HMHWV Read 180°

Research Evidence Base




HMH research mission

HMHZ® is committed to developing evidence-based educational solutions,
assessments, and professional services. To support this goal, the Efficacy
Research Team collaborates with school districts and third-party research
organizations to evaluate the impact of our programs and services on student

outcomes, teacher practice, and school leadership.



Table of contents

3 Introduction
The Challenge
Timeline
Implementation model
Program overview and components

13 Alignment to ESSA: Demonstrating Strong Levels of Evidence

14 Literacy Frameworks
The Simple View of Reading
Scarborough’s Reading Rope
The Active View of Reading
Pillars of literacy
Structured literacy

19 Foundational Skills

20 Phonological and Phonemic Awareness

22 Phonics and Word Recognition
Letter-sound correspondences
Syllabication
Decoding and decodable texts
High-frequency words
Morphology
Spelling

28 Fluency
Automaticity

Measuring oral reading fluency

32 Vocabulary
Academic vocabulary

Word analysis

35 Comprehension
Text complexity and rigor
Comprehension skills and strategies
Independent reading and read-alouds

43 Knowledge Building
Background and content knowledge

46 Language Development
Academic language
Speaking and listening skills




Table of contents

50 Writing
Reading-writing connection
Process of writing
Feedback

53 Social and Emotional Learning
CASEL framework
Mindset and self-efficacy
Student engagement, motivation, and agency
Metacognition

61 Context of Learning
Digital learning
Blended learning solution
Community of learners

69 Assessments of and for Learning
Screening assessments
Formative assessments
Progress monitoring
Diagnostic assessments
Summative assessments
Formal and informal performance assessments

73 Differentiated Instruction
Multi-Tiered System of Supports / Response to Intervention
Universal Design for Learning
Students with disabilities
Students with dyslexia
Students with hearing impairments
Students with visual impairments
Students with other disabilities (e.g., ADHD, motor impairments, intellectual, emotional, etc.)
Multilingual learners

929 Professional Learning and Community Building
Blended professional learning and services
Family engagement

104 Conclusion
Children’s right to literacy

105 References



Introduction

The Challenge

Data from the National Assessment of Educational
Progress (NAEP) document the negative impact that the
prolonged pandemic and disrupted schooling had on
students’ reading scores (U.S. DOE, IES, NCES, NAEP,
2022). Although the data from previous years’ NAEP and
large-scale international assessments showed stagnant
growth (Burton & Hooper, 2021; Hooper, 2020), the 2022
results demonstrated that students’ scores declined to

the levels similar to scores seen two decades ago. The
majority of the students are reading below proficient levels;
67% are reading at Below Basic/Basic levels for fourth
grade, and 69% are reading at Below Basic/Basic levels for
eighth grade. The literacy gap remains between Black and
Hispanic students’ scores and their White peers.

Although the pandemic allowed more districts to provide
students with access to technology, there exists a “digital
divide” in some cases. The NAEP 2022 questionnaire
results showed that there were larger percentages of
lower-performing students in Grades 4 and 8 learning
remotely during the 2020-21 school year reporting less
frequent access to learning resources. In addition, students
in Grades 4 and 8 had declines in the level of confidence
in their reading knowledge and skills (U.S. DOE, IES, NCES,
NAEP, 2022).

For many years, reading researchers at the University

of Connecticut have studied students’ interest in and
behaviors during online reading. An important study by Leu
and colleagues (2014) compared the reading achievement
of students in two communities, one far more economically
advantaged than the other. In addition to test scores, they
used performance-based assessments with a simulation of
the internet to study students’ online reading abilities. The
research revealed an achievement gap based on family
income; this was an early warning about the “digital divide”
exposed by COVID-19-related school closures.
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The cost of not learning to read is huge at both personal
and national levels. Many students who struggle acquiring
foundational reading skills find themselves in the “school-
to-prison pipeline.” In fact, 85% of the teenagers in the
juvenile justice system are functionally illiterate: These
students read two to four or more grade levels below their
peers, with common deficits in phonological processing,
fluency, and reading comprehension (Houchins et al., 2018).

The downward spiral from enthusiastic young learner
to semi-literate adolescent suggests that students are
receiving neither adequate classroom instruction (Tier 1)
nor appropriate intervention support (Tier 2 or 3).

As NAEP data continue to suggest, far too many students
read below their expected levels. Researchers at the
Yale Center for Dyslexia and Creativity estimate that
approximately 20% of students who struggle with reading
have dyslexia, and 80-90% of individuals with learning
disabilities are dyslexic. Dyslexia is recognized as a
neurocognitive disorder: Some children have difficulty
learning to read even when other life circumstances

are favorable, but with proper accommodations and
interventions, students with dyslexia learn to read and
succeed in school. Many educators and parents believe
that boys are more likely than girls to be dyslexic, but a
landmark study published in 1990 showed that this is not
the case at all. The authors speculated that teachers were
prone to attributing the rambunctious behavior of some
boys to dyslexia (Shaywitz et al., 1990). This attribution
likely continues. Learned (2016) pointed out that although
students’ assignment to intervention programs should be
based on data, sometimes behavior is the actual reason.
Even students in the earliest grades may spend some
time each day removed from their Tier 1instruction and
consequentially miss out on important instruction and
socialization. This separation of students can start early; as
struggling learners continue through school, they sense
that they are “different.”



As more and more students spend time reading from Generalizing from this research, enrollment in interventions

screens rather than paper, educators, researchers, and can make a strong and positive difference in students’
families wonder how this new form of reading will affect achievement trajectory, but components of the

their achievement. Although a 2014 study contended interventions must reflect what research has shown to
that in spite of advantages such as enhanced user be the most effective approaches for helping students
experiences and rich content, reading online negatively improve. These components and instructional approaches
affected cognition, short- and long-term memory, ability based on evidence constitute what is currently referred to
to concentrate, and overall comprehension. However, a as the science of reading.

more recent study (Hou et al., 2017) found no difference
according to presentation mode in readers’ ability to
construct cognitive maps of what they read. Wolf (2018)
and others have pointed out that much more research is
needed on how students acquire and use reading skills in a
“digital world.”

At the same time, there is strong empirical support for

the value of high-quality reading interventions. A meta-
analysis of research on interventions provided to young
students experiencing difficulty with foundational reading
skills examined 25 studies to determine the overall effect
of intensive early reading interventions and found positive
outcomes for a significant number of early struggling
readers in kindergarten through third grade (Wanzek et al.,,
2018). Results from meta-analyses of Read 180® conducted
by the What Works Clearinghouse™ (WWC, 2016) and an
independent research firm (Salinger et al., 2021) concurred
in their findings that Read 180 can significantly improve
students’ reading skills.
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How Read 180 aligns to the research

Read 180 is a blended learning solution for striving readers
in Grades 3 through 12 that seeks to raise students’ literacy
skills and cultivate a growth mindset in students by
delivering an evidence-based program incorporating best
practices in literacy instruction.

Read 180 is now configured to support all learners no
matter where they are in their reading—from needing
targeted foundational literacy skills instruction to
scaffolded supports in reading comprehension—within
the core classroom, dedicated classroom, or anytime
and anywhere.

Read 180 builds students’ literacy skills from phonics to
fluency to proficiency and is a Tier 2 and Tier 3 intervention
solution that supports students reading below grade level,
students with disabilities, special education students,

and multilingual learners, including newcomers. Read

180 accelerates students’ reading to achieve grade-level
proficiency through the following features:

¢ Foundational Skills: Developing foundational literacy
skills through explicit instruction on letter sounds, word
parts, and syllables

¢ Vocabulary: Deepening academic and content-area
vocabulary words

¢ Fluency: Providing multiple fluency practices with
feedback on accuracy, pacing, and prosody

¢ Content Knowledge: Expanding the content knowledge
that helps anchor students’ understanding of text

e Comprehension: Encouraging meaning making through
critical thinking and the ability to view and articulate
important issues from multiple perspectives

e Language: Supporting effective expression and
language development

Read 180 Evidence Base

Read 180 leverages adaptive technology to personalize
instruction for students and provides powerful data for
differentiation to teachers.

Read 180 is available in three stages, each with unique,
age-appropriate content: Stage A (Grades 3—-6), Stage B
(Grades 6—8), and Stage C (Grades 9-12).

For more information on Read 180, please visit:
hmhco.com/read180



http://hmhco.com/read180

Timeline

Early research Continued validation & sustained improvement based on best practices

1985-1996

Partially funded by a grant
from the U.S. Department
of Education’s Office

of Special Education
Programs, research by Dr.
Ted Hasselbring of Peabody
College, Vanderbilt University, leads to a
breakthrough prototype for software that
uses individual student performance data
to differentiate reading instruction.

Dr. Ted Hasselbring

1994-1996

Dr. Hasselbring joins forces with Dr. Janet
Allen of the University of Central Florida
and Florida’s Orange County public school
system to create the Orange County Literacy
Project for its lowest-performing students.
The project’s instructional model, rooted in
research-proven literacy practices, becomes

the basis of the Read 180 Instructional Model.

1997

Read 180 adopts the Lexile®
Framework for Reading
developed by MetaMetrics,
Inc. The framework provides a
common metric for measuring text difficulty
and student reading level.

&

LEXILE

1998-1999

Council of the Great City Schools® pilots
Read 180 in some of its largest member
school districts and enters into a research
partnership to study the efficacy of the
program.

1999

Read 180 is published and immediately
implemented in hundreds of schools
nationwide.
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2004-2005

ENTERPRISE EDITION

Through continued collaboration with Dr.
Ted Hasselbring and a new partnership with
Dr. Kate Kinsella and Dr. Kevin Feldman,
Read 180 Enterprise Edition is launched.
Structured engagement routines and
second-language support are added. The
first digital platform for managing student
data is introduced.

Read 180 is reviewed by the Center for
Applied Special Technologies (CAST) to
incorporate the Universal Design for
Learning (UDL) principles to ensure an
inclusive, accessible learning environment
for allstudents.

2006

H International Center for

Leadership in Education

Dr. Bill Daggett and the International
Center for Leadership in Education (ICLE)
champion Read 180 as the reading
intervention program that most closely aligns
with the center’s recommendations on
secondary school reform.

2006-2007

T4 The Council of Administrators
p J of Special Education (CASE)

. endorses Read 180 for use in
special education classrooms. CASE
endorses again in 2012 and 2015.

The Florida Center for Reading Research
completes an independent review of

Read 180 Enterprise Edition and documents
multiple strengths and no weaknesses.

2007

The Alliance for Excellent Education (AEE)
and the Carnegie Corporation publish
Writing Next, outlining best practices in
writing for older readers. Read 180 writing
instruction aligns with all recommendations.

2007-2008

Dr. Kate Kinsella, coauthor of
the Read 180 rBook®, creates
the LBook. Tested in California
classrooms, the LBook
provides explicit, systematic

Dr. Kate Kinsella

instruction for English
learners at differing levels of

| Book

English proficiency.

Hartry and colleagues (2008)
present positive outcomes of
Read 180 implemented in
after-school programs in a
Harvard Educational
Review article.

