psychological Association [APA], and 

National Council on Measurement in Education [NCME], 1999, p. 137). 

•	 They encourage retention. Researchers comparing students performance on assessments that include 

open-ended written responses with performance on multiple-choice tests found that students who 

wrote responses retained information better than those who responded to multiple-choice items 

(Roediger & Karpicke, 2006; McDaniel, Roediger & McDermott (2007). 

•	 They serve as powerful models for learning. As educational researchers and practitioners have pointed 

out for years, if teachers are going to teach “to” a test, then that test should be worth teaching to (Myers 

& Pearson, 1996). To complete a performance assessment, students have to integrate multiple sources 

of information and actively apply them. Performance assessments “serve as exemplars of tasks that 

stimulate and enrich learning rather than just serve as indicators of learning” and they model “what is 

important to teach and … what is important to learn” (Lane, 2013, p. 313).
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The American assessment landscape has shifted toward greater focus on performance tasks. The SAT®, 

which had been multiple-choice, added a writing section in March 2005, allowing students “to show 

another aspect of their knowledge, skills, and abilities…” (Shaw, Mattern & Patterson, 2011). Assessments 

based on the Common Core State Standards need to measure higher-level thinking skills through 

performance tasks and, “with large-scale tests soon aligned with the standards,” these assessments “will 

have significant influences on assessment done in the classroom.” (McMillan, 2013, p. 10) 

Formative Assessment

When the Committee on Defining Deeper Learning and 21st Century Skills sought to identify the 

central instructional approaches needed to ensure that students achieve 21st-century competencies, 

the group identified formative assessment as one of these key elements (National Research Council, 

2012). Curriculum designed and developed for 21st-century learning should use formative assessment 

to “(a) make learning goals clear to students; (b) continuously monitor, provide feedback, and respond 

to students’ learning progress; and (c) involve students in self- and peer assessment” (National 

Research Council, 2012, p. 182). Formative assessment moves testing from the end of instruction into 

the middle, to guide teaching and learning as it occurs; “In order for assessment to play a more useful 

role in helping students learn it should be moved into the middle of the teaching and learning process 

instead of being postponed as only the end-point of instruction” (Shepard, 2000, p. 10). 

According to Graves, Juel, and Graves (2004), “The purpose of formative assessment is to guide 

instruction…” (p. 544). Teachers need a large amount of information in current time as they deliver 

instruction in order to determine how to continue at each point of each lesson; “As instruction is 

occurring, teachers need information to evaluate whether their teaching strategies are working. They 

also need information about the current understanding of individual students and groups of students 

so they can identify the most appropriate next steps for instruction. Moreover, students need feedback 

to monitor their own success in learning and to know how to improve” (Pellegrino, Chudowsky & 

Glaser, 2001, pp. 225–266). As Wiggins points out, when formative assessment is used effectively, 

it becomes completely integrated with effective instruction; “The assessment process is often so 

unobtrusive to students and teaching, so seamless with teaching and learning, that it is visually 

indistinguishable from what takes place during good instruction” (Wiggins, 1998, p. 3). 

The phrase formative assessment refers not to the type of items included or to the specific assessment 

instrument, but to its use in the classroom. As Christenson, Ysseldyke, and Thurlow (1989) point out, 

“more important than any specific approach, is the degree to which monitoring is systematically 

implemented and is both active and frequent.” Whatever the format of ongoing assessment, 

providing regular and detailed feedback is an important element. Feedback is essential so that 

students know how to monitor their own performance and know which steps to take to improve 

(Pellegrino, Chudowsky & Glaser, 2001). To acquire a new skill, learners must have “knowledge of 

results. Individuals acquire a skill much more rapidly if they receive feedback about the correctness of 
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what they have done…. It was demonstrated long ago that practice without feedback produces little 

learning” (National Research Council, 2012, p. 80).

Research suggests that the systematic use of formative assessment informs teaching—and increases 

achievement. Research shows that providing feedback to students on their performance is a highly 

effective tool for teachers to produce significant—and often substantial gains in student learning and 

performance (Black & Wiliam, 1998a, 1998b; Hattie, 1992). Tracking student progress and using 

a scoring scale, or guide, was found by Marzano and colleagues to result in an average gain of 17 

percentile points over the expected normal gain (Marzano Research Laboratory, 2009). 

Furthermore, effective use of formative approaches to assessment has been shown to be particularly 

helpful to lower-performing students. In a study by Fuchs and Fuchs (1986), formative assessment 

practices that were systematically implemented into classroom instruction were seen to significantly 

improve the performance of mildly learning disabled students. In their review of the body of research 

available on strategies most effective with students with mild learning disabilities, Christenson, 

Ysseldyke and Thurlow (1989) found that regular formative assessment was a common element 

across effective interventions. Because of the particular benefits for lower-performing students, use 

of formative assessments minimizes achievement gaps, while raising overall achievement (Black & 

Wiliam, 1998b).

Varied Assessment Approaches

In defining the critical elements, Darling-Hammond (2010) concluded that an effective student 

assessment system and one that aligns with the characteristics of high-achieving countries must 

“employ a variety of appropriate measures, instruments, and processes…[that] include multiple forms 

of assessment and incorporate formative as well as summative measures” (p. 1).

By using multiple and varied approaches to assessment, teachers can get the valid information needed 

to guide instructional decision-making. “It is increasingly recognized that no one method can uncover 

the full range of students’ knowledge and that different students may need to show their knowledge 

in different ways…Thus, in a standards-based system, multiple methods of assessment are used at 

different times to determine students’ levels of knowledge and skill…” (Mid-Continent Research for 

Education and Learning, 2000, pp. 22–23). Using a combination of assessment approaches, including 

selected response and constructed response, also help to counterbalance any interaction effects, with 

gender or other student characteristics (Hogan, 2013). 

Several reviews of instructional practices used by effective teachers have revealed that effective 

teachers use formal (such as quizzes or homework assignments) and informal tools (such as discussion 

and observation) to regularly monitor student learning and check student progress (Cotton, 1995; 

Christenson, Ysseldyke & Thurlow, 1989). Questioning is one effective assessment approach regularly 

used informally by classroom teachers (National Institute for Literacy, 2007). Even for related 
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processes—such as reading and writing—research suggests that a single assessment would not 

provide the same data as multiple assessments, which “provide unique and relevant information about 

students’ knowledge, skills, and abilities” (Shaw, Mattern & Patterson, 2011, p. 161). In addition, 

varied assessment approaches help to ensure that students are prepared for larger-scale assessments. 

When planning varied assessment approaches, one consideration is how to ensure that the 

assessments measure the full range of expected knowledge and skill and are varied in terms of the level 

of knowledge and skill needed for success. Webb’s Depth of Knowledge levels offer one way to think 

about the rigor of student activities and the cognitive demand of assessments and performance tasks. 

The four Depth of Knowledge levels describe the complexity of knowledge required by, for example, an 

assessment item or task. The four levels include:

Level 1 (recall): Level 1 includes recalling information such as a fact, definition, term, or 

a simple procedure. 

Level 2 (skill/concept): Level 2 includes the engagement of some mental processing 

beyond a habitual response. Key words…include classify, organize, estimate, make 

observations, collect and display data, and compare…

Level 3 (strategic thinking): Level 3 requires reasoning, planning, using evidence, and a 

higher level of thinking.

Level 4 (extended thinking): Level 4 requires complex reasoning, planning, developing, 

and thinking most likely over an extended period of time. (Webb, 2007)

Asking questions at Level 1, in which students recall specific facts from a text, for example, is a 

worthwhile classroom activity to ensure that students understand the facts of a text, but teachers need 

to also ensure that they ask students to respond to tasks at higher levels so that they can assess the full 

range of student performance.

Finally, technology is an important tool in classroom assessment. Technology for assessment has many 

benefits; “Technology can also analyze and provide immediate feedback on performance, and can 

suggest modifications in instruction where necessary to improve student achievement.” (CEO Forum 

on Education & Technology, 2001). Computer-based assessments can support teachers and students 

with frequent, consistent, timely, diplomatic, and evaluative feedback (Bischoff, 2000). In addition, 

technology is important in classroom assessment in order to prepare students for the next-generation 

assessments they will encounter as they continue through school. Two consortiums developing 

assessments aligned to the Common Core State Standards, Smarter Balanced and the Partnership 

for Assessment of Readiness for College and Careers (PARCC) are developing next-generation 

assessments that will be computer-based in order to provide information quickly so that educators can 

determine whether students are on a pathway to graduate from high school college and career ready 

(PARCC, 2012). 
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From Research to Practice

Performance Tasks in Collections

Performance Tasks in Collections © 2017 ensure that students have ample opportunities to 

demonstrate their knowledge and skills through writing, speaking, and listening. Each selection in 

the series is concluded with a Selection Performance Task, and each collection is followed by a 

Collection Performance Task. Both categories are digitally linked to myNotebook, myWriteSmart 

and the Interactive Lessons, making the performance tasks a seamless cumulative tool reflecting the 

same focus on analyzing complex text, synthesis of ideas and writing to sources that are seen in the 

program. Students can use their notes and specific text evidence stored in myNotebook, write their 

performance task in myWriteSmart using the collaborative tools and the anti-plagiarism resource, 

Turnitin, and consult and review related Interactive Lessons, and submit for digital and teacher 

scoring. Students can then choose their best performance task products for storing in myPortfolio. 

The Portfolio moves with the student from year to year in order to exhibit products and demonstrate 

growth and mastery. 

The Collection Performance Tasks provide writing and communication opportunities to students, 

across genres and types of performance. Each Performance Task in the program creates an 

opportunity for students to respond analytically and creatively to a complex text or multiple texts. The 

Collection Performance Tasks are directly tied to the number of anchor texts per collection, as well 

as being directly linked to the digital Interactive Lessons that teach writing, speaking, and listening 

in the eBook. 

In each Collection Opener, students are offered a preview of the Collection Performance Task. 

As students progress through each collection, they can gather specific evidence and form a thesis 

relevant to the task. They then collect specific textual evidence, storing it in myNotebook. 

Not only do the Collection Performance Tasks offer an opportunity for student performance and 

assessment, they also provide further instruction for students and opportunities for self-evaluation. 

The Collection Performance Tasks require students to develop a variety of writing and speaking 

products, working through the process of planning, producing, revising, and presenting for each task. 

Within each Collection Performance Task, students are guided through stages of writing and 

presenting, supporting them as they: 

•	Plan

•	Produce

•	Revise

•	Present

The Mentor Text from the anchor selection serves as a model for the student’s own writing. 
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The Revision Chart emphasizes the importance of collaboration and review, and scaffolds steps for 

revision. A customized Rubric provides information for guidance and evaluation tailored specifically 

to the task; each Collection Performance Task includes a specific rubric, such as in this Grade 8 

example of a personal narrative rubric.

With the Collection Performance Tasks, students have the opportunity to work together to 

refine their work. The myWriteSmart feature provides a collaborative tool to revise and edit 

Performance Tasks with peers and teachers. In Collections © 2017, connections to myNotebook 

and myWriteSmart are provided exactly at the point of use where students need them, with the 

collaborative opportunities emphasized, so that students can integrate print and digital resources 

seamlessly and benefit from the opportunities provided by each mode of instructional delivery. 
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A Research-Based Approach

In this sample from a Grade 9 Collection Performance Task, the Interactive Lessons and the 

myWriteSmart icons appear at the point-of-use, actively linking in the eBook. The Language and Style 

links to grammar and usage, and the Exchange Essays feature encourages collaborative learning. 