Harvard
Educational
Review

Adolescent Literacy

Read 180 is evaluated in the July—September
2008 issue of Reading Research Quarterly in
an article by Slavin and colleagues (2008).
The meta-analysis provides a positive
assessment of Read 180, showing more
evidence of effectiveness than the other 121
programs considered in the review.

These results are also summarized on the Best
Evidence Encyclopedia website (www.
bestevidence.org), where Read 180 is cited as
a Top-Rated Program for Middle/High School
having Moderate Evidence of Effectiveness.

2008

Dr. Marilyn Jager Adams,
author of Beginning to Read,
leads the development of
System 44, a foundational
reading system combining
the best thinking on
research-based phonemic
awareness and phonics instruction with the
power of adaptive technology. System 44 is
launched and implemented in

~2,800 classrooms within the SYSTEM
first six months.

Dr. Marilyn

Jager
Adarms



Timeline

Dr. Julie Washington,

a leading authority on
articulation, builds
instructional support for
students who struggle
with academic English.

Dr, Julie Washington

2009

The Journal of Research on
Educational Effectiveness
publishes a Gold-Standard
study of adolescent reading
interventions by the Florida
Center for Reading Research
(FCRR) and Florida State
University that reveals significant gains with
Read 180 (2009).

A review by the federal What Works
Clearinghouse (WWC) concludes that the
extent of evidence for Read 180 is “medium
to large for comprehension and medium to
large for general literacy achievement.”

2010

We again partner with the Council of the Great
City Schools and the American Institutes for
Research® (AIR®) to release Implementation
Matters: Systems for Success (Salinger et

al., 2010) to outline conditions that sustain
onmodel implementation of Read 180 in

urban districts.

2011

U.S. DOE-funded Striving ﬂ
Readers program results show E

that Read 180 significantly

increased reading achievement for students
in several school districts across the country.

A U.S. DOE—funded evaluation of Read 180
published in Educational Evaluation and
Policy Analysis found that students who
used Read 180 after school outperformed
the control group on measures of reading
comprehension and vocabulary

(Kim et al., 2011).
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—
MIJH /' Read 180 Next

Generation launches.

“SMEXTacwcranon The revised version

empowers students, teachers, and leaders

with more robust access to data. The revised

instructional path provides a supportive path

for differentiated instruction.

2012

A review by the National Center on Intensive
Intervention (NCII) concludes that the extent
of evidence ranged from “partially convincing
to convincing,” demonstrating that Read 180
is effective as an RTI model.

2013
SVSTEM System 44 Next Generation is
‘ 44 ]‘ launched, the foundational
/; reading program designed to
— get readers on the path to

meeting rigorous new standards. It includes
explicit instruction in reading complex text
and evidence-based writing.

2014

Using Read 180 and System 44 allows Napa
Valley Unified School District to significantly
improve student outcomes on the CST ELA
and CELDT by lowering special education
referrals and decreasing suspension counts.

2015

Research federally funded by the Striving
Readers project found that Read 180 was
the only program out of 10 to have positive
effects on students’ literacy achievement.

2016

Read 180 Universal

is developed to align
to more rigorous UNIVERSAL
standards while personalizing instruction to

meet students’ cognitive, language, and
socialemotional needs.

What Works Clearinghouse (WWC) publishes
an updated Intervention Report, stating that
“Read 180 was found to have positive effects
on comprehension and general literacy
achievement, and potentially positive effects
on reading fluency for adolescent readers.”

2016-2017

American Institutes for Research (AIR)
examines the association between Read 180
students’ social and emotional learning and
literacy achievement and found that Read 180
students had greater positive change in their
growth mindset than non—-Read 180 students.

2018-2019

Researchers at the Neurocognition of
Language Lab at Teachers College,
Columbia University measure the brain
waves of System 44 students and made
significant findings on neurodiversity and the
plasticity of the reading brain.

2020-2021

Dr. Devin Kearns, associate
professor of Special
Education at the University
of Connecticut, joins the
authorship team to advise on
foundational literacy instruction for the fully
integrated, evidence-based Read 180.

Dr, Devin Keams

2022

Read 180 launches as an updated program
on a new digital platform that provides a

fully integrated program to support students’
reading development from phonics to fluency
to reading proficiency.

'Read 180

AT
HMH



Implementation model

Read 180 features a blended learning rotational model
designed to address students at all levels of intervention.
This model organizes class time to provide a balance of
teacher-led instruction in whole- and small-group settings
with additional scaffolded independent practice during
the Student App and Independent Reading rotations.

It is designed to maximize instructional time and
accelerate achievement.

Whole-Group Learning: Using a blended learning model,
teachers begin each class by facilitating instruction in
reading skills and strategies, content-area and academic
vocabulary, writing, conventions, and academic discussions
to the whole class. The class completes multiple readings
of engaging, grade-level texts that increase in complexity
using a Gradual Release model. In the beginning of this
Gradual Release approach, the teacher reads the text
aloud to students, modeling fluency and guiding students
to an understanding of the text’s central ideas. Whole-
Group Learning also includes systematic instruction in
vocabulary and writing. Vocabulary instruction helps
students strengthen their language skills. Scaffolded
writing instruction models and helps students develop
writing skills and culminates in an essay-length writing
activity. The teacher guides students in analyzing a model
text and then uses routines to help students internalize the
writing process.

Student Application (Student App): Students work
independently on the Read 180 Student App, where they
follow a path that allows them to work within their zone

of proximal development. Each segment of the Student
App consists of six zones that provide targeted instruction,
practice, and feedback on the components of reading for
which students need the most assistance: Explore Zone,
Reading Zone, Language Zone, Fluency Zone, Writing
Zone, and Success Zone. The students move through the
zones on individualized paths that take into consideration
their performance on assessments and previous Student
App activities, engagement, interests, and teacher inputs.
In the Explore Zone, students watch an Anchor Video to
build background knowledge and develop a mental model
for the segment and then complete a vocabulary-based
activity focused on high-leverage vocabulary to determine
if they need additional vocabulary practice before reading
the target passage.

Read 180 Evidence Base

¢ In the Reading Zone, students complete multiple
readings of the target passage, giving them the
opportunity to build fluency, learn academic vocabulary,
and practice reading comprehension strategies that are
specifically applicable to the particular passage.

¢ |nthe Language Zone, students build and expand
their vocabulary knowledge through language-based
activities.

¢ In the Fluency Zone, students practice reading and
spelling with a variety of words and patterns in order
to automate these processes, which in turn will allow
their cognitive resources to focus on higher-order
comprehension tasks.

¢ |nthe Writing Zone, students practice the writing
strategies for narrative, informative, and argumentative
writing that they have learned in Whole-Group and
Small-Group Learning lessons.

¢ Inthe Success Zone, students build and apply the
fluency and comprehension strategies they have
learned and practiced in the other zones on discrepancy,
context, and stretch passages.

Small-Group Learning: Students receive individualized,
data-driven instruction that meets their unique learning
needs while building meaningful relationships with their
teachers. During text-based lessons, the teacher facilitates
a close reading exploration of the text in small groups.
The teacher models essential reading strategies and then
guides students in a collaborative analysis and discussion
of the text. During writing lessons, the teacher guides
student collaboration on writing tasks. Students are able
to share ideas and exchange feedback with their peers

at all stages of the writing process. The evidence-based
instructional routines build engagement and foster high-
level thinking.

Small-Group Learning is a true formative experience:
The teacher has supports to quickly check student
understanding during instruction as well as options to
adjust instruction based on in-the-moment data.
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Independent Reading: Students engage with complex,
content-rich literature and informational texts that they
can read with success. Students can apply comprehension
strategies they are taught, including context clues, making
inferences, cause and effect, and more.

The Read 180 Independent Reading rotation is designed
to foster accountable independent reading in students.
Specifically, during Independent Reading, students
complete graphic organizers, and after, students take

an HMH Reading Counts!® quiz. The library consists of
print books and digital reads. The digital library consists
of both eBooks and eReads, which are relevant, current,
and engaging articles of differing modalities and length.
In addition, the Read 180 library includes audiobooks in
which an audio coach models fluent reading and reading
comprehension strategies throughout the text.

Station Rotations: After Whole-Group Learning, students
rotate between Student App, Small-Group Learning, and
Independent Reading stations at the teacher’s discretion.
As students rotate through the stations, they receive
explicit instruction, guided practice, and personalized
feedback on the internalization of new content and learning
strategies—and then reconvene for a Whole-Group Wrap-
Up to reinforce what they have learned.

Student
Application

000
>

g

4

000
¢

Station
Rotations
Whole-Group WhoIe-C?roup
Learning Learning
L] L 3
—_——— -
L] L
s
Small-Group Independent
Learning Reading

Read 180 Evidence Base
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Flexible models

The Digital Access implementation is designed to be
included for striving readers as part of a core English
language arts class. During independent work times,

such as literacy workstations, Read 180 students engage
in personalized learning with the Student App. During
Independent Reading, students engage with the Read 180
library, which is curated with accessible, developmentally
appropriate texts for a full range of striving readers. This
model can be implemented within a 20-minute-plus
timeframe.

In the Single Period implementation (40-59 minutes), a
full Read 180 rotational model occurs over the course of
two days. Each day ends with a 5-minute Whole-Group
Wrap-Up.

e On Day A, students begin with Whole-Group Learning.
Then, students complete one rotation.

e On Day B, students complete the other two rotations.
There is no introductory Whole-Group Learning lesson
this day.

In the Extended Single Period implementation (60-79
minutes), each day opens with a Whole-Group Learning
session. Students then break into groups and complete

all three rotations. The amount of time in each rotation
depends on the length of the class period. In the Extended
Single Period model, students do not complete a Whole-
Group Wrap-Up.

In the Double Period implementation (80+ minutes),
students complete the full Read 180 rotational model each
day. The amount of time in each rotation depends on the
length of the class period.

e Students begin with 15-20 minutes of Whole-Group
Learning.

e Students then complete all three rotations for a minimum
of 20 minutes each day.

e Each class period ends with a 5- to 10-minute Whole-
Group Wrap-Up.

Read 180 Evidence Base

20-minute rotations

Attention. Cognitive psychologists have postulated for
decades that students are actively attentive for the first
10-15 minutes of teacher-led instruction, but their attention
begins to wane after that time period (Hartley & Davies,
1978). Researchers also note that implementing other
factors, such as individual variability and task type, to
engage students’ attention for longer periods of time can
further affect students’ attention (McKeachie & Svinicki,
2006; Wilson & Korn, 2007). Read 180’s model encourages
students to focus for 15- to 20-minute increments before
moving to another activity. These transitions provide brief
brain breaks that students need to refocus their attention
on a new topic and optimally engage in each instructional
task.

Value of Reading 20 Minutes Every Day. In addition,
research shows that reading 20 minutes each day has
numerous benefits. Students are exposed to about 1.8
million words of text every year when reading 20 minutes
daily (Anderson et al., 1988). As students read more, they
develop reading stamina and increase their vocabulary,
content knowledge, and fluency.

Read 180 students are reading throughout the program,

whether during Whole-Group/Small-Group instruction or
independently at their own pace in the Student App and

during the Independent Reading rotation.

Flexible Scheduling. Furthermore, breaking down
each Read 180 rotation to 20 minutes allows teachers
to successfully implement the program based on their
scheduling needs, from 20 minutes in a single period to
longer instructional blocks.
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Program overview and components

Read 180 is designed to support striving readers across the full continuum of reading needs. With flexible and adaptive
instructional resources, Read 180 supports students on their journey from developing foundational literacy skills to

confidently comprehending grade-level texts.

Whole- and small-group learning

Read 180 teachers provide evidence-based instruction and target skill gaps with whole- and small-group guided curriculum
(available as print books for teachers and students, as well as online editions) used during teacher-facilitated Whole-Group

Learning and Small-Group Learning.

For students who need
comprehension skills

For students who need
foundational skills development,
use the Real Book: Code Teaching
Guide and Student Edition, Books

1-4 and letter tiles. Student Edition, 1-12.

i | Read 180° www | Read 180°

development, use the Real Book:
Workshop Teaching Guide and

For newcomer students at the
early stages of English language
proficiency, use Language
Launch interactive teacher and
student resources.

SEGMENTS 1-6

WORKSHOP 5

Code One The Earth Moves

READING - LANGUAGE - LEARNING ISCTeIM:1CTCTe

Real Book: Code

Student Application (Student App)

READING - LANGUAGE - LEARNING I CTe|B=1CTC1 S

Real Book: Workshop

Language Launch

The Read 180 Student Application provides each student with a personalized learning path that accelerates their road to
reading proficiency. The Student Application allows students to take control of their own learning by tracking their progress
toward mastery of reading skills and witnessing their growth over time.

For students new to English and students who need
support in phonics and decoding, Read 180 provides
systematic Foundational Skills instruction.

Stephanie Banner @ ®
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Code Segments
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For students who are reading below grade level
but have a phonics foundation, Read 180 provides
adaptive instruction in comprehension skills.
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Independent Reading: Classroom Library

Read 180 fosters student choice and a love of reading. The program also includes checkpoints for accountability and insight

on student progress in independent reading.

e For students new to English and students who need support in phonics and decoding, Read 180 provides decodable
paperbacks with accompanying audio support to help students put phonics skills into practice.

e For students who need comprehension skills development, Read 180 provides a suite of print paperbacks and eBooks at

a variety of reading levels.

e Students who need comprehension skills development also have access to grade-level texts with audio supports, which

include a Reading Coach who offers metacognitive support.

e All Read 180 students have access to eReads, grade-level nonfiction articles with a variety of support features.

&

Resources and Data

Acsoezmant oo

sndands Foport

The Ed learning platform empowers teachers
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osbtood  MyClowes [ Bepam ) Docoew ot Leaming 2N

Program Activity Report -

St vexd 190 Stk My 16, 202116 Jurw 16, 2021

with resources to maximize instructional impact—
providing actionable data, instructional planning,
assessment resources, teaching and differentiating
resources, and professional learning support.
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Read 180 Evidence Base
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Alignment to ESSA

Demonstrating stong levels of evidence

Read 180 has been the subject of continuous research and validation efforts for over two decades, and studies repeatedly
prove its effectiveness at closing gaps and increasing outcomes. This thoroughly researched and documented blended
literacy intervention has been proven to improve performanceon standardized assessments, reduce dropout rates, and
improve achievement levels for students classified in a variety of subcategories.

Read 180 has been validated by numerous independent
studies published in academic peer-reviewed journals,
reports issued by national education organizations, and
external evaluation sites. The Center for Research and
Reform in Education at Johns Hopkins University (the
organization behind Evidence for ESSA) has given Read
180 a Strong evidence rating—the highest ESSA rating.
What Works Clearinghouse (WWC) evaluated Read 180
and reported that it has positive effects on students’
comprehension and general literacy achievement. The
National Center for Education Evaluation and Regional
Assistance (NCEE) evaluated 10 programs and found that
Read 180 was the only program proven to consistently
improve reading achievement among a range of learners
from Grade 6 through age 25. The United States
Department of Education’s Institute of Education Sciences
(IES) published a report summarizing the federally
funded Striving Readers research on the effectiveness

Read 180 Evidence Base

of intervention programs on the reading achievement of
struggling adolescent students. The authors of the report
found that Read 180 was the only program out of 10 studied
as part of the Striving Readers project that had positive
effects on reading achievement.

The program was recognized at the 2019 International
Society of Technology in Education (ISTE) Conference. An
anonymous panel of judges comprised of the country’s
most tech-savvy educators awarded Read 180 with Tech
& Learning’s ISTE Best of Show, which is given to products
and services with the greatest promise for impacting
teaching and learning.

Additional Read 180 study results can be found in the
Research Library on the HMH Research website at
hmhco.com/read180research.



http://hmhco.com/read180research

Literacy Frameworks

In 2013, the International Literacy Association (ILA) published the sixth edition of Theoretical Models and Processes of
Reading (Alvermann et al., 2013)—a collection of chapters offering diverse perspectives on how individuals learn to read
and grow as readers. Over the years, the various editions of this book have reviewed scientific research, drawn conclusions
from it, and set forth the authors’ understanding of what the research suggests about reading. The editions have
documented some changes in researchers’ thinking over time but have also shown some consistency in basic frameworks
for understanding how individuals become literate.

The simple view of reading

The Simple View of Reading (SVR), a widely accepted access the meaning of the text — that is, to comprehend.
theory of reading development (Gough & Tunmer, 1986), Decoding involves connecting the spellings in words to

contends that reading comprehension is the product their sounds and putting them together in order to read.

of word recognition and language comprehension. This seems like a simple process but is, of course, much
Successful readers simultaneously decode the words more cognitively complex.

on a page and draw on their knowledge of language to

The Simple View of Reading

Decoding Language Reading
(word recognition) X comprehension —_ comprehension

14 | Read 180 Evidence Base
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Scarborough's Reading Rope

To explain the actual complexity of learning to read,
Scarborough (2001) used an analogy of the numerous
stands that are woven together to make a rope strong.
She introduced an infographic—Scarborough’s Reading
Rope—that expands on the SVR basic components of
language comprehension and word recognition. She
emphasized that reading ability is not restricted to
decoding and comprehending the words on a page.
She also stressed that the extent to which children

are exposed to rich, nuanced language in storybooks

or in conversations around them and to which they

gain background knowledge from varied experiences
influences their ease in learning to read. As the

Reading Rope shows, reading acquisition is far from
simple. Proficient readers must learn to decode words
automatically and draw their understanding of aspects of
language, such as semantics, morphology, and syllable
structure, to become increasingly strategic as readers.

The Active View of Reading

Duke and Cartwright’s Active View of Reading (2021)
expands beyond the two components of the SVR and
the interwoven strands of Scarborough’s Reading Rope.
Their model shows the complexity of learning to read

by explicitly listing the factors that contribute to reading
success and that can, at the same time, potentially cause
reading difficulty; this approach stresses that not all
reading difficulties stem from low word recognition or
language comprehension. Duke and Cartwright maintain
that word recognition and language comprehension skills
actually overlap, as documented by shared variance
found in many research studies.

The model includes active self-regulation both as

an influence on word recognition and language
comprehension and as a bridge between the two. The
inclusion of self-regulation recognizes the importance

of research of relationships among students’ motivation
and engagement and executive functioning skills and
their flexible use of strategies to achieve comprehension.
Finally, the Active View of Reading emphasizes that each
component of the model is malleable by direct, thoughtful
teacher practice.

WORD

RECOGNITION

This is a reader model.
Reading is also impacted by text,
task, and sociocultural context.

ACTIVE
SELF REGULATION

BRIDGING
PROCESSES

LANGUAGE COMPREHENSION
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Duke & Cartwright, 2021



Pillars of Literacy

Interest in the challenge of teaching children to read is
long-standing. Becoming a Nation of Readers (Anderson et
al., 1985) stated that the process of constructing meaning
from written texts was a complex skill that required

the coordination of a number of interrelated sources of
information and emphasized the importance of high-quality
early literacy instruction. Twelve years later, in 1997, the
U.S. Congress convened the National Reading Panel (NRP)
to again review the scientific research evidence on reading
and the resulting implications for reading instruction.

In 2000, the experts on the panel produced a report
based on decades of research evidence that highlighted
five key pillars of early literacy: Phonemic Awareness,
Phonics, Fluency, Vocabulary, and Comprehension (NRP,
2000). Beginning readers must master these components
of literacy; they should constitute the foundation of early
literacy instruction because phonemic awareness and
phonics have a direct and positive impact on reading
acquisition, and a foundation in these skills can positively
affect other key elements of literacy, such as fluency,
vocabulary development, and comprehension (Ehri et al.,
2001). The 5 Pillars of Literacy—also known as the Big 5—
remain widely accepted by researchers and educators as
core elements of effective reading instruction that should
be explicitly taught as students strive to become literate.

In the decades since the NRP’s report was published,
reading researchers have continued to emphasize the

Seven pillars of literacy

importance of using rigorous gold-standard research
methodologies to study essential elements of reading
acquisition and to identify effective practices for reading
instruction. Modern reading research includes empirical
evidence from diverse disciplines, such as cognitive
psychology, educational psychology, neuroscience, and
linguistics, in order to better understand how humans learn
to read. It also closely examines teacher practice to identify
what works, for whom, and under what circumstances.

At Houghton Mifflin Harcourt (HMH), we have added a
number of essential elements to the Foundational Pillars
of Literacy, including, writing, knowledge development,
language development, and SEL.

The research evidence has demonstrated that learning to
read is not like learning to speak. Unlike speaking, which
many (though not all) children are able to pick up naturally
and without formal instruction by being immersed in a
speech-rich environment, reading can seem unnatural

and be effortful to learn (Seidenberg, 2013). Evolutionary
psychology shows that written language is a relatively
new ability acquired only 5,000 years ago. Neuroscience
researchers have identified specific brain regions that are
active while reading and also demonstrated that learning to
read actually changes the structure of the brain (Dehaene
et al,, 2010). Cognitive psychologists have provided
evidence that learning to read proficiently requires explicit,
systematic, and cumulative instruction in the elements of
written language (Seidenberg, 2017).

Essential elements
of literacy

Phonemic
awareness

Phonics Fluency

Vocabulary

Comprehension  Knowledge Writing

Language development
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Structured Literacy

Most children learn to speak with relative ease. However,
many find that learning to read and write proves
challenging, regardless of their preschool and home
experiences. Often, these individuals have difficulty
processing the written and spoken forms of language
(the orthography and phonology) and may ultimately be
diagnosed as dyslexic. Researchers, using neuroimaging
of the brains of individuals who have and have not been
diagnosed with dyslexia, are contributing to educators’
understanding of the most effective instructional strategies
to help dyslexics—and others experiencing learning
challenges—become competent readers.

First coined by the International Dyslexia Association (IDA),
“structured literacy is characterized by the provision of
systematic, explicit instruction that integrates listening,
speaking, reading, and writing, and emphasizes the
structure of language across the speech sound system
(phonology), the writing system (orthography), the structure
of sentences (syntax), the meaningful parts of words
(morphology), the relationships among words (semantics),
and the organization of spoken and written discourse”
(International Dyslexia Association, 2019). The evidence-
based components of structured literacy include:

Phonology: the study of the spoken word’s sound structure.