The Collection Performance Assessment resource for Grades 6 through 12 offers scaffolding, 

instruction and practice with performance task assessments. Using a three-part instructional 

model, this resource prepares students for state or national assessments with guided and scaffolded 

instruction, models, rubrics and then practice assessments. This resource is also available online in 

Teacher and Student Resources. 

Formative Assessment in Collections

The Collections © 2017 program offers multiple formative assessment tools to support increased 

student learning and data-based instruction. Tools include both formal assessment instruments, as 

well as more informal methods for regularly assessing student understanding and skill development. 

End-of-selection questions in the Analyzing the Text section and responses to the Performance 

Task provide teachers with valuable information about student understandings. 
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Teachers can test students’ mastery of the standards covered in each Interactive Lesson by assigning 

the accompanying assessment in myWriteSmart. 

The program’s Performance Tasks offer a key element of formative assessment, by closely linking 

instruction with assessment. As students demonstrate what they know and can do, they are building 

additional writing skills and knowledge of elements specific to the performance at hand. 

As students work through each selection in Collections, they engage in a Close Read, in which they 

respond to prompts, answer questions, and Cite Text Evidence to support their responses. Side-

notes in the Teacher’s Edition offer suggestions for questions teachers can ask to see if students 

understand the Critical Vocabulary. Through these types of during-reading activities, teachers can 

check in regularly to monitor student comprehension and development. 

Every unit in Collections provides useful tools and tasks for student assessment. Regular program 

assessment tools include:

•	Performance Tasks

•	Lesson Assessments 

•	Selection Tests (online)

•	Collection Tests (online) 

At the end of each selection, with the regular Assess It! Feature, teachers can access the Online 

Selection Test and can download an editable ExamView® bank of questions related to the selection. 

Teachers can assign and manage the formative assessment test that they create online. Additional 

digital tools support ongoing assessment in the classroom. 

Collection tests are linked through a digital resource for remediation. Teachers can set a performance 

standard and then automatically assign student to LevelUp Interactive Tutorials which provide 

fresh new digital instruction for the particular standard in need of remediation. Students’ scores are 

reported, and instruction and assessment continue. 

The HMH Close Reads app provides instant feedback for close reading practice with appeal for 

today’s students. 

Analyzing the Text
Cite Text Evidence  Support your responses with evidence from the text.

1. Summarize Review lines 38–65. In your own words, describe what Vinny 
knows about the dead boy. Explain his thoughts and feelings about this 
past event.

2. Draw Conclusions Review lines 71–100. What are some examples of 
language the author uses to describe the setting? Why is the setting 
important to the story?

3. Cite Evidence Reread lines 110–132 and think about what the author 
wants us to understand about Vinny. What words would you use to 
describe Vinny’s character traits?

4. Make Inferences Before jumping, the characters perform certain 
rituals. Reread lines 163–206 to review how they prepare to jump. What 
inferences can you make about the characters’ feelings and their reasons 
for these rituals?

5. Analyze Consider Vinny’s feelings and actions throughout the story. How 
is Vinny different by the end of the story? How is he the same?

6. Critique Review the story’s ending in lines 319–339 and examine the 
descriptions the author provides. Do you think the ending makes the story 
more powerful? Why or why not?

PERFORMANCE TASK
Writing Activity: Essay Write a two- 
or three-paragraph essay to compare 
and contrast the character traits of 
Vinny and Joe-Boy.

•  Introduce your topic by briefly 
describing the characters and their 
relationship to each other.

• Next, tell about how their character 
traits are different. Use examples 
from the text to support your ideas.

•  Then indicate the character traits 
that the boys share or that are 
similar. Include evidence from 
the text.

RL 1, RL 3, RL 5, 
W 2a-f, W 9a

LACC.6.RL.1.1, 
LACC.6.RL.1.3, 
LACC.6.RL.2.5, 
LACC.6.W.1.2a–f, 
LACC.6.W.3.9a

ELACC6RL1, 
ELACC6RL3, 
ELACC6RL5, 
ELACC6W2a–f, 
ELACC6W9a

Collection 114

eBook

DO NOT EDIT--Changes must be made through “File info”
CorrectionKey=A

DO NOT EDIT--Changes must be made through “File info”
CorrectionKey=A

6_LNLESE046665_C1S1PR.indd   14 2/5/2013   9:58:29 AM

Critical Vocabulary
gnarly rivulet cascade precipice

Practice and Apply With a partner, discuss the following questions. Then 
work together to write a sentence for each vocabulary word.

1. Which vocabulary word goes with twisted? Why?

2. Which vocabulary word goes with edge? Why?

3. Which vocabulary word goes with trickle? Why?

4. Which vocabulary word goes with pouring? Why?

Vocabulary Strategy: Using Context Clues
When you encounter an unfamiliar word in your reading, one way to figure 
out the meaning is to use context clues. Context clues are hints about the 
meaning of an unknown word that may be found in the words, phrases, 
sentences, and paragraphs that surround that unknown word. Look at 
this example:

And it was wet and muddy from little rivulets of water that 
bled from the side of the cliff. 

To figure out the meaning of rivulets, look for clues in the surrounding 
words and ideas in the sentence. The sentence says that the rivulets of water 
“bled” from the cliff. This helps you imagine water flowing from the cliff in the 
same way that blood flows from a cut or scrape on your arm; the blood looks 
like a running stream. Combining this image with the word “little,” you can 
imagine that rivulets might be little streams. Then use a dictionary to confirm 
your guess: A rivulet is “a small brook or stream.”

Practice and Apply Reread “The Ravine” and find the following words. Look 
at the surrounding words and sentences for clues to each word’s meaning. Fill 
out a chart like the one shown.

Word
Context 

Clues
My Guessed 

Definition
Dictionary 
Definition

winced (lines 35–39)

scoffed (lines 116–120) 

parallel (lines 192–194)

L 4a, L 4c, L 4d, 
L 6

LACC.6.L.3.4a, 
LACC.6.L.3.4c, 
LACC.6.L.3.4d, 
LACC.6.L.3.6

ELACC6L4a, 
ELACC6L4c, 
ELACC6L4d, 
ELACC6L6

The Ravine 15
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PRACTICE & APPLY

Analyzing the Text
Possible answers:

1. Vinny knows the boy was fourteen, was named Butchie, 
and disappeared two weeks ago; they think he jumped 
into the pond and drowned, but no one has found his 
body. Vinny thinks it is creepy that the boy hasn’t been 
found, and he doesn’t know whether to believe Starlene’s 
claim that the goddess took Butchie.

2. It smells of “mud and ginger and iron”; there is “a one-
hundred-foot drop” above the pond; climbing is hard and 
dangerous because the hand and footholds are “slimy 
with moss”; the high ledge is just a foot wide. The setting is 
important because the story’s plot and conflict center on 
the real potential for danger in the jungle ravine. 

3. Vinny is confused by his parents’ messages about being in 
a dangerous place like the ravine. Vinny lacks confidence, 
because he calls himself “weak” and knows he lets others 
tell him what to do. Vinny also feels guilty for breaking his 
promise; he cares about keeping his word.

4. Before the characters jump, they prepare by smearing mud 
on their bodies. It is likely that they have watched others 
make jumps like these and seen others in their school or 
community perform these same rituals; they feel these 
rituals will protect them.

5. Near the beginning of the story, Vinny sees himself as 
“weak” and worries about how his friends see him. At the 
end, he has found “peace” within himself, and says he 
knows what his friends are thinking, but he is calm and 
accepting of his decision. He is the same only in that he still 
thinks about his friends’ opinion of him. The difference is 
that he finds peace with making his own decision.

6. The author ends the story with Vinny noticing the intense 
beauty of the view in front of him, as if for the first time. 
The descriptions add to the story’s power, because they 
show how Vinny’s perspective has moved from being 
mostly inside himself to what is outside of him. It shows 
how he has grown by making his own choice.

PERFORMANCE TASK
Writing Activity: Essay Have students work independently. Direct them to

• create a chart of each character’s words, thoughts, feelings, and actions

• use the chart to list character traits for each boy

• group similar traits and different traits in separate paragraphs

Remind students to create an introductory paragraph that briefly describes the 
boys’ friendship and states their compare-and-contrast approach.

Assign this 
performance task.

RL 1,
RL 3,
RL 5

W 2a-f,
W 9a

LACC.6.RL.1.1,
LACC.6.RL.1.3,
LACC.6.RL.2.5

LACC.6.W.1.2a-f,
LACC.6.W.3.9a

ELACC6RL1,
ELACC6RL3,
ELACC6RL5

ELACC6W2a-f,
ELACC6W9a
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strike-though any that have been done for easier reviewing. LR 1/2/13
OK. —DSNV/JH 1.03.13
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1. In colored chart, pls add emphasis to words in 1st column. 12.18.12 KV [DONE. 

MG]
2. Run second head on one line? 1/3/13/ KV
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6. Add myWriteSmart logo next to Performance Task head. 1.3.13 KV

Analyzing the Text
Cite Text Evidence  Support your responses with evidence from the selection.

1. Cite Evidence How does the author use foreshadowing to increase suspense 
in the first four paragraphs of the story? Provide specific examples and explain 
their connection to the story’s outcome.

2. Infer The author does not include the year in which the story takes place or 
the name of the village. Why are these details of setting omitted?

3. Infer The word ritual is used four times to describe the lottery. Why might 
viewing the lottery as a ritual inhibit the villagers’ possible objections to it?

4. Evaluate Explain why Jackson waits until the end of the story to reveal the 
conflict —the purpose of the lottery. How would the story be less effective if 
the conflict were revealed earlier?

5. Analyze At the end of the story, Mrs. Delacroix selects a huge stone and 
urges Mrs. Dunbar to hurry. Explain why this is ironic or unexpected. What 
important idea is brought out by this instance of irony?

6. Analyze In the first part of the story, readers learn about characters, setting, 
and plot through the narrator’s exposition. The second part of the story 
depends mostly on dialogue to advance the plot. How does this change 
affect the pacing and mood of this part of the story?

7. Infer How would you describe the narrator’s tone throughout the story? 
Identify words that convey this tone to readers.

8. Evaluate Do you find the narrator’s tone strange, or even shocking? Why? 
What theme about cruelty or injustice does this tone help communicate?

PERFORMANCE TASK
Writing Activity: Letter The publication of “The Lottery” in The New Yorker 
prompted many readers to write letters expressing their feelings about it. What 
would you say to the magazine’s editors about the story’s events and its overall 
meaning? Write your own letter, following these steps.

1. Support your explanation of your 
reaction and interpretation with 
specific evidence from the story.

2. Conclude by relating what you have 
discussed to the broader issue of 
whether the story should have been 
published.

RL 1, RL 2,
RL 4, RL 5, W 1

LACC.910.RL.1.1,
LACC.910.RL.1.2,
LACC.910.RL.2.4,
LACC.910.RL.2.5,
LACC.910.W.1.1

ELACC9-10RL1,
ELACC9-10RL2,
ELACC9-10RL4,
ELACC9-10RL5,
ELACC9-10W1
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Critical Vocabulary
profusely perfunctory petulantly defiantly

Practice and Apply Write the Critical Vocabulary word that most accurately 
answers each question. Explain the reason for your choice.