Phonemic awareness, central to phonology, refers to the
fact that every spoken word is a sequence of phonemes,
which are the smallest units of sound. Phonemes are
represented by graphemes, the letters of the alphabet. The
awareness of phonemes is crucial to understanding the
alphabetic principle and, thus, the learning of phonics and
spelling (National Research Council, 1998).

Sound-symbol association: the alphabetic principle.
Knowing the correspondence between letters and speech
sounds allows readers to map phonemes (sounds) to
graphemes (letters) (Foorman et al., 2016).

Syllables: units of spoken language. Because they are
larger than individual phonemes, syllables are easier
for beginners to hear and manipulate. Syllabication, the
ability to identify and divide syllables in written words,
equips students with strategies for identifying unfamiliar
multisyllabic words (NRP, 2000) and is applicable as
students master spelling.
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Morphology: the underlying meaning structure of
words. In the context of foundational literacy instruction,
morphological awareness refers to the ability to
understand the function and meaning of word bases and
affixes (e.g., inflectional endings, prefixes, suffixes), and
how they can be combined to form words (NRP, 2000).

Syntax: how words are usually ordered in sentences or
clauses to communicate meaning (e.g., nouns or pronouns
followed by verbs, with modifiers as needed). Learning
about syntax involves learning parts of speech, the usual
conventions of language, and the structures of different
sentence types.

Semantics: the meanings of single words, phrases, and
sentences. Semantics relates to vocabulary instruction

but extends to the directly stated or implied meaning of
phrases, sentences, and paragraphs. The term also refers
to the understanding of text organization (e.g., a poemvs. a
story vs. an informational piece on the same topic).

Systematic, Cumulative, Explicit, and Diagnostic
Instruction: The hallmark of structured literacy is a
systematic, explicit, and diagnostic approach to reading
instruction that is based on evidence from research
studies. Instruction is cumulative, in that students acquire
the full range of foundational skills they will need to be
fully literate.

Systematic: Teachers align instruction to a scope and
sequence that reflects how students acquire new skills

by moving from the easiest and most basic concepts and
elements to more difficult ones. Their lesson plans reflect
the diversity of students in the class and include what
research has documented as best practices. Teachers
incorporate language and examples that are appropriate
for students’ ages, vocabularies, attention spans, and
needs, and provide students with meaningful opportunities
for practicing new skills.

Explicit: Instruction includes the deliberate teaching of

all concepts with continuous student-teacher interaction
because students often will not deduce these concepts
on their own. Teachers also ensure that all students,

even young learners considered at possible risk for later
struggles, engage in appropriate activities to practice both
reading and writing (Fien et al., 2015).
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As they plan their explicit instruction, teachers strive to
ensure that their instruction is incremental; that is, only
small, easy-to-digest amounts of information are presented
each time. As Hirsch (1996) pointed out, the human mind
can handle only a small amount of new information at

one time. A child’s mind needs time to digest the new
information, fostering memory and meaning, before it can
move on to a set of new information.

Diagnostic: Finally, while implementing a structured
literacy approach, teachers adopt a diagnostic stance. They
continually assess students’ learning strengths and identify
gaps so that they can adjust and personalize instruction
and practice activities to meet their needs. These
assessments take many forms: They can be administered
informally through observations of students working,
conferencing with students, and analyzing student work
with rubrics. They can also be administered more formally
using valid and reliable standardized measures.
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Cumulative: Reflecting what is known about how people
learn complex cognitive task instruction in foundational
skills must be cumulative; that is, sequenced so that
each new step is based on concepts that students have
previously learned. This ensures that their learning is
cumulative and that students have mastered simple skills
before higher-level skills are introduced. Thus, students
understand how foundational skills work in conjunction
with each other to produce comprehension (Ehri, 2020;
NRP, 2000). Cumulative instruction ensures that students
become totally proficient in all—not one or two—of the
foundational skills.
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Foundational Skills

Many of the current debates about teaching reading
contend that young students are not being adequately
taught fundamental skills, such as phonics, that are needed
to decode. The result is that they struggle to connect
letters and sounds as they try to read words. It is true that
research has consistently shown that students’ knowledge
of the correspondence between sounds and spellings
determines their ability to read single words with speed
and accuracy, which in turn predicts their ability to read
and comprehend texts (Adams & Bruck, 1995; Ehri, 2020;
Scarborough, 2001). However, a broader focus is needed
in many debates about reading instruction and in policies
developed to guide curriculum developers and educators
(Silverman et al., 2020; Seidenberg, 2017) because it is
more than their lack of understanding of letter-sound
correspondences that challenge students’ progression

as readers. Students experiencing these early challenges
as readers may not fully grasp phonemic awareness

and phonological processing; that is, identifying and
manipulating phonemes, the smallest units of sound in oral
language. These early gaps in their understanding may not
be evident until the third or fourth grade and are likely to
impede reading ability throughout the student’s lifespan
without intervention (Lipka et al., 2006).

Direct instruction in both phonemic awareness and
phonics improves word recognition skills, which in turn
improves fluency and reading comprehension. Explicit and
systematic literacy instruction that focuses on foundational
skills taught in the context of meaningful, level-appropriate
texts has proven especially important to improved reading
abilities for striving readers and students with disabilities
(Adams, 1990; National Early Literacy Panel [NELP], 2008;
NRP, 2000; National Research Council, 1998).
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It is important for teachers to remember that the
recommendation to gear instruction to students’ needs
works two ways. First, educators should provide instruction
in skills that students have not yet mastered while also
assessing individuals’ mastery and moving them forward
toward new learning. Secondly, this ongoing process of
teaching and checking on mastery is difficult to deliver as
a whole class, and differentiated instruction that delivers
more targeted instruction happens most effectively in
small-group settings. Duke and Mesmer (2019) refer to
reliance on large-group or whole-class direct instruction
in foundational skills without differentiated instruction as
an “instructional misstep” that can lead to the need for
intervention later in students’ instructional lives.

Foundational skills are critical to early literacy
development, but as a means, not an end. The purpose of
phonics instruction is to promote the ability to read with
ease, accuracy, and meaning. Extensive research findings
strongly support the effectiveness of phonics instruction
while also emphasizing its larger goal of reading fluency
and comprehension. As the National Reading Panel
(2000) states, “systematic phonics instruction should be
integrated with other reading instruction.” In other words,
students must come to understand the larger purpose
behind learning letter-sound relationships. Furthermore,
their emerging skills must be continuously applied to
meaningful reading and writing activities (NRP, 2000).



Phonological and Phonemic

Awadreness

Alphabet knowledge is an important first step in reading
success. Research shows that the “best predictor” of
reading success at the end of first grade was the ability to
recognize and name uppercase and lowercase letters at
the start of the year (Adams, 1990, p. 43). That knowledge is
both a precursor to and facilitator of phonemic awareness
(Rosenberg, 2006). Mastering the alphabetic principle
“depends equally on knowledge of letters and on explicit
awareness of phonemes because it depends integrally

on the association between them” (Adams, 1990, p. 304).
Recognizing letters automatically makes it easier for
children to recognize the patterns of letters, and the ability
to do this is a key to reading words (Nevills & Wolfe, 2009).

Phonological awareness is the awareness of the sound
structure of a spoken language and of the spoken

word (Gillon, 2017). Young learners demonstrate their
phonological awareness when they are able to recognize
and manipulate the spoken parts of words (for example,
by clapping to the individual parts of spoken text: “Mar—y-
had-a-lit-tle-lamb”). Other more advanced examples

of this important foundational skill include being able

to identify words that rhyme, recognizing alliteration,
segmenting a sentence into words, identifying the distinct
syllables in a word, and blending and segmenting onset
rimes. Phonological awareness in young learners begins
developing before the beginning of formal schooling and
continues through the early elementary years.

Gillon (2017) states that there are three levels of
phonological awareness of the spoken word. Syllable
awareness is the understanding that words are broken
down into syllables. Treiman (1991) noted that there are
three principles of syllable division:

e Each syllable contains a vowel or vowel sound.

e Syllable division follows the stress pattern of the word.

e Syllables are divided to ensure that consonants that
cannot be clustered do not begin or end a syllable
(e.g., only is divided as on-ly because the -nl consonant
combination is not a standard cluster).
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The second level of phonological awareness is the onset-
rime awareness, which is the understanding that words
have a beginning sound (onset) and an ending sound unit
(rime). When determining whether words rhyme, students
must be able to separate out the beginning sound and
determine whether the ending sound units are the same
between words (Gillon, 2017). Researchers note that
syllable awareness and onset-rime awareness precede
the understanding that words are broken up into individual
sounds (Treiman, 1991).

Thus, the third level of phonological awareness is the
attention to the individual sound units within a word,
commonly referred to as phonemic awareness. Phonemic
awareness refers to the ability to identify and manipulate
individual speech sounds in oral language. A phoneme

is the smallest unit of sound in a given language that

can be recognized as being distinct from other sounds

in the language. “Because phonemes are the units of
sound that are represented by the letters of an alphabet,
an awareness of phonemes is key to understanding the
logic of the alphabetic principle and thus to learning of
phonics and spelling” (National Research Council, 1998,
p.52). Phonemic awareness is essential to reading because
hearing the individual sounds in words is key to matching
them with printed letters when learning to decode.

The importance of phonemic awareness in learning to read
has been well documented. The NRP (2000) reviewed
decades’ worth of reading research and concluded that
phonemic awareness and letter knowledge are the two
best indicators of how well children will learn to read
during the first two years of instruction. Research has found
that students’ phonemic awareness is highly correlated
and predictive of their reading skills (Juel et al., 1986).

The effect on reading success is even stronger when
phonological and phonemic awareness instruction is
combined with activities that promote knowledge of letter
names and letter sounds (Brady 2012; NELP, 2008). As
Cunningham (1990) explains, “explicit instruction in how
segmentation and blending are involved in the reading
process helps children to transfer and apply component
skills such as phonemic awareness to the activity of
reading” (p. 441).



How Read 180 aligns to the research

Read 180 delivers research-based, explicit, scaffolded,

and systematic instruction in the 44 speech phonemes of
English, providing the foundational literacy skills that are
essential to the academic success of all striving readers.
The scope and sequence for phonemic awareness
instruction presents the most stable, frequent, and highest-
utility sounds first. This allows students to experience quick
success when connecting sounds to letters and when
decoding words.

In the adaptive Student Application (Student App), the
Code lessons provide explicit instruction based on a
comprehensive scope and sequence. Direct instruction
embedded in the Student App further develops
phonemic awareness skills in the context of decoding

(or word identification) and encoding (or spelling). For
example, in the Student App, students engage in auditory
and visual phonological awareness activities such as
word/syllable recognition, onset/rime recognition, and
listening/responding.

With the Real Book: Code, teacher-led lessons provide
explicit instruction in blending, segmenting, and other
phonemic awareness skills and strategies. Correct
pronunciation and articulation of phonemes is reinforced by
the teacher as well as with video models in the software.
The teacher-led instruction allows for students to transfer
the acquisition of foundational skills they have learned
while working independently on the Student App.