1. Which word is associated with a challenge? Why?

2. Which word goes with daily routines? Why? 

3. Which word goes with an unhappy child? Why?

4. Which word is associated with excessive growth? Why?

Vocabulary Strategy: Denotation and Connotation
The denotation of a word is the meaning found in a dictionary. The connotation 
of a word refers to the feelings or ideas associated with it. In writing “The Lottery,” 
Shirley Jackson chose words for both their denotations and their connotations. In 
this sentence, she describes Old Man Warner as speaking petulantly: “’There’s always 
been a lottery,’ he added petulantly.” The denotation of petulantly is “irritably.” But by 
choosing petulantly, Jackson suggests that Old Man Warner is whiny, unreasonable, 
and childish as well. This chart shows the connotations and denotations of the 
remaining Critical Vocabulary words:

Word Denotation Connotation

profusely plentifully over the top; overly generous

perfunctory done with little interest done carelessly

defiantly resistantly rebelliously or angrily

Practice and Apply Work with a partner to brainstorm at least two synonyms 
for these words from the story. Note the connotation of each original word, and 
discuss how the connotation of each synonym changes the meaning of the original 
sentence.

1. assembled (line 11)

2. stained (line 67)

3. thrown (line 107)

L 5bLACC.910.L.3.5bELACC9-10L5b
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Analyzing the Text
Possible answers: 

1. The boys had been gathering stones and making a pile. As 
people gather, they do not stand near the pile of stones. 
The people talk quietly and do not laugh. It takes a while 
for someone to respond when Mr. Summers asks for help.

2. By not including the year or details about the village, the 
reader might infer the story takes place in any town at any 
time, including the present.

3. The word ritual might make people feel as if they should 
not question such a long-held tradition or go against it 
since they feel powerless to change it.

4. Jackson creates tension and suspense by waiting until the 
end to reveal the conflict. The story would lose impact if 
the reader couldn’t experience horror by realizing that the 
winner is stoned to death. 

5. At the beginning of the story, Mrs. Delacroix and Mrs. 
Hutchinson were behaving friendly toward each other. By 
Mrs. Delacroix’s selecting a large stone, Jackson suggests 
that the ritual of the lottery is stronger than any feeling 
of empathy the villagers might have toward one another 
and that seemingly ordinary people are capable of brutal 
behavior.

6. Dialogue in the second half of the story increases the 
pacing. An anxious mood is developed by the quicker pace 
of dialogue that conveys excitement, nervousness, and 
fear.

7. At the beginning, the narrator refers to “the lottery” 
(line 8) without words that show disapproval. Even when 
the true nature of the lottery comes to light (lines 310–316), 
the narrator reserves judgment and maintains a distant 
tone. 

8. Students may express shock that a story about ritual 
murder could be written with such removal and dispassion. 
Students may suggest that the theme is about how 
people freely participate in cruelty and injustice until they 
themselves become the target.

PERFORMANCE TASK
Writing Activity: Letter Have students write a sentence that describes their 
interpretation of the story. Then have them review the text to locate evidence 
that supports this interpretation and include it in their letters. 

Assign this 
performance task.

RL 1, RL 2, RL 4, 
RL 5

W 1LACC.910.W.1.1

LACC.910.RL.1.1, LACC.910.RL.1.2, 
LACC.910.RL.2.4, 
LACC.910.RL.2.5

ELACC9-10W1

ELACC9-10RL1, ELACC9-10RL2, 
ELACC9-10RL4, 
ELACC9-10RL5
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Analyzing the Text
Cite Text Evidence  Support your responses with evidence from the selection.

1. Infer In lines 87–90, Mann writes that “New England’s major river valleys . . . held 
large, permanent villages, many nestled in constellations of suburban hamlets and 
hunting camps.” What words in this sentence have strong connotations? How might 
these feelings affect readers’ impression of Native American life in this time and 
place?

2. Analyze Note the sensory details that Mann uses to describe life in Patuxet at the 
end of the sixteenth century (lines 119–135). What impression of the community 
does this imagery create for readers?

3. Cite Evidence Mann includes evidence from primary sources written by Europeans 
in the seventeenth century. Identify examples of this evidence and explain what it 
reveals about these Europeans’ opinions of Native American life.

4. Analyze Locate at least three examples of scholarly experts that Mann quotes in his 
writing. Why does he include this content?

5. Analyze Mann says the coastal Indians who moved inland in the winter were “like 
affluent snowbirds alternating between Manhattan and Miami.” What purpose might 
he want to achieve with this simile comparing the Indians to a group of modern 
Americans?

6. Draw Conclusions What is the central idea about Native American societies in the 
Dawnland that Mann communicates in this excerpt?

7. Cite Evidence What evidence does Mann provide to support the idea that Indians 
in sixteenth-century New England lived in a dynamic world?

8. Synthesize What do you think was Mann’s overall purpose for writing this text? Cite 
reasons and evidence for your answer.

PERFORMANCE TASK
Writing Activity: Argument This selection presents Mann’s view of Indian societies 
in New England. Evaluate how successfully he achieves his purpose by writing a brief 
argument. 

• Write a statement that summarizes Mann’s purpose for writing.
• Decide whether you think he succeeded or failed in achieving that purpose. Are 

the style and content of his writing strong and persuasive? Your position on that 
question is the claim of your argument.

• If you think Mann achieved his purpose, cite evidence that supports that claim. If you 
think he failed, provide reasons for your opinion.

• Present your reasons and evidence in a logical order. 

RI 1, RI 2, RI 4,
RI 6, W 1

LACC.1112.RI.1.1,
LACC.1112.RI.1.2,
LACC.1112.RI.2.4,
LACC.1112.RI.2.6,
LACC.1112.W.1.1

ELACC11-12RI1,
ELACC11-12RI2,
ELACC11-12RI4,
ELACC11-12RI6,
ELACC11-12W1
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Determine the Meaning of Words and Phrases

To understand a sophisticated text like “Coming of Age in the Dawnland,” you must 
determine the meanings of words and phrases as the author uses them. These 
meanings may be literal or nonliteral. The chart provides some examples.

To understand a sophisticated text like “Coming of Age in the Dawnland,” you must 
determine the meanings of words and phrases as the author uses them. These 
meanings may be literal or nonliteral. The chart provides some examples.

Technical Terms Figurative Language Connotations

Mann draws on evidence 
from a variety of social 
scientists, and some of the 
language he uses comes 
from those specialized 
fields of study. Examples 
include tidal estuaries and 
glottochronology. Mann 
defines some of these terms 
in the text; others you must 
look up in footnotes or in a 
dictionary.

Figurative language uses 
words in a nonliteral way 
to make fresh, interesting 
comparisons. A simile, for 
example, compares two 
things using the word like 
or as. Mann says an Indian 
failing to acknowledge a loss 
in a fight was “like failing to 
resign after losing a major 
piece in a chess tournament.” 
This simile helps readers 
understand an unfamiliar 
topic by comparing it to 
something familiar. 

To convey subtle shades of 
meaning, authors choose 
words with particular 
connotations, or associated 
feelings. For example, 
describing bedtime for a 
Native American family, 
Mann uses the words 
firelight and lullaby. These 
words have pleasant, homey 
connotations that help 
readers connect with the 
lives of Tisquantum’s people.

Determine Author’s Purpose

Purpose is the reason why an author writes a particular piece. The author might seek 
to inform readers, to entertain them, or to persuade them to agree with his or her point 
of view. An author’s purpose is not usually stated in the text. Instead, readers must infer 
the purpose, or draw a logical conclusion based on strong evidence in the text.

No matter what the purpose, an effective piece of writing must have an appealing 
style. Elements of style include word choice, tone (the writer’s attitude toward the 
topic), and imagery (words and phrases that appeal to readers’ senses). Well-chosen 
content—the facts and ideas that the author includes—also contribute to a powerful 
text. Use these questions to help you analyze “Coming of Age in the Dawnland” and 
determine the author’s purpose:

• Think about what the text says explicitly. What ideas does the author state directly, 
and what facts and examples does he include? 

• Analyze the author’s style. What words and images do you find especially 
powerful? What tone does his writing convey?

• Based on your analysis, what can you infer is Mann’s purpose in this excerpt?

Purpose is the reason why an author writes a particular piece. The author might seek 
to inform readers, to entertain them, or to persuade them to agree with his or her point 
of view. An author’s purpose is not usually stated in the text. Instead, readers must infer
the purpose, or draw a logical conclusion based on strong evidence in the text.

No matter what the purpose, an effective piece of writing must have an appealing 
style. Elements of style include word choice, tone (the writer’s attitude toward the 
topic), and imagery (words and phrases that appeal to readers’ senses). Well-chosen 
content—the facts and ideas that the author includes—also contribute to a powerful 
text. Use these questions to help you analyze “Coming of Age in the Dawnland” and 
determine the author’s purpose:

• Think about what the text says explicitly. What ideas does the author state directly, 
and what facts and examples does he include? 

• Analyze the author’s style. What words and images do you find especially 
powerful? What tone does his writing convey?

• Based on your analysis, what can you infer is Mann’s purpose in this excerpt?

RI 1, RI 4

RI 1, RI 6

LACC.1112.RI.1.1,
LACC.1112.RI.2.4

LACC.1112.RI.1.1,
LACC.1112.RI.2.6

ELACC11-12RI1,
ELACC11-12RI4

ELACC11-12RI1,
ELACC11-12RI6
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PRACTICE & APPLY

PERFORMANCE TASK
Writing Activity Have students reread the selection. Direct them 
to take notes on evidence that supports their claim about Mann’s 
success or failure in achieving his purpose. Suggest that students also 
note evidence against their claim and consider how to respond to this 
opposing evidence. Once they have finished their notes, suggest that 
students organize evidence into groups, such as “content Mann chose to 
include,” “tone,” and “imagery.” Students should then decide on a logical 

organization for their paragraphs. Encourage students to create an 
outline or use another type of graphic organizer to order their ideas.

Analyzing the Text
Possible answers:

1. The words permanent, nestled, and suburban have 
strong connotations. Readers might get a positive 
impression about the sophistication and development of 
Native American life in this time and place.

2. This imagery creates an impression of a happy, quiet, and 
prosperous community.

3. In lines 126–128, “one English visitor” described the area 
as “Pleasant of air and prospect” and having “much 
plenty both of fish and fowl every day in the year.” These 
and other examples reveal the Europeans’ admiration for 
Native Americans and their lifestyles.

4. Mann quotes scholarly experts in lines 48–49, 111–115, 
and 231–233. He includes this evidence to strongly 
support his assertions about Native American life.

5. He might want to use this simile to make the Indians’ 
lifestyle seem more familiar and understandable to 
modern readers.

6. The central idea about Native American societies in 
the Dawnland in this excerpt is that they were highly 
developed, sophisticated civilizations—especially 
compared to contemporary European communities.

7. Mann provides the evidence of the changing Algonquian 
languages, the movement of families into and within 
communities, and communities’ ability to choose a 
sachem to support the idea that Indians in sixteenth-
century New England lived in a dynamic world.