Students have many opportunities to use visual, aural,
kinesthetic, and tactile modalities to strengthen their
phonemic awareness. Teachers can use the Letter Tile

Kit using letter tiles during the Small-Group lessons to
offer students the opportunity to manipulate letters and
morphemes in order to create new words. This visual/
tactile activity builds phonemic awareness as students
add and subtract phonemes. By building seamlessly

from phonemic awareness into phonics, the lessons help
students transition smoothly from oral to written language.
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Phonological Awareness Assessment. Teachers can
administer the Phonological and Phonemic Awareness
Assessment, downloadable from Ed Resources. Teachers
can use the results to identify whether additional
phonological awareness interventions are necessary.

Phonemic Awareness Routines. In addition to each day’s
Phonics and Word Study lessons, teachers can use the
Phonemic Awareness Routines that may be taught at

the beginning of the program for students who need
preliminary support in identifying and discriminating

the sounds of the English language before moving into
phonics and decoding in printed text. Teachers can use
the data provided from the Phonological Awareness
Assessment to decide which instructional routines would
most benefit the students.
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Phonological and Phonemic Awareness
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Phonics and Word Recognition

Effective reading instruction in the early grades focuses on
helping students learn “the basics”; that is, the foundations
of sophisticated reading skills and strategies. This begins
with ensuring that students have developed phonemic
awareness and learn letter-sound correspondences, but
these are not the only skills and understandings beginning
readers must master. After students learn to differentiate
the sounds of speech, their next step is to learn phonics—
the relationship between written letters (graphemes) and
the individual sounds they represent (phonemes). As these
understandings fall into place, students begin to decode
and sound out words. Initially, they may recognize familiar
words by sight, but they should gradually apply what they
know about letter-sound correspondences to decode
words as they read and to encode words as they write.
They may also apply what they are learning about letters
and sounds by writing, using what is often called “invented
spelling” (Gentry, 2000).

Effective reading instruction in the early grades is often
modeled on the Orton-Gillingham method of systematic,
cumulative, explicit, and multisensory reading instruction.
Dr. Samuel T. Orton and Anna Gillingham’s pioneering
scientific research in systematic phonics instruction
demonstrated the importance of visual, auditory, and
kinesthetic elements to what they termed the “language
triangle.” Their studies spanned more than 20 years

and drew on the fields of neurology, speech pathology,
educational psychology, and classroom teaching (Sayeski
et al., 2018; Sheffield, 1991).

Letter-sound
correspondences

Research has indicated that explicit and systematic
instruction in phonics is a key element of effective reading
programs, and an estimated 60% of early readers require
explicit and systematic phonics instruction in order to learn
to read (NRP, 2000).
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The National Reading Panel reviewed 38 research

studies and concluded that explicit and systematic
phonics instruction (based on a clearly defined scope

and sequence and taught directly to students) was more
effective at helping children learn to read than responsive
phonics instruction (consisting of individualized phonics
mini-lessons only provided to the child if needed) or no
phonics instruction at all (National Institute of Child Health
and Human Development [NICHD], 2000).

Letter-sound correspondences refer to the relationship
between written letters (graphemes) and the individual
sounds they represent (phonemes). As students learn
letter-sound correspondences, they develop decoding
skills and gradually, with explicit instruction, can apply
what they know about letter-sound correspondences to
decode words as they read and to encode words as they
write (Foorman et al., 2016). Effective reading instruction
helps students master sound-symbol associations in two
directions: visual to auditory (reading) and auditory to visual
(spelling). As such, learning to spell reinforces learning to
read; spelling and reading are the productive and receptive
sides of the same coin.

Syllabication

In addition to teaching phonics skills explicitly with detailed
explanations, modeling, and practice, effective reading
teachers also include instruction in syllable structure.
Understanding the principles of syllabication helps young
readers figure out the pronunciation of words they see in
print and helps older students decode multisyllabic words.

Syllabication, the ability to identify and divide syllables
in written words, equips students with strategies for
identifying unfamiliar multisyllabic words. Research
shows that reading success is linked to the ability of
young learners “to detect syllables in speech or to
segment syllables from speech” (Adams, 1990, p. 300).
Adams states that “skillful readers’ ability to read long
words depends on their ability to break the words into
syllables” (p. 25).
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From a reading-fluency perspective, as students progress
in their reading from the partial-alphabetic phase of
development to the consolidated phase, they use their
knowledge of recurring letter patterns to consolidate
letters into larger units. This, in turn, facilitates their
learning of words as sight words beyond the basic, high-
frequency, non-decodable set (Ehri, 1995). Thus, the ability
to break words into syllabus is critical to skillful reading of
long words, and to the acquisition of increasingly complex
words as sight words (Adams, 1990; Ehri, 1995; NRP, 2000).

Decoding and
decodable texts

Research also shows that teaching students to read by
using decodable and strictly controlled text is highly
effective for beginning reading success. The best texts

for beginning readers, including those who seem to be
struggling, is often “controlled” so that words are easily
decodable. But being “controlled” does not mean the texts
are boring; rather, they are well-illustrated informational
texts and narratives containing engaging, age-appropriate,
and culturally relevant stories that avoid stereotypes
(Adams, 2009). The best texts should contribute to
background knowledge and broaden students’ sense

of story and text structure. Allowing students to handle
books, read aloud, and listen to peers and the teacher
read is part of the multisensory approach to reading
instruction that benefits many students, especially those
with disabilities or who are at risk for reading difficulties.
Using controlled, engaging texts provides practice with the
words found in most beginning reading materials (Adams,
1990). Researchers state that multiple-criteria texts with
the key characteristic of decodability can be beneficial for
successful reading (Cheatham & Allor, 2012).

High-frequency words

As students begin to read, they start to accumulate a set of
high-frequency words that they recognize instantly and can
read without conscious effort; that is, they read them “by
sight.” These may be words that students commonly see in
their environments, such as “STOP,” or that occur frequently
in the beginning readers they use.
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High-frequency words are commonly used but irregularly
spelled words that are taught to be read as unanalyzed
wholes (NRP, 2000, p. 2-102). The ability to fluently
comprehend text—the goal of all reading instruction—
depends on reading high-frequency words with
automaticity (Adams, 1990). The importance of mastering
high-frequency words is made clear by the fact that only
14 of the 150 most frequently used words in English follow
sound-symbol generalizations that early readers are likely
to have encountered (Adams, 1990). Indeed, some of the
most common words in English, such as does, to, were,
there, and one, are irregular by any standard. The 25 most
common words in English represent about a third of all
printed material, forming the glue that holds text together
(Fry & Kress, 2006). Because of their frequency, students
must master high-frequency words before they can fluently
read connected redundant text or decodable text. Adams
(1990, 2001, 2009) advises that to avoid confusion in

early learners, high-frequency word instruction should be
discrete from regular phonics instruction.

Approaches that enable children to manipulate words
through categorization, word association, or semantic
analysis have been shown to be effective with both native
speakers and English learners (Carlo et al., 2004; Marzano
& Pickering, 2005; Nagy, 1997). Research has also found
that the use of high-frequency word intervention games

is highly effective for high-frequency word achievement
(Gibbon et al., 2017).

Being able to recognize such words automatically means
that students can expend more cognitive energy on
decoding less familiar words and on the meaning of the
text as a whole. Students need to be taught that when
words are regularly spelled, they should employ their
decoding strategies, and when words are irregularly
spelled, they should recognize them automatically.
Modeling both strategies using familiar words in the
context of a sentence can be effective.



Morphology

Morphology refers to the underlying meaning and
structure of words (Bowers & Cooke, 2012). In the context
of foundational literacy instruction, morphological
awareness refers to the ability to understand the function
and meaning of word bases and affixes (e.g., inflectional
endings, prefixes, suffixes) and how they can be combined
to form words. Because English words are represented
both as units of sound (phonemes) and as units of meaning
(morphemes), and because English is considered a
morphophonemic language, it is essential for literacy
instruction to include both (Reed, 2008).

Introducing beginning readers to morphology is valuable
because they can begin to understand that words are
often constructed of specific parts with distinct meanings
and functions. Some teachers may think that the study of
morphology involves primarily memorizing “root” words,
prefixes, and suffixes; however, the goal for teaching about
morphology is to help beginning readers understand

that words often consist of distinct parts that provide
valuable information about pronunciation and meaning.
Morphological awareness has been shown to contribute to
vocabulary growth, and it enables readers to understand
as many as three words for every known base word (Nagy
et al., 2006).

Reed (2008) summarizes the multiple benefits of
morphological awareness, noting that it has been shown

to “have a positive impact on students’ word identification,
spelling, vocabulary, and reading comprehension” (p.

46). The importance of early exposure to morphology is
underscored by research showing that morphological
awareness accounts for “around 4% or 5% of the variance in
decoding” (Reed, 2008, p. 37).

Furthermore, at-risk students and other striving readers
have been shown to benefit from direct instruction in
morphemic analysis (Reed, 2008). Students must master
syllabication and morphological analysis because those
skills facilitate reading and comprehension of multisyllabic
words. The What Works Clearinghouse (WWC) Practice
Guide on interventions for students in Grades 4-9 (Vaughn
et al., 2022) includes morphology instruction as one of

its recommendations for effective reading intervention
strategies, especially when focused on decoding
multisyllabic words.
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Spelling

isolation and in context. In this process, they must use
their recognition of letter shapes, understand the order

of letters in words, access the sounds of these letters,

and put together the meanings of the words to create a
basic understanding of the words on the page or screen
(Adams, 1990). The ultimate goal for students as spellers
is that they are able to combine their knowledge of
orthography, semantics or word meanings, and phonology
(Seidenberg, 2017).

As students gain confidence in their emerging literacy
skills, some students will begin to experiment with so-
called “invented spelling” to begin to express themselves
in writing. These early efforts may include primarily
consonants, but gradually, students’ spelling moves
toward more traditional formats. Invented spelling shows
that students are analyzing what they want to express

in writing (often as a caption for a picture) and what they
know about letter-sound correspondences. These early
efforts at writing provide teachers a clear picture of how
students are putting the letters and sounds together;
savvy teachers can use students’ work diagnostically

to determine if more direct and targeted instruction is
needed (Ehri, 2014).

Understanding how words are spelled allows for more
efficient and proficient writing and reading. To read and
write words appropriately and fluently and to appreciate
fully how words work in context, instruction must include
authentic reading and writing with purposeful word study.
In word study and spelling instruction, students examine
the sounds of letters, word structure, and meaning.
Students are taught the processes and strategies

to understand the words they read and write. This
knowledge, in turn, is applied to new words that students
encounter in reading.



How Read 180 aligns to the research

Read 180 delivers explicit, scaffolded, systematic
instruction in the phonological structures of English. The
adaptive Student App activities and teacher-led lessons
provide intensive instruction in letter-sound relationships,
segmenting, and blending. Instruction and modeling help
students build aural discrimination between sounds and
match those sounds to their spellings.