8. I think Mann’s purpose for writing this text is to give 
readers a more complex view of Indian life in New 
England before European settlement. Mann explains 
the Indians’ lifestyle, shows ways in which they were like 
modern Americans, and compares their achievements 
favorably with those of Europeans at the same time.

Assign this 
performance task.

RI 1, RI 2, RI 4, RI 6, W 1

W1LACC.1112.W.1.1

LACC.1112.RI.1.1, LACC.1112.RI.1.2, 
LACC.1112.RI.2.4, LACC.1112.RI.2.6, 
LACC.1112.W.1.1

ELACC11-12RI1, ELACC11-12RI2, 
ELACC11-12RI4, ELACC11-12RI6, 
ELACC11-12W1

ELACC11-12W1
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Varied Assessment Approaches in Collections

A single approach to assessment cannot provide a true picture of student performance. For this reason, 

the Collections program offers varied approaches to assessment, ensuring that students can show what 

they know and teachers can accurately assess student performance and plan instruction accordingly.

Varied assessments ensure that teachers get information about how students are performing at varied 

levels of cognitive complexity. In Collections, teachers can get data on students’ knowledge of basic 

skills, through quick multiple-choice assessments like those in the Xplor eMagazine, as well as students’ 

ability and performance in response to more cognitively complex and challenging tasks, such as 

through the students’ performance on the Performance Tasks.

In addition to providing rich, varied, and targeted data on student performance, the varied 

assessment approaches in Collections © 2017 also provide students and teachers with test formats 

that prepare students for the demands of large-scale assessments of students’ content mastery or 

aptitude and readiness. 

Formats in Collections reflect the latest consortia requirements proposed by the Smarter Balanced 

Assessment Consortium (SBAC) and the Partnership for Assessment of Readiness for College and 

Careers (PARCC). Model practice tests offer students additional support and readiness for these 

formats, with each grade level of Collections including two practice tests in two formats—SBAC 

and PARCC. New digital platforms, such as Learnosity, allow for tech-enhanced items that can be 

practiced before students encounter them on PARCC and SBAC tests. Formats that reflect the latest 

consortia requirements include such items as two-part multiple choice or drag-and-drop functionality. 

In addition, in Grades 11 and 12 Collections, the program offers digital links to CliffsNotes Verbal 

Review for Standardized Tests, 2nd edition. 

In addition, teachers and students benefit from technology-based assessment tools that offer 

opportunities for more immediate feedback. Continuum Assessments™ is an adaptive assessment 

resource that provides scientifically valid and reliable measures of student growth. With this tool, items 

mirror the formats found on national assessments and item difficulty adapts to each student’s response.
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Conclusion

Houghton Mifflin Harcourt’s Collections is a comprehensive program designed to help all students 

reach the high expectations and rigorous standards for English language arts and literacy in the 21st 

century. The esteemed panel of advising authors and consultants have created an instructional design 

of complex and rigorous texts supported by scaffolding and modeling of close reading, analysis, 

synthesis, and citing of specific textual evidence. Writing instruction is integrated into the program 

around anchor texts and performance tasks. Language skills and vocabulary strategies necessary for 

reading and writing complex texts are integrated throughout this comprehensive, research-based 

program. Digital elements and features offer teachers and students additional, integrated, point-of-

use resources and tools. 

142731 COL17 NTL Research Brochure.indd   64 8/26/15   2:20 PM



65

A Research-Based Approach

References

Achugar, M., Schleppegrell, M. & Oteiza, T. (2007). Engaging teachers in language analysis: A functional 

linguistics approach to reflective literacy. English Teaching: Practice and Critique, 6 (2), 8–24.

ACT. (2006). Reading between the lines: What the ACT reveals about college readiness in reading. Iowa City, IA: Author. 

ACT. (2006). Reading between the lines: What the ACT reveals about college readiness in reading. Executive summary. 

Iowa City, IA: Author. Retrieved December 15, 2014 from http://www.act.org/research/policymakers/

pdf/reading_summary.pdf 

ACT. (2007). Writing framework for the 2011 National Assessment for Educational Progress, pre-publication edition. 

Washington, D.C.: National Assessment Governing Board. 

ACT. (2009). The condition of college readiness 2009. Iowa City, IA: Author.

Adams, M.J. (2010-2011). Advancing our students’ language and literacy. American Educator, Winter, 3-11, 53.

Ainley, M. (2012). Students’ interest and engagement in classroom activities. In S.L. Christenson, A.L. Reschly & 

C. Wylie (eds.), Handbook of research on student engagement (pp. 283-302). New York: Springer. 

Alexander, P.A. & Mayer, R.E. (2010). Introduction to research on instruction. In R.E. Mayer and P.A. Alexander 

(eds.), Handbook of research on learning and instruction (pp. 245-248). New York: Routledge. 

Allington, R. (2001). What really matters for struggling readers: Designing research-based programs. New York: 

Addison-Wesley.

Allington, R.L. & Walmsley, S.A. (Eds.) (1995). No quick fix: Rethinking literacy programs in America’s schools. New 

York: Teachers College Press.

Almasi, J.F. & Palmer, B.M. (2013). Reading. In J. Hattie and E.M. Anderman (eds.), Educational psychology 

handbook: International guide to student achievement (pp. 342-344). New York: Routledge. 

Alvermann, D.E. (2007). Multiliterate youth in the time of scientific reading instruction. In K. Beers, R.E. Probst & 

L. Rief (Eds.), Adolescent literacy: Turning promise into practice (pp. 19-26). Portsmouth, NH: Heinemann. 

American Educational Research Association [AERA], American Psychological Association [APA] & National 

Council on Measurement in Education [NCME]. (1999). Standards for educational and psychological 

testing. Washington, DC: American Educational Research Association. 

Anderson, R.S., Mitchell, J.S., Thompson, R.F. & Trefz, K.D. (2014). Supporting young writers through the 

writing process in a paperless classroom. In R.S. Anderson & C. Mims (Eds.), Advances in educational 

technologies and instructional design: Handbook of research on digital tools for writing instruction in K-12 

settings (pp. 337-362). Hershey, PA: IGI Global. 

142731 COL17 NTL Research Brochure.indd   65 8/26/15   2:20 PM



66hmhco.com/collections

Anderson, V. (1992). A teacher development project in transactional strategy instruction for teachers of severely 

reading-disabled adolescents. Teaching and Teacher Education, 8, 391–403.

Applebee, A. N., Langer, J. A., Nystrand, M. & Gamoran, A. (2003). Discussion-based approaches to developing 

understanding: Classroom instruction and student performance in middle and high school English. 

American Education Research Journal, 40 (3), 685– 730.

Aronoff, M. (1994). Morphology. In A.C. Purves, L. Papa & S. Jordan (Eds.), Encyclopedia of English studies and 

language arts, Vol. 2 (pp. 820-821). New York: Scholastic.

Au, K. H. (2002). Multicultural factors and the effective instruction of students of diverse backgrounds. In A. E. 

Farstrup & S. J. Samuels (Eds.) What Research Has to Say About Reading Instruction (392–413). Newark, 

Delaware: International Reading Association.

Baker, S. K., Simmons, D. C. & Kame’enui, E. J. (1995a). Vocabulary acquisition: Curricular and instructional 

implications for diverse learners, Technical report no. 13. University of Oregon: National Center to Improve 

Tools for Educators.

Baker, S. K., Simmons, D. C. & Kame’enui, E. J. (1995b). Vocabulary acquisition: Synthesis of the research, Technical 

report no. 13. University of Oregon: National Center to Improve Tools for Educators.

Baumann, J.F. & Graves, M.F. (2010). What is academic vocabulary? Journal of Adolescent and Adult Literacy, 54(1), 

4-12.

Baumann, J. F. & Kame’enui, E. J. (1991). Research on vocabulary instruction: Ode to Voltaire. In J. Flood, J. 

Jensen, D. Lapp & J. R. Squire (Eds.), Handbook of research on teaching the English language arts (pp. 604-

632). New York: Macmillan.

Beck, I. L., McKeown, M. G. & Kucan, L. (2002). Bringing words to life: robust vocabulary instruction. New York: 

Guilford Press.

Beck, I. L., McKeown, M. G. & Kucan, L. (2008). Creating robust vocabulary: Frequently asked questions. New York: 

Guilford Press. 

Beecher, M. & Sweeny, S. (2008). Closing the achievement gap with curriculum enrichment and differentiation: 

One school’s story. Journal of Advanced Academics, 19 (3), 502–530.

Bennett, S., Maton, K. & Kervin, L. (2008). The “digital natives” debate: A critical review of the evidence. British 

Journal of Educational Technology, 39(5), 775-786. 

Berninger, V. W., Abbott, R. D., Abbott, S. P., Graham, S. & Richards, T. (2002). Writing and reading: Connections 

between language by hand and language by eye. Journal of Learning Disabilities, 35 (1), 39–56.

142731 COL17 NTL Research Brochure.indd   66 8/26/15   2:20 PM



67

A Research-Based Approach

Best, R. M., Floyd, R. G. & McNamara, D. S. (2008). Differential competencies contributing to children’s 

comprehension of narrative and expository texts. Reading Psychology, 29(2), 137– 164.

Biancarosa, G. & Snow, C. (2004). Reading next—A vision for action and research in middle and high school literacy: 

A report to Carnegie Corporation of New York. Washington, DC: Alliance for Excellence in Education.

Biancarosa, G. & Snow, C. E. (2006). Reading next—A vision for action and research in middle and high school 

literacy: A report to Carnegie Corporation of New York (2nd ed.). Washington, DC: Alliance for Excellent 

Education. Retrieved January 15, 2015 from http://carnegie.org/fileadmin/Media/Publications/PDF/

ReadingNext.pdf 

Biemiller, A. & Boote, C. (2006). An effective method for building meaning vocabulary in primary grades. Journal 

of Educational Psychology, 98(1), 44-62.

Bischoff, A. (2000). The elements of effective online teaching: Overcoming the barriers to success. In K. White & 

B. H. Weight (Eds.), The online teaching guide: A handbook of attitudes, strategies, and techniques for the 

virtual classroom (57–72). Boston: Allyn and Bacon.

Blachowicz, C. L. & Fisher, P. (2000). Vocabulary instruction. In M. L. Kamil, P. B. Mosenthal, P. D. Pearson & R. 

Barr (Eds.) Handbook of reading research, Vol. 2 (pp. 789-814). White Plains, NY: Longman. 

Black, P. & Wiliam, D. (1998a). Assessment and classroom learning. Assessment in Education: Principles, Policy & 

Practice, 5 (1), 7–74.

Black, P. & Wiliam, D. (1998b). Inside the black box: Raising standards through classroom assessment. Phi Delta 

Kappan, 80, 139–144. 

Brimijoin, K. (2001). Expertise in differentiation: A preservice and inservice teacher make their way. A dissertation 

presented to the Curry School of Education, University of Virginia. Charlottesville, 5.

Britt, M.A. & Aglinskas, C. (2002). Improving students’ ability to identify and use source information. Cognition 

and Instruction, 20(4), 485-522.

Burke, K. & Dunn, R. (1998). Learning style: The clue to you! Jamaica, NY: St. John’s University, Center for the Study 

of Learning and Teaching Styles.

Calkins, L.M. (1994). The art of teaching writing (2nd ed.). Portsmouth, NH: Heinemann.

Cantrell, S. C., Almasi, J. F., Carter, J. C., Rintamaa, M. & Madden, A. (2010). The impact of a strategy-based 

intervention on the comprehension and strategy use of struggling adolescent readers. Journal of 

Educational Psychology, 102(2), 257–280.

Carlisle, J. F. (2010). Effects of instruction in morphological awareness on literacy achievement: An integrative 

review. Reading Research Quarterly, 45(4), 464–487.

142731 COL17 NTL Research Brochure.indd   67 8/26/15   2:20 PM



68hmhco.com/collections

Carnegie Council on Advancing Adolescent Literacy. (2010). Time to act: An agenda for advancing adolescent 

literacy for college and career success. New York: Carnegie Corporation of New York.

Caswell, L.J. & Duke, N.K. (1998). Non-narrative as a catalyst for literacy development. Language Arts, 75(2), 108-

117.

CDW. (2011). 2011 CDW-G 21st-century classroom report. Retrieved January 15, 2015 from http://webobjects.

cdw.com/webobjects/media/pdf/newsroom/CDWG-21st-Century-Classroom-Report-0611.pdf

CEO Forum on Education and Technology. (2001). The CEO Forum school technology and readiness report: Key 

building blocks for student achievement in the 21st century. Retrieved January 15, 2015 from http://

schoolnet.org.za/CoL/ACE/course/ukzncore1b/documents/core1b_CEO_Forum_Report4.pdf 

Cervetti, G.N., Bravo, M.A., Hiebert, E.H., Pearson, P.D. & Jaynes, C.A. (2009). Text genre and science content: 

Ease of reading, comprehension, and reader preference. Reading Psychology, 30(6), 487-511.

Chambliss, M. J. & Murphy, P. K. (2002). Fourth and fifth graders representing the argument structure in written 

texts. Discourse Processes, 34, 91– 115.

Cheung, A. & Slavin, R. E. (2012a). The effectiveness of educational technology applications for enhancing reading 

achievement in K-12 classrooms: A meta-analysis. Baltimore, MD: Johns Hopkins University, Center for 

Research and Reform in Education. Retrieved January 15, 2015 from http://www.bestevidence.org/

word/tech_read_April_25_2012.pdf 

Cheung, A. & Slavin, R.E. (2012b). Effects of educational technology applications on reading outcomes for 

struggling readers: A best evidence synthesis. Baltimore, MD: Johns Hopkins University, Center for 

Research and Reform in Education. Retrieved January 15, 2015 from http://www.bestevidence.org/

word/tech_strug_read_Jul_18_2012.pdf 

Christenson, S.L., Ysseldyke, J.E. & Thurlow, M.L. (1989). Critical instructional factors for students with mild 

handicaps: An integrative review. Remedial and Special Education, 10 (5), 21–31. 

Clark, K. F. & Graves, M. F. (2008). Open and directed text mediation in literature instruction: Effects on 

comprehension and attitudes. Australian Journal of Language and Literacy, 31(1), 9-29.

Coleman, D. & Pimental, S. (2012). Revised publishers’ criteria for the Common Core State Standards in English 

Language Arts and Literacy, grades 3-12. Retrieved January 15, 2015 from  http://www.corestandards.

org/assets/Publishers_Criteria_for_3-12.pdf 

Collins, J. L. (1998). Strategies for struggling writers. New York: Guilford. 

Commander, N.E. & Stanwyck, D.J. (1997). Illusion of knowing in adult readers: Effects of reading skill and 

passage length. Contemporary Educational Psychology, 22, 39-52. 

142731 COL17 NTL Research Brochure.indd   68 8/26/15   2:20 PM



69

A Research-Based Approach

Connor-Greene, P. A. (2000). Making connections: Evaluating the effectiveness of journal writing in enhancing 

student learning. Teaching of Psychology, 27, 44-46. 

Cooper, J.D. (2000). Literacy: Helping children construct meaning (4th ed.). Boston: Houghton Mifflin.

Corden, R. (2007). Developing reading-writing connections: The impact of explicit instruction of literary devices 

on the quality of children’s narrative writing. Journal of Research in Childhood Education, 21 (3), 269–289.

Cotton, K. (1995). Effective schooling practices: A research synthesis 1995 update. Portland, OR: Northwest 

Regional Educational Laboratory. Retrieved January 15, 2015 from http://capone.mtsu.edu/jhausler/

Effective_Schooling_Practices.htm 

Council of Chief State School Officers (CCSSO) and National Governors Association (NGA). (2012). Supplemental 

information for Appendix A of the Common Core State Standards for English Language Arts and Literacy: 

New research on text complexity. Washington, DC: Authors. Retrieved January 15, 2015 from http://

www.corestandards.org/assets/E0813_Appendix_A_New_Research_on_Text_Complexity.pdf 

Crowhurst, M. (1991). Interrelationships between reading and writing persuasive discourse. Research in the 

Teaching of English, 25(3), 314–338.

Cummins, S. (2013). Close reading of informational texts: Assessment-driven instruction in grades 3-8. New York: 

The Guilford Press. 

Cunningham, P.M. & Allington, R.L. (2007). Classrooms that work: They can all read and write (3rd ed.). Boston: 

Allyn & Bacon. 

Darling-Hammond, L. (2010). Performance counts: Assessment systems that support high-quality learning. 

Washington, DC: Council of Chief State School Officers. 

Darling-Hammond, L., Wise, A. & Klein, S. (1995). A license to teach: Raising standards for teaching. Boulder, CO: 

Westview Press. 

De La Paz, S. & Graham, S. (2002). Explicitly teaching strategies, skills, and knowledge: Writing instruction in 

middle school classrooms. Journal of Educational Psychology, 94, 687–698.

De La Paz, S. & McCutchen, D. (2011). Learning to write. In R.E. Mayer and P.A. Alexander (Eds.), Handbook of 

research on learning and instruction (pp. 32-54). New York: Routledge. 

DeLuca, E. (2010). Unlocking academic vocabulary. Science Teacher, 77 (3), 27–32.

Dixon-Krauss, L. (2001/2002). Using literature as a context for teaching vocabulary. Journal of Adolescent & Adult 

Literacy, 45(4), 310-318.

142731 COL17 NTL Research Brochure.indd   69 8/26/15   2:20 PM



70hmhco.com/collections

Donovan, C.A. & Smolkin, L.B. (2006). Children’s understanding of genre and writing development. In C.A. 

MacArthur, S. Graham & J. Fitzgerald (Eds.), Handbook of writing research (pp. 131–143). New York: The 

Guilford Press.

Duke, N.K. (2004). What research says about reading. Educational Leadership, 61(6), 40–44.

Duke, N.K. & Kays, J. (1998). “Can I say ‘once upon a time?’: Kindergarten children developing knowledge of 

information book language. Early Childhood Research Quarterly, 13, 295–318. 

Dunn, R., Beaudry, J.S. & Klavas, A. (1989). Survey of research on learning styles. Educational Leadership, 46(6), 

50–58. 

Edmonds, M. S., Vaughn, S. Wexler, J., Reutebuch, C., Tackett, K. K. & Schnakenberg, J. W. (2009). A synthesis 

of reading interventions and effects on reading comprehension outcomes for older struggling readers. 

Review of Educational Research, 79(1), 262– 300.

Fearn, L. & Farnan, N. (2005, April). An investigation of the influence of teaching grammar in writing to accomplish 

an influence on writing. Paper presented at the annual meeting of the American Educational Research 

Association, Montreal, Canada. 

Fearn, L. & Farnan, N. (2007). When is a verb? Using functional grammar to teach writing. Journal of Basic 

Writing, 26(1), 63-87.

Ferretti, R., Andrews-Weckerly, S. & Lewis, W. (2007). Improving the argumentative writing of students with 

learning disabilities: Descriptive and normative considerations. Reading & Writing Quarterly, 23,  

267– 285.

Fisher, D. & Frey, N. (2012). Close reading in elementary schools. The Reading Teacher, 66(3), 179-188.

Fisher, D., Frey, N. & Lapp, D. (2012). Text complexity: Raising rigor in reading. Newark, DE: International Reading 

Association. 

Fitzgerald, J. (1995a). English-as-a-Second-Language learners’ cognitive reading processes: A review of 

research in the United States. Review of Educational Research, 65(2), 145-190. 

Fitzgerald, J. (1995b). English-as-a-Second-Language reading instruction in the United States: A research 

review. Journal of Literacy Research, 27(2), 115-152.

Fitzgerald, J. & Shanahan, T. (2000). Reading and writing relations and their development. Educational 

Psychologist, 35(1), 39–51.

Flanigan, K., Templeton, S. & Hayes, L. (2012). What’s in a word? Using content vocabulary to generate growth 

in general academic vocabulary knowledge. Journal of Adolescent and Adult Literacy, 56(2), 132-141.

142731 COL17 NTL Research Brochure.indd   70 8/26/15   2:20 PM



71

A Research-Based Approach

Fountas, I.C. & Pinnell, G.S. (1996). Guided reading: Good first teaching for all children. Portsmouth, NH: 

Heinemann. 

Fountas, I.C. & Pinnell, G.S. (2001). Guiding readers and writers: Teaching comprehension, genre, and content 

literacy. Portsmouth, NH: Heinemann. 

Fountas, I.C. & Pinnell, G.S. (2006). Teaching for comprehending and fluency: thinking, talking, and writing about 

reading. Portsmouth, NH: Heinemann. 

Fox, E. & Alexander, P.A. (2011). Learning to read. In R.E. Mayer and P.A. Alexander (Eds.), Handbook of research 

on learning and instruction (pp. 7-31). New York: Routledge.

Francis, D. J., Rivera, M., Lesaux, N., Kieffer, M. & Rivera, H. (2006a). Practical guidelines for the education of 

English language learners: Research-based recommendations for instruction and academic interventions. 

Houston: University of Houston Center on Instruction.

Francis, D. J., Rivera, M., Lesaux, N., Kieffer, M. & Rivera, H. (2006b). Practical guidelines for the education of 

English language learners: Research-based recommendations for serving adolescent newcomers. Houston: 

University of Houston Center on Instruction. 

Fretz, E. B., Wu, H. K., Zhang, B., Davis, E. A., Krajcik, J. S. & Soloway, E. (2002). An investigation of software 

scaffolds supporting modeling practices. Research in Science Education, 32, 567-589.

Fuchs, L.S. & Fuchs, D. (1986). Effects of systematic formative evaluation: A meta-analysis. Exceptional Children, 

53(3), 199–208.

Gardner, H. (1993). Frames of mind: The theory of multiple intelligences. New York: Basic Books. 

Goldberg, A., Russell, M. & Cook, A. (2003). The effect of computers on student writing: A meta-analysis of 

studies from 1992– 2002. Journal of Technology, Learning, and Assessment, 2(1), 3– 51.

Goodwin, A. P. & Ahn, S. (2010). A meta-analysis of morphological interventions: effects on literacy achievement 

of children with literacy difficulty. Annals of Dyslexia, 60(2), 183-208.

Goodwin, B. & Miller, K. (2013). Evidence on flipped classrooms is still coming in. Educational Leadership, 70(6), 

78-80.

Graham, S. (2006). Strategy instruction and the teaching of writing: A meta-analysis. In C.A. MacArthur, S. 

Graham & J. Fitzgerald (Eds.), Handbook of writing research (pp. 187–207). New York: The Guilford Press. 