Read 180 is designed to scaffold striving readers in
applying decoding skills to connected text from the

start. The scope and sequence first introduce grapheme-
phoneme combinations that are most stable, most useful

in making words, and most frequent in occurrence. The
Student App, teacher-led direct instruction on phonological
structures, and teacher-led transfer routines then scaffold
students in transferring newly acquired decoding skills to
novel words and connected text in the Real Book: Code,
and the Independent Reading Library titles.

Student Application (Student App)

The Student App is divided into two sections: the Code
segments and the Comprehension segments. The

Code segments of the Student App are designed for
students who need foundational skills development. The
Student App guides students to sequentially complete
each lesson, called a Topic, according to the program’s
research-based scope and sequence. Students can
receive multiple doses of instruction and practice if their
data indicates that they need it or can bypass phonics
skills that students have already mastered. As students
work independently on the computer, the software moves
students from foundational instruction in phonics and
decoding, to reading 100% nonfiction Success Passages,
which are connected texts designed to be a stretch for
them. Audio and visual effects, such as images, animation,
context sentences, and Spanish translations, assist
students as they blend and read new words.

Read 180 Evidence Base

Each Code and Word Strategies lesson contains oral
practice opportunities for key words that align to a
particular phonics element. In addition, students have
independent practice with sound spellings that help
develop fluency by recording under a time constraint in
the Code strand of the Student App and having ample
practice opportunities.

Real Book: Code

The teacher-led lessons in the Real Book: Code build
students’ decoding knowledge and word strategies by
directly teaching foundational phonics principles and
essential concepts. The lessons offer targeted instruction
and practice in phonics during small-group lessons,
teaching key skills and concepts students encounter in the
Student App.

Apply the Code

Write It

PART A Write an m under the pictures whose names begin with m.

Ty et
*

PART B Write an s under the pictures whose names begin with s.
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Syllabication and Morphology

Early in the sequence, Read 180 begins teaching strategies
for decoding multisyllabic words as students master the
building blocks of the English language. The Student App’s
Word Strategies lessons build word attack skills through
instruction with word-analysis strategies, beginning with
English syllable patterns and syllabication. High-frequency
morphemes are introduced together with morphological
word-reading strategies. The lessons offer immediate,
corrective feedback as students learn to consciously apply
strategies and use morphology to read and understand
multisyllabic words. Developing morphological and
syllable sense enables students to read essential words
across the content areas.

In the Real Book: Code, teacher-led instruction contains
a focus on syllabication. Students are taught to count the
beats in a pronounced word, identify the graphemes in
the syllables, and then blend syllables to read the word.
While reading, students identify patterns within the text to
deepen phonological awareness and grammar skills. The
lessons offer targeted instruction and practice to reinforce
key skills such as morphology.

The Real Book: Code contains Morphology lessons

that teach students how to identify morphemes that will
help them to “chunk” words in order to determine their
meanings. Determining the meanings of unfamiliar words
by using knowledge of morphemes can help striving
readers expand their vocabulary. The ability to chunk
words into morphological units and understand how
those units function in a word allows students to better
comprehend the meaning of increasingly complex words.
Morphology lessons are incorporated throughout the
Word Strategies lessons by forming words with commonly
used base word families, affixes, and roots. Students learn
to look for prefixes and affixes, count the “vowel spots”

to identify syllables, break the words into syllables, read
each syllable, and read the word. Thus, Read 180 equips
students to decode and determine the meanings of
unfamiliar multisyllabic words they encounter in reading
across content areas.

Spelling

Spelling and decoding are taught as reciprocal skills in
Read 180. The adaptive Student App provides direct,
explicit, and differentiated instruction on meaningful

word parts and syllable patterns, which helps students

in spelling words. Each lesson in the Foundational Skills
sequence of the Student App’s Spelling Zone provides
explicit instruction that helps students apply knowledge of
known sound-spellings to encoding tasks.

Read 180 Evidence Base

The Spelling Zone uses assessments to further
individualize study for each student and provides
systematic practice with immediate, corrective feedback
specific to students’ errors. In the dictation activity in

the Code strand, students hear a sentence read aloud
and are directed to type words of that sentence that
contain specific elements (such as phoneme-grapheme
associations, prefixes, suffixes, and inflectional

endings). The new dictation activity promotes listening
comprehension and improved spelling, and helps students
practice punctuation and sentence formation. The student
receives immediate, corrective feedback on spelling,
capitalization, and punctuation.

The Real Book: Code lessons reinforce the explicit,
systematic instruction embedded within the Student
App. These differentiated lessons begin with instruction
that focuses students’ attention on the specific spelling
pattern they will encounter in that day’s lesson and in the
Student App. In every Code lesson there is a dictation
activity that provides students with ample opportunities
to transfer the spelling patterns they have learned into
writing. To minimize overload on students’ attention

and working memory, new words and spelling patterns
are introduced in small, manageable amounts and are
connected to prior learning. In addition, teachers can
use the Sound and Articulation videos to model correct
academic pronunciation of all sound-spellings as taught
in the program.

High-Frequency Words

Read 180 promotes automaticity in recognizing high-utility
words that appear with the greatest frequency in text. In
the High-Frequency Words strand of the Student App Code
segments, students focus on building fast and automatic
recognition of the highest-utility high-frequency words.
Students learn that the English language includes a group
of high-utility, high-frequency words that are not always
decodable. This strand helps build automaticity with these
non-decodable words, too, helping students to progress
faster through the program.

With the research-based teaching routines available in

the Real Book: Code, teachers can use direct instruction

to help students commit high-frequency sight words

to memory. The decodable texts and the Read 180
Independent Reading titles provide students with further
opportunities to practice reading high-frequency words and
build automatic word recognition.



Multisensory Instruction

Read 180’s multisensory instructional approach gives
students daily opportunities to view, listen, speak/record,
and write about what they are learning. The multisensory
approach in Read 180 includes videos, images and
graphics, sounds, audiobooks, several different types of
print components, and manipulatives, thus offering multiple
ways for all learners to access and learn the content. The
Word Building Kit gives students many opportunities to
use visual, aural, kinesthetic, and tactile modalities, such
as practicing mouth positions, building words on the
computer, and working with letter tiles.

Instructional Routines

Routines with embedded, explicit instruction provide
structured opportunities for students to build confidence
with unfamiliar words. These routines are found solely

in the Real Book: Code Teaching Guide and are used to
develop a range of foundational literacy skills.

Concepts of Print and Alphabet Recognition

Routines

These optional routines can be taught at the
beginning of the program for students who
need preliminary support in navigating a print
text before moving into phonics and decoding.

High-Frequency Word Routine

This routine, which appears once in each
segment, builds fluency and automaticity by
teaching students to recognize high-utility
words that cannot be sounded out based on
orthographic patterns.

Skills Review and Transfer Routine

This routine, which appears in the last

lesson of every segment, helps students
systematically review word analysis skills and
apply them to unfamiliar words they encounter.

27 | Read 180 Evidence Base
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Fluency

Fluency is the ability for students to read text accurately

at an appropriate rate and with prosody—or reading with
expression or intonation and with phrasing that shows
understanding of what an author conveys (Rasinski, 2010).
The term reading fluency denotes accurate decoding or
word recognition; fluent reading is a sign of a reader’s
ability to comprehend language. Fluency is intricately
linked to reading comprehension because strong readers
demonstrate silent reading fluency as they recognize
words and their meanings automatically and can attend
primarily to making sense out of what they read (NRP,
2000). In addition, reading fluency also reflects and is
affected by language comprehension. Along with accurate
word reading, in order for readers to demonstrate prosody,
they must draw on their knowledge of many aspects of
text, including semantics, syntax, and text features such as
punctuation (Schwanenflugel & Benjamin, 2017).

Research consistently shows a moderate-to-strong
correlation between oral reading fluency and both oral
and silent reading comprehension, and these findings

are especially true for striving readers (Stevens et al.,
2017; Zimmerman et al., 2019). Fluency reflects not just
accuracy of word reading but also the automaticity with
which readers recognize words and their ability to read
with appropriate expression, phrasing, and intonation,
which is referred to as prosody (Duke & Cartwright,

2021). When students’ word identification becomes

fast and accurate, they have freed up some “cognitive
space” to draw on their knowledge of word meanings
and language structure to help them comprehend what
they are reading. One example of this is when a proficient
reader encounters a word that has multiple meanings,

or is polysemous, and infers the meaning. Another is
comprehending phrases, idioms, or figurative language by
using context (Castles et al., 2018).

Accuracy monitoring and self-correction are also key skills
that connect fluency with comprehension. Good readers
pay attention to whether what they are reading makes
sense, and they apply strategies to make corrections as
needed. The WWC Practice Guide, providing reading
interventions for students in Grades 4-9 (Vaughn et al.,

Read 180 Evidence Base

2022), emphasizes the importance of asking students to
practice fluency in “purposeful” ways— to improve their
expressive oral reading, to identify words they don’t know,
or to double-check comprehension.

Recognition of the importance of fluency instruction and
practice has ebbed and flowed over the years (Rupley et
al., 2020), as has research on fluency as a distinct variable
in readers’ development. The report of the National
Reading Panel (2000) established its importance as an
indicator of young readers’ progress toward proficiency. A
team of researchers (Paige et al., 2019) recently used path
analysis to study data from over 1,000 Grade 3 students
considered at risk for reading failure. Of particular interest
were how measures of developmental spelling, sight- and
pseudo-word reading, and reading fluency related to
scores on students’ end-of-year reading assessment. These
all proved to be important variables, but the analyses also
found a strong correlation between students’ oral reading
fluency and spelling development. These findings confirm
the importance of fluency, not just as a sign of beginning
reading but throughout reading development.

The following are effective oral reading fluency
instructional strategies:

¢ Modeled fluent oral reading: Teacher reads the text
aloud with emphasis on expression and intentional
pausing.

e Guided oral reading: Students read a text aloud with
feedback and explicit guidance from the teacher.

* Repeated oral reading: Students read and reread a text
multiple (for example, three) times. This is most effective
with a model. Guided and repeated oral reading have
shown to demonstrate improved reading fluency in both
younger learners and older striving readers.

¢ Repeated reading practice for performance: Students
practice reading the text in front of others as a
performance (e.g., reader’s theater).

¢ Prosody development through teaching phrase
boundaries: Students learn the appropriate placement
of pauses around phrase boundaries, which contributes
to understanding meaning (Rasinski & Smith, 2018).



Automaticity

In order to become fluent readers, students must master
lower-level reading skills to the point of automaticity; that
is, reading quickly and effortlessly with accurate word
recognition. Cognitive science research has demonstrated
the importance of automaticity to expertise. Anderson’s
theory explains the development of expertise through
three stages: cognitive, associative, and autonomous.
During the cognitive stage, learners rehearse and
memorize facts related to a particular domain or

skill, and those facts guide them in problem-solving.
During the associative stage, learners detect errors

and misunderstandings through continual practice and
feedback. During the autonomous stage, learners have
practiced a skill to the extent that it becomes automated,
so the amount of working memory needed to perform

the skill is reduced. At this point, the learner has
developed expertise.