Graham, S. & Hebert, M. A. (2010). Writing to read: Evidence for how writing can improve reading. A Carnegie 

Corporation Time to Act Report. Washington, DC: Alliance for Excellent Education. Retrieved January 15, 

2015 from http://carnegie.org/fileadmin/Media/Publications/WritingToRead_01.pdf 

142731 COL17 NTL Research Brochure.indd   71 8/26/15   2:20 PM



72hmhco.com/collections

Graham, S., McKeown, D., Kiuhara, S. & Harris, K.R. (2012). A meta-analysis of writing instruction for students in 

the elementary grades. Journal of Educational Psychology, 104(4), 879-896. 

Graham, S. & Perin, D. (2007). Writing next: Effective strategies to improve writing of adolescents in middle and high 

schools—A report to Carnegie Corporation of New York. Washington, DC: Alliance for Excellent Education. 

Graves, M. F. (2006). The vocabulary book: Learning and instruction. New York: Teachers College Press

Graves, M. F. & Avery, P. G. (1997). Scaffolding students’ reading of history. Social Studies, 88(3), 134–139. 

Graves, M.F., Cooke, C.L. & LaBerge, M.J. (1983). Effects of previewing difficult short stories on low ability junior 

high school students’ comprehension, recall, and attitudes. Reading Research Quarterly, 18(3), 263-276. 

Graves, M. F., Juel, C. & Graves, B. B. (2004). Teaching reading in the 21st century. Boston, MA: Allyn and Bacon. 

Grigorenko, E. (1997). Are cognitive styles still in style? American Psychologist, 52, 700–712. 

Guthrie, J. T., Hoa, A. L. W., Wigfield, A., Tonks, S. M., Humenick, N. M. & Littles, E. (2007). Reading motivation 

and reading comprehension growth in the later elementary years. Contemporary Educational 

Psychology, 32(3), 383-313.

Guthrie, J. T., Hoa, L. W., Wigfield, A., Tonks, S. M. & Perencevich, K. C. (2006). From spark to fire: Can situational 

reading interest lead to long-term reading motivation? Reading Research and Instruction, 45, 91-117.

Hattie, J. (1992). Self-concept. Hillsdale, NJ: Lawrence Erlbaum Associates. 

Helsper, E.J. & Eynon, R. (2010). Digital natives: Where is the evidence? British Educational Research Journal, 

36(3), 503-520.

Hidi, S. & Boscolo, P. (2006). Motivation and writing. In C.A. MacArthur, S. Graham & J. Fitzgerald (Eds.), 

Handbook of writing research (pp. 144-157). New York: The Guilford Press.

Hillocks, G., Jr. (2010). Teaching argument for critical thinking and writing: An introduction. English Journal, 

99(6), 24–32.

Hillocks, G., Jr. (1993). Environments for active learning. In L. Odell (Ed.), Theory and practice in the teaching of 

writing (pp. 244-270). Carbondale, IL: Southern Illinois University Press.

Hillocks, G., Jr. (1986). Research on written composition: New directions for teaching. Urbana, IL. ERIC 

Clearinghouse on Reading and Communication Skills.

Hogan, T.P. (2013). Constructed-response approaches for classroom assessment. In J.H. McMillan (Ed.), SAGE 

handbook of research on classroom assessment (pp. 275-292). Thousand Oaks, CA: Sage. 

142731 COL17 NTL Research Brochure.indd   72 8/26/15   2:20 PM



73

A Research-Based Approach

Hollingsworth, M. & Woodward, J. (1993). Integrated learning: explicit strategies and their role in problem-

solving instruction for students with learning disabilities. Exceptional Children, 59(5), 444-455.

Hougen, M. & Smartt, S. (Eds.) (2012). Fundamentals of literacy instruction and assessment, PreK-6. Baltimore, 

MD: Paul H. Brookes Publishing Co.

Huebner, T.A. (2010). What research says about … Differentiated learning. Educational Leadership, 67(5), 79-81. 

International Reading Association. (2009). New literacies and 21st century technologies. Newark, DE: Author. 

Jackson, A. & Davis, G. (2000). Turning points 2000: Educating adolescents in the 21st century. A report of the 

Carnegie Corporation. New York: Teachers College Press.

Jago, C. (2002). Cohesive writing: Why concept is not enough. Portsmouth, NH: Heinemann.

Jago, C. (2004). Classics in the classroom: Designing accessible literature lessons. Portsmouth, NH: Heinemann.

Jago, C. (2011). With rigor for all: Meeting common core standards for reading literature (2nd ed.). Portsmouth, NH: 

Heinemann.

Jobe, R. & Dayton-Sakari, M. (2002). Infokids: How to use nonfiction to turn reluctant readers into enthusiastic 

learners. Markham, Ontario Canada: Pembroke. 

Joyce, B., Weil, M. with Calhoun, E. (2000). Models of teaching (6th ed.). Needham Heights, MA: Allyn & Bacon.

Kalea, H. (2007). Why use a virtual learning environment? Teaching Business and Economics, 11 (2), 27–30.

Kamil, M.L., Borman, G.D., Dole, J., Kral, C.C., Salinger, T. & Torgeson, J. (2008). Improving adolescent literacy: 

Effective classroom and intervention practices: A practice guide (NCEE #2008-4027). Washington, DC: 

National Center for Education Evaluation and Regional Assistance, Institute of Education Sciences, 

U.S. Department of Education. Retrieved January 4, 2015 from http://ies.ed.gov/ncee/wwc/

PracticeGuide.aspx?sid=8 

Kapusnick, R. A. & Hauslein, C. M. (2001). The “silver cup” of differentiated instruction. Kappa Delta Pi Record, 37 

(4), 156–159.

Kellough, R. D. & Kellough, N.G. (2003). Secondary school teaching: A guide to methods and resources (2nd ed.). 

Upper Saddle River, NJ: Merrill/Prentice Hall.

Kennedy, M.L. (1985). The composing process of college students writing from sources. Written Communication, 

2(4), 434-456.

Kieffer, M.J. & Lesaux, N.K. (2007). Breaking down words to build meaning: Morphology, vocabulary, and 

reading comprehension in the urban classroom. The Reading Teacher, 61(2), 134-144. 

142731 COL17 NTL Research Brochure.indd   73 8/26/15   2:20 PM



74hmhco.com/collections

Klesius, J. & Searls, E. (1991). Vocabulary instruction. The Journal of Educational Research, 84, 177–182.

Klingner, J.K. & Vaughn, S. (2004). Strategies for struggling second-language readers. In T.L. Jetton and J.A. Dole 

(Eds.), Adolescent Literacy Research and Practice (pp. 183–209). New York: The Guilford Press.

Klingner, J.K., Vaughn, S. & Boardman, A. (2007). Teaching reading comprehension to students with learning 

difficulties. New York: The Guilford Press.

Knipper, K.J. & Duggan, T.J. (2006). Writing to learn across the curriculum: Tools for comprehension in content 

area classes. The Reading Teacher, 59(5), 462–470.

Kolich, E. M. (1988). Vocabulary learning – what works? Perspectives from the research literature. Reading 

Improvement, 25, 117-124.

Lane, S. (2013). Performance assessment. In J.H. McMillan (Ed.), SAGE handbook of research on classroom 

assessment (pp. 313-329). Thousand Oaks, CA: Sage. 

Langer, J.A. (1995). Envisioning literature: Literary understanding and literature instruction. New York: Teachers 

College Press.

Langer, J. A. (2000). Excellence in English in middle and high school: How teachers’ professional lives support 

student achievement. American Educational Research Journal, 37(2), 397-439. 

Langer, J. A. (2001). Beating the odds: Teaching middle and high school students to read and write well. 

American Educational Research Journal, 38(4), 837-880.

Langer, J.A. & Applebee, A.N. (1987). How writing shapes thinking: A study of teaching and learning. Urbana, IL: 

National Council of Teachers of English. 

Lewin, L. (1992). Integrating reading and writing strategies using an alternative teacher-led/ student-selected 

instructional pattern. The Reading Teacher, 53, 332–334.

Lopez, O. (2010). The digital learning classroom: Improving English language learners’ academic success in 

mathematics and reading using interactive whiteboard technology. Computers and Education, 54(4), 

901-915. 

Lutz, S. L., Guthrie, J. T. & Davis, M. H. (2006). Scaffolding for engagement in learning: 

An observational study of elementary school reading instruction. Journal of Educational Research, 100, 

3 - 20.

MacArthur, C.A. (2007). Best practices in teaching evaluation and revision. In S. Graham, C.A. MacArthur & J. 

Fitzgerald (Eds.), Best practices in writing instruction (pp. 141–162). New York: The Guilford Press. 

142731 COL17 NTL Research Brochure.indd   74 8/26/15   2:20 PM



75

A Research-Based Approach

Marzano, R.J. & Pickering, D.J. (2005). Building academic vocabulary: Teacher’s manual. Alexandria, VA: 

Association for Supervision and Curriculum Development.

Marzano, R.J., Pickering, D. & McTighe, J. (1993). Assessing student outcomes: Performance assessment using the 

dimensions of learning model. Alexandria, VA: Association for Supervision and Curriculum Development. 

Marzano, R.J., Pickering, D.J. & Pollock, J.E. (2001). Classroom instruction that works: Research-based strategies 

for increasing student achievement. Alexandria, VA: Association for Supervision and Curriculum 

Development. 

Marzano Research Laboratory (2009). Meta-analysis database. Retrieved January 15, 2015 from  

http://www.marzanoresearch.com/research/meta_analysis_database.aspx

Mayer, R. E. (2001). Multimedia learning. Cambridge: Cambridge University Press.

Mayer, R. E. (2005). Principles for managing essential processing in multimedia learning. In R.E. Mayer (Ed.), The 

Cambridge Handbook of Multimedia Learning (pp. 169-182). New York: Cambridge University Press.

Mayer, R.E. (2013). Multimedia learning. In J. Hattie and E.M. Anderman (eds.), Educational psychology 

handbook: International guide to student achievement (pp. 396-398). New York: Routledge.

McDaniel, M.A., Roediger, H.L. & McDermott, K.B. (2007). Generalizing test-enhanced learning from the 

laboratory to the classroom. Psychonomic Bulletin & Review, 14(2), 200-206.

McKeown, M. G. & Beck, I. L. (1988). Learning vocabulary: Different ways for different goals. Remedial and 

Special Education (RASE), 9 (1), 42–46.

McKeown, M.G., Beck, I.L. & Blake, R.G.K. (2009). Rethinking reading comprehension instruction: A comparison 

of instruction for strategies and content approaches. Reading Research Quarterly, 44(3), 218-252.

McLaughlin, M. & Talbert, J. (1993). Contexts that matter for teaching and learning: Strategic opportunities for 

meeting the nation’s educational goals. Stanford, CA: Center for Research on the Context of Secondary 

School Teaching. 

McMillan, J.H. (2013). Why we need research on classroom assessment. In J.H. McMillan (Ed.), SAGE handbook 

of research on classroom assessment (pp. 3-16). Thousand Oaks, CA: Sage. 

Means, B., Toyama, Y., Murphy, R., Bakia, M. & Jones, K. (2010). Evaluation of evidence-based practices in online 

learning: A meta-analysis and review of online learning studies. Washington, DC: U.S. Department of 

Education, Office of Planning, Evaluation, and Policy Development, Policy and Program Studies Service. 