Most strong readers have developed expertise and
automaticity in word identification. When readers are able
to recognize letters and words effortlessly, they can devote
their attention to making sense of what they read. Their
automatic word identification frees up some “cognitive
space” to draw on their broader knowledge of language in
order to comprehend what they are reading (Baker et al.,
2014). Strong readers pay attention to whether what they
are reading makes sense and apply strategies to make
corrections as needed.

However, teachers must remember that automaticity in
oral reading does not always mean that students are fully
comprehending what they are reading (Oakhill, 2020).
Research by Koon and colleagues (2020) compared
students’ interim assessment data and their scores on

the state reading assessment they took at the end of the
school year. Their analyses found that many of the students
who performed poorly on the state reading test had shown
strong performance on measures of oral reading fluency
on the interim assessments administered throughout their
early-grade instruction. This signifies that students need
additional explicit comprehension instruction.

Prosody

Effective reading teachers model fluent reading when
they read aloud, especially as they pause for punctuation,
emphasize dialogue, or change their voice to show
expressiveness. Teachers demonstrate prosody in their
oral reading and can explicitly explain what they are
doing as they read by asking how the change in inflection
changes the meaning implied by the words on the page.

Read 180 Evidence Base

While helping students to become fluent readers,
teachers need to remind them that fluency means reading
with comprehension, not merely saying the words as
quickly as possible.

Teachers model this distinction in their oral reading by
pausing to question the meaning of words, the implications
of word choice, or other aspects of the texts they are
reading, especially those that may be unfamiliar to
students. Instructional strategies, such as paired reading,
reader’s theater, and choral or echo reading, also clearly
demonstrate to students that fluency must be accompanied
by comprehension (Kuhn, 2020)

Measuring oral
reading fluency

Many of the widely used screening and progress-
monitoring tools contain a measure of oral reading fluency
(ORF). These measures are short and quick; students read
an unfamiliar text orally for one minute. In some cases,

if students hesitate over a word for three seconds, the
word is provided so they can keep reading. Individuals
administering and scoring the ORF measure count the
number of words read correctly (words correct per minute
[WCPM]) and note the words read incorrectly, skipped, or
out of order. The WCPM measure has been validated as

a strong measure of students’ progress toward reading
proficiency (Hasbrouck & Tindal, 2006).

In 2006, Hasbrouck and Tindal developed an original

set of norms for interpreting students’ ORF scores, and
these norms have been recently updated (Hasbrouck &
Tindal, 2017). These can be used to determine whether
students are reading at grade level, reading above grade
level, or are in need of intervention. Educators can monitor
students’ progress on a monthly, weekly, or even daily
basis, and students are typically assessed during specified
benchmark testing windows (e.g., fall, winter, and spring).

In addition, Rasinski’s Multidimensional Fluency Scale
(2004) allows for educators to assess students’ prosody
while reading. Four dimensions of prosody—expression
and volume, phrasing, smoothness, and pace—are
measured on four levels that help inform instruction



How Read 180 aligns to the research

Fluency practice is embedded throughout Read 180. In
order to become fluent readers, students must first learn to
crack the code. As students work on correctly identifying
the sounds of the letters and blending them together,
students practice producing the sounds and words with
increasing speed and automaticity.

Students can practice their fluency using a variety of
instructional-level text included in Read 180:

e Decodable passages: High-interest text that provides
fluency practice with decodable passages across a
range of types and disciplines are included throughout
the Real Book: Code. Decodable passages are included
in all Code and Word Strategies lessons, and they
leverage spelling patterns as part of the connected text.

e Success passages: These texts are carefully controlled
to help students apply and practice what they know and
experience success with reading.

e Books from the Read 180 Library are leveled using the
Lexile Framework.

The Read 180 Student App includes scaffolded supports
to develop comprehension and fluency. In the Word Zone,
students practice automatic word recognition and connect
words to meaning, which is necessary for fluent reading of
connected text. In the Fluency Zone, students encounter
reading tasks that promote skills transfer and build fluency
and comprehension. Students repeatedly read decodable
sentences so that they can practice reading through text
with increasing speed.

Students can listen to recordings from the Success Zone
and use the on-screen rubric to self-assess their reading.
Teachers can evaluate students’ reading fluency practice
and enter constructive feedback for students to access.
Teachers can revisit stored student recordings throughout
the year to monitor fluency growth over time and to share
during conferences with families and caregivers.

Read 180 Evidence Base

Listening to modeled reading helps to increase students’
fluency as they hear the appropriate rate and prosody of a
given text. Students have access to a variety of audiobooks
in Independent Reading. All foundational skills texts in
Independent Reading include an audio option available on
the Ed platform. Additionally, Read 180 includes a suite of
grade-level audiobooks. When reading these grade-level
audiobooks, students will hear two voices: the narrator,
who reads the book, and the Reading Coach, who models
metacognitive reading habits and strategies. The Reading
Coach provides useful tips and the knowledge they need
to read text on their own.

In each Real Book: Code fluency lesson, students receive
explicit fluency instruction, followed by a teacher-led
fluency routine. Then, students apply that fluency skill
through partner and independent fluency routines as they
read decodable connected texts.

Teacher-Led Fluency Routines

¢ modeled fluency reading
e echoreading

e choral reading

e phrase-cued reading

Partner Fluency Routines

e partner choral reading
e partner echo reading
e partner summary

Independent Fluency Routines

e whisper reading
e independent oral reading



Measuring oral reading fluency

An Oral Reading Fluency (ORF) Assessment formally
measures the number of words correct per minute (WCPM)
that a student can read. Teachers can compare their
students’ WCPM scores with national averages to see if
their reading fluency is above, below, or on grade level.
Teachers can administer an ORF to each student three
times per year during one-to-one conferences to monitor
their fluency growth over time. In addition, teachers can
assess students’ prosody to measure their expression,
phrasing, intonation, and pace while reading a passage.

Students can then record their own ORF results in their
ORF Tracking Logs. This will guide them to track progress
toward reading goals, take ownership of learning, and
build motivation for success. Also, teachers can track
ORF results in their data notebook to document growth
throughout the year.

The Irish Potato Famine

Ireland is an island country located in Europe to the west
of England. Today, the people and governments in Ireland
and England are friendly, but this was not always the case. In

earlier times, life in Ireland was very difficult.

In the past, England controlled all of Ireland. The English
government did not treat the Irish people well. There were
not many laws to protect the Irish from landlords who made
them pay high prices to live and farm on their land. As a
result, the Irish had to sell most of their vegetables and cattle
in order to survive. Almost all of the wheat and oats grown
in Ireland were exported to England. Irish farmers could only

afford to keep their potato crop to feed their families.

In 1845 and 1846, a series of diseases hit the Irish farmers’
potato crops. The diseases did not affect wheat or oats. But
just about all of the potatoes were destroyed. The Irish
people had no food to eat, and many died from hunger.

Many Irish people decided that they had no choice but to
leave their homeland. They boarded ships and sailed to the
United States. Nearly a million Irish people moved to big
cities such as New York and Boston to begin new lives.

Sample Grade 6 Oral Reading Fluency Passage
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Student App passages and recordings

Students read a non-decodable passage that includes
many target words and elements for success. Students
make recordings of their reading to build fluency and self-
monitoring skills. Teachers can use these recordings to
monitor students’ fluency.

Oral Fluency Miscue Analysis

One way to gauge student fluency and comprehension is by analyzing how students read

aloud. Tracking and analyzing a student’s accuracy and fluency is called a miscue analysis.
Miscue analysis is a tool for assessing student fluency and determining whether students

are comprehending the text.

Student miscues are usually not random; they are the student’s attempts to make sense of
the text, applying the reading strategies they have learned. Analyzing the types of errors,
or miscues, a student makes while reading helps identify specific reading behaviors and
trends, which can be helpful when planning Whole- and Small-Group lessons.

Miscue Analysis in Read 180

In aRead 180 classroom, miscue analysis can be conducted both informally and as a formal
fluency assessment. Evaluate miscue analysis informally using:

final fluency recordings from the Student App
listening to students read during Small-Group instruction

Formally evaluate student fluency, including miscue analysis, when completing Oral
Reading Fluency (ORF) Assessments three times a year. See the Oral Reading Fluency
Assessment resource on Ed for more information.

Oral Fluency Miscue Analysis Process

Asyou listen to a student read aloud, use your copy of the passage to track each word the
student reads and code it using the Reading Behavior Annotation Guide on the next page.
Marking every word lessens the anxiety students might feel if they notice you only marking
miscues asthey read aloud.

Since it can sometimes be difficult to document student oral fluency as they are reading
aloud, you may also choose to record students as they read aloud and annotate the passage
later.

Miscue Analysis Teacher Resource



Vocabulary

Academic vocabulary

Reading success depends on readers having an adequate
vocabulary, and reading widely and with comprehension
improves readers’ vocabularies. At the same time, all
students (especially striving readers) need explicit and
direct instruction in academic vocabulary—the words
that are used primarily in academic discussions and
books. Since these words are not used commonly in
everyday conversations, students rarely use or hear them
in nonacademic settings. As a result, their meanings,
especially if they are used in a specialized way, are
confusing or even unfamiliar to students.

Therefore, high-quality literacy instruction includes explicit
instruction and practice on vocabulary (Beck et al., 2013;
Cunningham & Stanovich, 1997; Foorman et al., 2016).
Direct instruction of academic vocabulary helps students
make sense of what they read and helps them to navigate
through their content instruction. It provides them with a
foundation to build subject-level understanding.

Students’ vocabularies expand from repeated encounters
with new words, both in the literacy block and in content-
area instruction (Connor & Morrison, 2012); vocabularies
also grow from listening, reading, and talking to others.

Word analysis

As Biemiller (2012) points out, “From Grade 3 on, the main
limiting factor [to academic achievement] for the majority
of children is vocabulary, not reading mechanics (decoding
print into words)” (p. 34).

Beck and colleagues (2002, 2013) have conducted
extensive research on how students learn vocabulary.
Their initial and ongoing work has given teachers a useful
way to think about vocabulary in general, the words that
students understand and readily use, and the words or
terms that may cause more challenges and need to be
taught explicitly.

They have suggested thinking about words as existing
within three tiers:

e Tier 1 contains basic, everyday words.

e Tier 2 includes academic words that may have multiple
meanings; students may know one or more meanings
but may be unfamiliar with alternative meanings used in
different contexts.

¢ Tier 3 words are technical words and terms that are
related to specific subject matter; students need to learn
these words and learn to use them in context accurately.

Students need extensive knowledge about vocabulary, including knowing the meanings of words and phrases and

recognizing relationships among words and phrases (e.g., synonyms, antonyms, words from the same category). Because
written vocabulary tends to use different types of words than oral vocabulary, knowledge of written vocabulary must be
gained through a combination of explicit instruction and making sense of new words in context. Additionally, because the
brain stores words in conceptually related networks, multiple exposures to a word are important to building vocabulary;
each time a word is read and its meaning is accessed in the brain, the exposure enriches the entire network. It is not

just the breadth of a student’s vocabulary knowledge but also the depth of that knowledge that supports reading

comprehension (NICHD, 2000).