Retrieved January 5, 2015 from http://www2.ed.gov/rschstat/eval/tech/evidence-based-practices/

finalreport.pdf. 

142731 COL17 NTL Research Brochure.indd   75 8/26/15   2:20 PM



76hmhco.com/collections

Mid-Continent Research for Education and Learning (McREL). (2000). Noteworthy Perspectives on Implementing 

Standards-Based Education. Aurora, CO: Author.

Murphy, P.K., Wilkinson, I.A.G. & Soter, A.O. (2010). Instruction based on discussion. In R.E. Mayer and P.A. 

Alexander (eds.), Handbook of research on learning and instruction (pp. 382-407). New York: Routledge. 

Murphy, P. K., Wilkinson, I. A. G., Soter, A. O., Hennessey, M. N. & Alexander, J. F. (2009). Examining the effects 

of classroom discussion on students’ high-level comprehension of text: A meta-analysis. Journal of 

Educational Psychology, 101, 740– 764.

Myers, M. & Pearson, P.D. (1996). Performance assessment and the literacy unit of the new standards project. 

Assessing Writing, 3(1), 5-29.

Nagy, W. (2007). Metalinguistic awareness and the vocabulary-comprehension connection. In R.K. Wagner, A.E. 

Muse, and K.R. Tannenbaum (Eds.). Vocabulary acquisition: Implications for reading comprehension (pp. 

52-77). New York: Guilford.

Nagy, W. & Townsend, D. (2012). Words as tools: Learning academic vocabulary as language acquisition. 

Reading Research Quarterly, 47(1), 91-108.

National Assessment Governing Board. (2008). Reading framework for the 2009 National Assessment for 

Educational Progress. U.S. Department of Education. Washington, DC: Author. Retrieved April 22, 2013 

from http://www.nagb.org/content/nagb/assets/documents/publications/frameworks/ 

reading09.pdf 

National Center for Education Statistics (2012a). The Nation’s Report Card: Vocabulary results from the 2009 and 

2011 NAEP Reading Assessments (NCES 2013 452). Institute of Education Sciences, U.S. Department of 

Education, Washington, D.C.

National Center for Education Statistics (2012b). The Nation’s Report Card: Writing 2011 (NCES 2012–470). 

Institute of Education Sciences, U.S. Department of Education, Washington, D.C.

National Governors Association Center for Best Practices (NGA) and Council of Chief State School Officers 

(CCSSO). (2010a). Common core state standards for English language arts & literacy in history/social 

studies, science, and technical subjects. Washington, DC: Author. Retrieved January 15, 2015 from  

http://www.corestandards.org/ELA-Literacy

National Governors Association Center for Best Practices (NGA) and Council of Chief State School Officers 

(CCSSO). (2010b). Common core state standards for English language arts & literacy in history/social 

studies, science, and technical subjects. Appendix A: Research supporting key elements of the standards. 

Washington, DC: Author. Retrieved January 15, 2015 from http://www.corestandards.org/ELA-Literacy

142731 COL17 NTL Research Brochure.indd   76 8/26/15   2:20 PM



77

A Research-Based Approach

Partnership for Assessment of Readiness for College and Careers (PARCC). (2012). Instructional technology 

purchases guidance. Press release; April 25, 2012. Retrieved January 15, 2015 from  

http://www.parcconline.org/instructional-technology-purchases-guidance 

Pearson, P.D. & Tierney, R.J. (1984). On becoming a thoughtful reader: Learning to read like a writer. In A.C. 

Purves & O. Niles (Eds.), Becoming readers in a complex society, Eighty-third Yearbook of the National 

Society of the Study of Education (pp. 144–173). Chicago, IL: University of Chicago Press. 

Pellegrino, J.W., Chudowsky, N. & Glaser, R. (Eds.). (2001). Knowing what students know: The science and design 

of educational assessment. Committee on the Foundations of Assessment. Board on Testing and 

Assessment, Center for Education, Division of Behavioral and Social Sciences and Education, National 

Research Council. Washington, DC: National Academy Press. Retrieved January 15, 2015 from 

http://www.nap.edu/openbook.php?record_id=10019&page=R1 

Pennington Whitaker, C., Gambrell, L.B. & Morrow, L.M. (2004). Reading comprehension instruction for all 

students. In E.R. Silliman & L.C. Wilkinson (Eds.), Language and literacy learning in schools (pp. 130-150). 

New York: The Guilford Press. 

Pterson-Karlan, G. (2011).Technology to support writing by students with learning and academic disabilities: 

Recent research trends and findings. Assistive Outcomes and Benefits, 7(1), 39-62.

Polette, K. (2008). Teaching grammar through writing: Activities to develop writer’s craft in ALL students in grades 

4–12. Boston, MA: Pearson Education, Inc.

Prensky, M. (2001). Digital natives, digital immigrants. On the Horizon, 9(5), 1-6. Retrieved January 15, 2015 

from http://www.marcprensky.com/writing/Prensky%20-%20Digital%20Natives,%20Digital%20

Immigrants%20-%20Part1.pdf 

Pressley, M., Gaskins. I. W. & Fingeret, L. (2006). Instruction and development of reading fluency in struggling 

readers. In S. J. Samuels & A. E. Farstrup (Eds.), What research has to say about fluency instruction (pp. 47-

69). Newark, DE: International Reading Association. 

Raymond, E. (2000). Cognitive characteristics. Learners with mild disabilities. Needham Heights, MA: Allyn & 

Bacon.

Reimann, P. & Aditomo, A. (2013). Technology-supported learning and academic achievement. In J. Hattie and 

E.M. Anderman (eds.), Educational psychology handbook: International guide to student achievement (pp. 

399-401). New York: Routledge. 

Reznitskaya, A., Anderson, R. C., Dong, T., Li, Y., Kim, I.-H. & Kim, S.-Y. (2008). Learning to think well: 

Applications of argument schema theory. In C. C. Block & S. Parris (Eds.), Comprehension instruction: 

Research-based best practices (pp. 196– 213). New York: Guilford.

142731 COL17 NTL Research Brochure.indd   77 8/26/15   2:20 PM



78hmhco.com/collections

Rhodes, J.A. & Robnolt, V.J. (2009). Digital literacies in the classroom. In L. Christenbury, R. Bomer & P. 

Smagorinsky (Eds.), Handbook of adolescent literacy research (pp. 153-169). New York: The Guilford 

Press. 

Rideout, V.J., Foehr, U.G. & Roberts, D.F. (2010). Generation M2: Media in the lives of 8- to 18-year-olds: A Kaiser 

Family Foundation study. Menlo Park, CA: The Henry J. Kaiser Family Foundation. Retrieved January 15, 

2015 from http://www.kff.org/entmedia/upload/8010.pdf

Riley, J. & Reedy, D. (2005). Developing young children’s thinking through learning to write argument. Journal of 

Early Childhood Literacy, 5(1), 29-51. 

Rodríguez, A.G. (2009). CAELA Network Briefs: Teaching grammar to adult English language learners: Focus on 

form. Center for Adult English Language Acquisition. Center for Applied Linguistics. Retrieved January 

15, 2015 from http://www.cal.org/caelanetwork/resources/teachinggrammar.html

Roediger, H.L. & Karpicke, J.D. (2006). The power of testing memory: Basic research and implications for 

educational practice. Perspectives on Psychological Science, 1, 181-210.

Rosenshine, B. & Meister, C. (1992). The use of scaffolds for teaching higher-level cognitive strategies. 

Educational Leadership, 49(7), 26-33.

Saddler, B. & Graham S. (2005). The effects of peer-assisted sentence-combining instruction on the writing 

performance of more and less skilled young writers. Journal of Educational Psychology, 97, 43–54.

Salahu-Din, D., Persky, H. & Miller, J. (2008). The Nation’s Report Card: Writing 2007 (NCES 2008– 468). 

Washington, DC: National Center for Education Statistics, Institute of Education Sciences, U.S. 

Department of Education.

Santa, C., Havens, L. & Harrison, S. (1989). Teaching secondary science through reading, writing, studying, and 

problem solving. In D. Lapp, J. Flood & N. Farnan, (Eds.) Content area reading and learning: Instructional 

strategies (pp. 137–151). Englewood, NJ: Prentice Hall.

Santrock, J. W. (1996). Adolescence (6th ed.). Madison, WI: Brown & Benchmark.

Schiefele, U. (1999). Interest and learning from text. Scientific Studies of Reading, 3(3), 257-279.

Schneider, M.C., Egan, K.L. & Julian, M.W. (2013). Classroom assessment in the context of high-stakes testing. 

In J.H. McMillan (Ed.), SAGE handbook of research on classroom assessment (pp. 55-70). Thousand Oaks, 

CA: Sage. 

Schunk, D. H., Pintrich, P. R. & Meece, J. L. (2008). Motivation in education: Theory, research, and applications. 

Upper Saddle River, NJ: Pearson/Merrill Prentice Hall.

142731 COL17 NTL Research Brochure.indd   78 8/26/15   2:20 PM



79

A Research-Based Approach

Schraw, G., Bruning, R. & Svoboda, C. (1995). Sources of situational interest. Journal of Reading Behavior, 27, 

1–17.

Schraw, G. & Dennison, R. S. (1994). The effect of reader purpose on interest and recall. Journal of Reading 

Behavior, 26(1), 1–18.

Sedita, J. (2005). Effective vocabulary instruction. Insights on Learning Disabilities, 2(1), 33-45.

Segev-Miller, R. (2004). Writing from sources: The effect of explicit instruction on college students’ processes 

and products. Educational Studies in Language and Literature, 4, 5-33. 

Shanahan, T. (2006). Relations among oral language, reading, and writing development. In C. A. MacArthur, S. 

Graham & J. Fitzgerald (Eds.), Handbook of writing research (pp. 171–183). New York: The Guilford Press.

Shanahan, T. & Shanahan, C. (2008). Teaching disciplinary literacy to adolescents: Rethinking content-area 

literacy. Harvard Educational Review, 78 (1), 40–59.

Shaw, E.J., Mattern, K.D. & Patterson, B.F. (2011). Discrepant SAT critical reading and writing scores: 

Implications for college performance. Educational Assessment, 16, 145-163.

Shepard, L.A. (2000). The role of assessment in a learning culture. Educational Research, 29 (7), 4–14.

Shepard, L.A. (2013). Foreword. In J.H. McMillan (Ed.), SAGE handbook of research on classroom assessment (pp. 

xix-xxii). Thousand Oaks, CA: Sage. 

Silver, N.W. & Repa, J.T. (1993). The effect of word processing on the quality of writing and self-esteem of 

secondary school English-as-second-language students: Writing without censure. Journal of Educational 

Computing Research, 9(2), 265-283. 

Simons, K. D. & Klein, J. D. (2007). The impact of scaffolding and student achievement levels in a problem-based 

learning environment. Instructional Science, 35(1), 41-72.

Sjolie, D. (2006). Phrase and clause grammar tactics for the ESL/ELL writing classroom. The English Journal, 

95(5), 35-40.

Snow, C. (2002). Reading for understanding: Toward an R&D program in reading comprehension. Santa Monica, CA: 

RAND.

Spandel, V. (2001). Creating writers through 6-trait writing assessment and instruction. (3rd ed.). Boston: Addison 

Wesley Longman.

Spatt, B. (1983). Writing from sources. New York: St. Martin’s Press. 

Spivey, N.N. & King, J.R. (1989). Readers as writers composing from sources. Reading Research Quarterly, 24(1), 

7-26. 

142731 COL17 NTL Research Brochure.indd   79 8/26/15   2:20 PM



80hmhco.com/collections

Stahl, S.A. & Fairbanks, M.M. (1986). The effects of vocabulary instruction: A model-based meta-analysis. Review 

of educational research, 56(1), 72-110.

Stahl, S.A. & Nagy, W.E. (2006). Teaching word meanings. Mahwah, NJ: Erlbaum.

Sternberg, R.J. (1997). What does it mean to be smart? Educational Leadership, 55(7), 20–24.

Stone, C. A. (1998). The metaphor of scaffolding: Its utility for the field of learning disabilities. Journal of Learning 

Disabilities, 31, 344-364.

Stotsky, S. (2010). Let’s spread the blame for reading underachievement. Education Week, 30(14), 24.

Strickland, D.S. & Alvermann, D.E. (2004). Learning and teaching literacy in grades 4-12: Issues and challenges. 

In D.S. Strickland and D.E. Alvermann (Eds.), Bridging the literacy achievement gap, grades 4–12. New 

York: Teachers College Press.

Stronge, J. (2002). Qualities of effective teachers. Alexandria, VA: Association for Supervision and Curriculum 

Development. 

Sulzby, E. & Teale, W. (1991). Emergent literacy. In R. Barr, M. Kamil, P. Mosenthal & P. D. Pearson (Eds.), 

Handbook of Reading Research, Vol. II (pp. 727–757). New York: Longman.

Tamim, R. M., Bernard, R. M., Borokhosvski, E., Abrami, P. C. & Schmid, R. F. (2011). What forty years of research 

says about the impact of technology on learning: A second-order meta-analysis and validation study. 

Review of Educational Research, 81(1), 4– 28.

Taylor, B. M. & Beach, R. W. (1984). The effects of text structure instruction on middle-grade students’ 

comprehension and production of expository text. Reading Research Quarterly, 19(2), 134–146.

Teh, G. & Fraser, B.J. (1994). An evaluation of computer-assisted learning in terms of achievement, attitudes and 

classroom environment. Evaluation and Research in Education, 8, 147-161.

Templeton, S., Bear, D., Invernizzi, M. & Johnston, F. (2010). Vocabulary their way. Boston: Allyn & Bacon.

Tierney, R. J. & Shanahan, T. (1991). Research on the reading-writing relationship: Interactions, transactions, and 

outcomes. In R. Barr, M. Kamil, P. Mosenthal & P. D. Pearson (Eds.), Handbook of reading research (Vol. 2, 

pp. 246–280). New York: Longman.

Tierney, R. J., Soter, A., O’Flahavan, J. F. &McGinley,W. (1989). The effects of reading and writing upon thinking 

critically. Reading Research Quarterly, 24(2), 134–173.

Tieso, C. (2002). The effects of grouping and curricular practices on intermediate students’ math achievement. 

Hartford, CT: National Research Center on the Gifted and Talented, University of Connecticut.

142731 COL17 NTL Research Brochure.indd   80 8/26/15   2:20 PM



81

A Research-Based Approach

Tomlinson, C.A. (2001). How to differentiate instruction in mixed-ability classrooms. (2nd Ed.) Alexandria, VA: 

ASCD.

Tomlinson, C.A. (2004). Differentiating instruction: A synthesis of key research and guidelines. In T.L. Jetton and 

J.A. Dole (Eds.), Adolescent literacy research and practice (pp. 228-248). New York: The Guilford Press. 

Tomlinson, C.A. (2006). An educator’s guide to differentiating instruction. Boston, MA: Houghton Mifflin.

Tomlinson, C. A. & Allan, S. D. (2000). Leadership for differentiating schools and classrooms. Alexandria, VA: ASCD.

Tomlinson, C., Brimijoin, K. & Narvaez, L. (2008). The differentiated school: Making revolutionary changes in 

teaching and learning. Alexandria, VA: Association for Supervision and Curriculum Development.

Torrance, M. & Fidalgo, R. (2013). Writing achievement. In J. Hattie and E.M. Anderman (eds.), Educational 

psychology handbook: International guide to student achievement (pp. 338-341). New York: Routledge. 

Toulmin, S., Rieke, R. & Janik, A. (1979). An introduction to reasoning. New York: Macmillan.

Tucker, C.R. (2012). Blended learning in grades 4-12: Leveraging the power of technology to create student-centered 

classrooms. Thousand Oaks, CA: Corwin Press. 

Underwood, T. & Pearson, P.D. (2004). Teaching struggling adolescent readers to comprehend what they read. 

In T.L. Jetton and J.A. Dole (Eds.), Adolescent literacy research and practice (pp. 135–161). New York: The 

Guilford Press.

Van den Branden, K. (2000). Does negotiation of meaning promote reading comprehension? A study of 

multilingual primary school classes. Reading Research Quarterly, 35(3), 426-443.

Vygotsky, L.S. (1962). Thought and language. Cambridge, MA: MIT Press.

Vygotsky, L.S. (1978). Interaction between learning and development. In M. Cole (Trans.) Mind in society (pp. 79-

91). Cambridge, MA: Harvard University Press. 

Waxman, H.C., Lin, M.F. & Michko, G.M. (2003). A meta-analysis of the effectiveness of teaching and learning with 

technology on student outcomes. Sponsored under government contract number ED-01-CO-0011. 

Nashville, IL: Learning Point Associates. 

Weaver, C. (1997). Teaching grammar in context. Portsmouth, NH: Heinemann. 

Webb, N. (2007). Issues related to judging the alignment of curriculum standards and assessments. Applied 

Measurement in Education, 20(1), 7-25.

White, T.G. & Kim, J.S. (2008). Teacher and parent scaffolding of voluntary summer reading. The Reading Teacher, 

62(2), 116–125. 

142731 COL17 NTL Research Brochure.indd   81 8/26/15   2:20 PM



82hmhco.com/collections

Wigfield, A. (2004). A motivation for reading during the early adolescent and adolescent years. In D.S. Strickland 

and D.E. Alvermann (Eds.), Bridging the literacy achievement gap, grades 4–12 (pp. 56–69). New York: 

Teachers College Press. 

Wiggins, G. (1998). Educative assessment: Designing assessments to inform and improve student performance. San 

Francisco: Jossey-Bass Publishers.

Wiliam, D., Lee, C., Harrison, C. & Black, P. (2004). Teacher developing assessment for learning: Impact on 

student achievement. Assessment in Education Principles Policy and Practice, 11(1), 49-65. 

Wilkinson, I.A.G. & Nelson, K. (2013). Role of discussion in reading comprehension. In J. Hattie and E.M. 

Anderman (eds.), Educational psychology handbook: International guide to student achievement (pp. 299-

302). New York: Routledge. 

Williams, J. P. (2005). Instruction in reading comprehension for primary-grade students: A focus on text 

structure. Journal of Special Education, 39, 6-18.

142731 COL17 NTL Research Brochure.indd   82 8/26/15   2:20 PM



83

A Research-Based Approach

National Governors Association Center for Best Practices (NGA) and Council of Chief State School Officers 

(CCSSO). (2010c). Common core state standards for English language arts & literacy in history/social 

studies, science, and technical subjects. Appendix B: Text exemplars and sample performance tasks. 

Washington, DC: Author. Retrieved January 15, 2015 from http://www.corestandards.org/assets/

Appendix_B.pdf 

National Institute of Child Health and Human Development. (2000). Report of the National Reading Panel: 

Teaching children to read: An evidence-based assessment of the scientific research literature on reading 

and its implications for reading instruction: Reports of the subgroups (NIH Publication No. 00-4754). 

Washington, DC: U.S. Government Printing Office. 

National Institute for Literacy. (2007). What content-area teachers should know about adolescent literacy. 

Retrieved January 15, 2015 from http://lincs.ed.gov/publications/pdf/adolescent_literacy07.pdf

National Research Council. (2012). Education for life and work: Developing transferable knowledge and skills in 

the 21st century. Committee on Defining Deeper Learning and 21st Century Skills, J.W. Pellegrino & M.L. 

Hilton, Eds. Board of Testing and Assessment and Board on Science Education, Division of Behavioral 

and Social Sciences and Education. Washington, DC: The National Academies Press. 

Nippold, M. A., Ward-Londergan, J.M. & Fanning, J.L. (2005). Persuasive writing in children, adolescents, and 

adults: a study of syntactic, semantic, and pragmatic development. Language, Speech, and Hearing 

Services in Schools, 36 (2), 125–38.

Nokes, J. & Dole, J. (2004). Helping adolescents read through explicit strategy instruction. In T. Jetton & J. Dole 

(Eds.), Adolescent literacy research and practice (pp. 162-182). New York: The Guilford Press.

Nystrand, M. (2006). Research on the role of classroom discourse as it affects reading comprehension. Research 

in the Teaching of English, 40(4), 392-412. 

Ogle, D. & Blachowicz, C. (2002). Beyond literature circles: Helping students comprehend informational texts. 

In C. Block & M. Pressley (Eds.), Comprehension instruction: Research-based best practices (pp. 259-272). 

New York: Guilford Press.

Overmyer, J. (2012). Flipped classrooms 101. Principal, 92(1), 46-47.

Palmer, E. (2011). Well spoken: Teaching speaking to all students. Portland, ME: Stenhouse Publishers. 

Pappas, C.C. (1991). Young children’s strategies in learning the “book language” of information books. 

Discourse Processes, 14, 203–222.

Partnership for 21st Century Skills. (2009). Framework for 21st century learning. Tucson, AZ: Author. Retrieved 

January 15, 2015 from http://www.p21.org/documents/P21_Framework.pdf hmhco.com • 800.225.5425

*This product is not endorsed by nor affiliated with PARCC or Smarter Balanced Assessment Consortium. 

PARCC is a trademark of PARCC, Inc. HISTORY®, Bio®, A&E®, and related logos are the property of A&E Television Networks (AETN). IOS is a registered trademark of Cisco 
Technology, Inc. and/or its affiliates in the United States and certain other countries. Google Chrome is a trademark of Google Inc. ACT® is a registered trademark of ACT, 

Inc. Houghton Mifflin Harcourt has no affiliation with ACT, Inc. and our products are not approved or endorsed by ACT, Inc. Lexile® is a trademark of MetaMetrics, Inc., and 
is registered in the United States and abroad. PowerPoint® is a registered trademark of Microsoft Corporation in the United States and/or other countries. ExamView® is a 

registered trademark of Turning Technologies, LLC. Houghton Mifflin Harcourt™, HMH®, Stream to Start™, HMH Player™, Continuum Assessments™, Channel One News®, and 
CliffsNotes® are trademarks or registered trademarks of Houghton Mifflin Harcourt. © Houghton Mifflin Harcourt. All rights reserved. Printed in the U.S.A. 08/15 MS142731

Houghton Mifflin Harcourt

SAMPLE ONLINE PREVIEW
Visit hmhco.com/collections to see how 
Collections transcends the traditional.

142731 COL17 NTL Research Brochure.indd   83 8/26/15   2:20 PM