Read 180 Evidence Base
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As they become more proficient, students begin to notice
and understand differences and similarities in words. For
example, as Duke and Cartwright (2021) point out, students
can recognize the difference between homonyms that are
spelled the same but pronounced differently, as in the verb
“to wind” and the noun “wind.” In spoken conversations,
semantic knowledge helps them to recognize the
difference, but it is their vocabulary knowledge that

allows them to recognize the difference in meaning and
pronunciation when they encounter the word in print. So
too, they can distinguish between “to tire” and “the tire,”
which are also homonyms, or between “right” and “write,”
which are examples of homophones. Ehri et al. (2014) has
referred to this process as orthographic mapping. These
kinds of links among phonology, orthography, and words’
meanings (i.e., vocabulary) are at the heart of orthographic
mapping: the linking of words’ spellings, pronunciations,
and meanings in memory.

Research has shown that from third grade on, vocabulary
knowledge is a stronger predictor of academic
achievement than decoding skill (Biemiller, 2012).
Vocabulary knowledge refers to more than words and
their definitions; it also refers to one’s ability to understand
language in different ways and to use language well.
Students need to become flexible word users—able to
understand and use rich, full vocabulary to describe,
explain, ask, critique, make requests, and show emotions,
among others. They need to be able to understand
connotative and denotative meanings, idioms, metaphors,
synonyms, and antonyms, as well as the meanings of words
that are implied by body language, tone of voice, and
other means (Biemiller, 2012). As students move through
elementary school, they must enrich their oral speaking,
listening, reading, and writing vocabularies.

Read 180 Evidence Base

Effective, direct instruction in vocabulary should include
teaching vocabulary explicitly (for example, as a prereading
activity) and teaching specific vocabulary-learning
strategies, including use of print and digital dictionaries and
an online thesaurus. Strategies include learning words for
comparing and contrasting, classifying, creating metaphors
and analogies, and so much more. To complement direct
instruction, teachers also need to fill their classrooms with
activities that develop “word consciousness” and the types
of language play that encourage students to challenge
themselves and others to learn new words and think
deeply about language.
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How Read 180 aligns to the research

Read 180’s program-wide emphasis on nonfiction builds
academic vocabulary and content-area knowledge. In the
Student App, academic vocabulary is developed through
explicit instruction in the Smart Zone. To support students
vocabulary development, images are provided for over
2,000 words. For words that are difficult to image, such as
concept words and verbs, there are additional supports,
including sound effects and video. In the Success Strand,

)

students encounter high-leverage academic and content-
area vocabulary that is defined for them. Anchor videos
provide background knowledge to help students build
mental models for unknown words.

Through daily reading, writing, and speaking activities, the
Real Book: Workshop exposes students to higher-level
text and high-leverage vocabulary. Explicit instruction in
academic vocabulary helps students develop and apply
content-area word knowledge.

Every direct-instruction lesson in the Real Book includes
instructional routines for pre-teaching vocabulary words
that students will encounter in the lesson and the Student
App. New words are introduced in small, manageable
amounts as well as in groups that share a sound-spelling or
morphological pattern. Students will also encounter these
words in their readings.

Teachers prepare students for reading a range of complex
texts by explicitly teaching academic vocabulary that they
will need to understand and discuss the content. In the
Real Book: Code, teachers help students build their word
knowledge with Vocabulary Builder activities, which are
included in each Code, Word Strategy, and Morphology
lesson. The words are selected to align to the decoding
or morphology skills students are learning and introduce
students to words they will encounter when they read the
decodable passage later in the lesson.

Read 180 Evidence Base

In the Real Book: Workshop, students receive explicit
instruction of nearly 50 words per workshop. In the
Language Development lessons, students study word
meanings, word parts, and word families, expanding their
word knowledge exponentially. Teachers use the research-
based Teaching Vocabulary routine to introduce and help
students practice using their new words in context.

¢ Pronounce: Teachers model the pronunciation of the
word and ask students to repeat it. Students rate their
own knowledge of the word.

¢ Define: Teachers read the definition of the word and
have students complete it in their Real Books.

¢ Discuss examples: Teachers read the first sentence
frame and model a possible answer. Students then share
other ideas and record one in the book. Then, repeat this
process for the second example.

¢ Review: After teaching each word, teachers encourage
students to choose the correct Target Word to complete
each sentence frame.

When students need additional vocabulary practice,
teachers can use these strategies to develop word
meaning, morphology, and word analysis skills.
Topics include:

e synonyms/antonyms,

e multiple-meaning words,
e idioms,

e compound words,

o prefixes/suffixes,

e homophones, and

e root words.

Teachers explicitly instruct students to recognize and
identify word families, or terms with the same root as

the Target Word. Additionally, in the Whole- and Small-
Group instruction, teachers engage students in academic
discussion to encourage the use of new vocabulary terms
in context.



Comprehension

Comprehension is the ability to make sense of what

you read (NICHD, 2000). According to the Simple View

of Reading, reading comprehension is the product of

word recognition and language comprehension (Gough

& Tunmer, 1986). Comprehension is the ultimate goal of
learning to read: Beginning readers benefit from instruction
that introduces them to a variety of strategies to help them
understand different kinds of texts and their text structures,
and older students who find reading challenging need
opportunities to ask and answer questions about what
they read, and they need direct instruction on strategies to
monitor their comprehension (Vaughn et al., 2022).

Reading with comprehension is an incremental cognitive
process that includes analyzing words and their syntactic
roles in phrases, sentences, or paragraphs, and connecting
the results of this analysis to information in the text or
one’s own background knowledge. Knowledge in this

case includes the meanings of words, rules of grammar,
knowledge of events and temporal relations, episodes,
scenarios, emotions, and characters. Often, to comprehend
fully, readers must make inferences beyond what the text
actually states, a process that can involve establishing
meaning within and between sentences and drawing on
individual background knowledge (Castles et al., 2018).

Research on effective reading instruction has shown that
part of beginning comprehension instruction is teacher
modeling of the comprehension strategies that mature
readers use automatically. The daily read-aloud period is
an ideal means for this instruction—so long as teachers
remember that merely reading aloud is not enough.
Students need to be actively involved in asking and
answering questions, making predictions, or explaining
characters’ motivations or other actions in what they are
hearing. Researchers have found positive relationships
between students’ reading growth and the extent to
which they have engaged in “analytic talk” during

the back-and-forth with teachers during read-alouds
(Wilkinson et al., 2015).
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Additionally, one of the great advantages of introducing
students to reading comprehension skills by giving them
opportunities to read books at the right level is that the
experience reinforces that the students themselves do
indeed have the capacity to become successful readers
(Sisk et al., 2018).

At the same time, the WWC Practice Guide on interventions
for students in Grades 4 through 9 (Vaughn et al., 2022)
recommends that teachers also introduce all students,
including those who struggle, to “stretch” or challenging
texts because they expose students to complex ideas and
information and also use interesting, varied writing styles. In
doing so, teachers model strategies for reading such texts,
“think aloud” about their reading strategies, ask questions
about content, and emphasize that students need to be
asking themselves questions and applying strategies

to better understand what they are reading. Using the
“reading for teaching” (Alston & Barker, 2014) approach to
preparing for these lessons can make them more impactful.

A meta-analysis conducted by Wright and Cervetti (2017)
found that students who received explicit instruction on
the vocabulary in a text that teachers thought might be
challenging comprehended better than students not
receiving such instruction. This instruction was especially
impactful if the words were technical, or Tier 2 words.
Crosson and McKeown (2016) found that explicit instruction
in bound Latin roots (e.g., voc as in vocal, advocate,
vocalize, vocabulary, vociferous) had a positive influence
on students’ comprehension.

Text complexity
and rigor

Many state standards require that all students read grade-
level, complex texts, but many readers are not able to

do so independently. Texts have multiple characteristics
that work together to gauge complexity (Lawrence et

al., 2022). The first characteristic is word complexity,
which is determined by examining the orthographic and
morphological features of the words in the text.
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For example: How familiar will students find the words

in general? Are many of the words polysyllabic? How
easy will unfamiliar words be to decode? Do they contain
“silent” letters or unfamiliar morphemes? In short,
unfamiliar vocabulary or words that are challenging to
decode add to text complexity before even considering
other text features.

Thoughtful and informed instruction and scaffolding can
help students tackle complex text. Teaching students how
to pay close attention to the text, reread, annotate the text
with notes in the margin, identify the author’s purpose and
text structure, circle confusing words or sections, talk about
the text with others, and ask text-dependent questions can
be beneficial in helping students comprehend complex text
(Liben & Liben, 2013).

Many factors other than word difficulty also contribute

to the complexity of a text. Among these are sentence
length; unconventional text structures and features such
as signal or clue words or phrases, headings, subheadings,
typography, paragraph structure, and graphic displays;

or supportive materials such as glossaries or appendices
(Kucan & Palincsar, 2018). Comprehension can falter
when such text features are unfamiliar to students, even if
they are familiar with the actual content being discussed.
Additionally, if texts lack cohesion—the characteristics

of the text that help the reader connect ideas within
sentences, paragraphs, or whole texts—students often
find it difficult to make accurate sense of what they read
(Graesser et al., 2011).

It is important to consider all of these factors when
assessing the complexity and readability of a text. When
teachers have identified and understand aspects of text,

QUALITATIVE
MEASURE

READER
& TASK

including total text complexity, which may cause students
to struggle, they are better able to make sense of students’
mistakes or faulty comprehension (Meneses et al., 2018).

Studies indicate that exposure to a wide range of texts

in multiple genres strengthens understanding of the
relationships among different words and concepts—
building a “word consciousness” that enables the reader
to more easily interpret the meanings of previously
unencountered words (Adams, 2009). Having access to
books in multiple genres gives students choices, which can
be inherently motivating to all readers, but it also ensures
that students at different reading levels will be able to
access the content they need to participate in learning.

Immersion in complex texts is one of the best ways to

help students develop mature language skills and the
conceptual knowledge they need for success in school and
beyond (Bridges, 2014). Immersion also allows students to
move from surface learning to the deeper levels of learning
needed for academic success (Fisher et al., 2016). However,
teachers need to examine texts that students will read

in advance. Alston and Barker (2014) coined the phrase
“reading for teaching” for the kinds of preparatory reading
that teachers must do before asking their students to

read a new text. They advise that teachers read to identify
distinct components of the text and overall characteristics
such as complexity that may challenge some students
when they read but that would be completely familiar to
more experienced readers. Students’ challenges may stem
from new or technical vocabulary, lack of background
knowledge, or stylistic elements, such as flashbacks, which
enhance a text’s appeal but may be completely new to
student readers.

QUANTITATIVE
MEASURE

Qualitative Measure

HMH measures the levels of meaning,
structure, language conventionality/
clarity, and knowledge demands of same scale.
increasingly complex texts. Students
receive decreasing scaffolding in order
to demonstrate growth and move

toward independence.

Quantitative Measure

The Lexile framework measures fiction
and nonfiction texts and readers on the

Reader & Task

HMH supports teachers as they match reader

to task. Read 180 provides carefully calibrated,
high-interest texts in a variety of formats to
maximize student choice and engagement. Highly
motivated students read more. As they read, they
build content-area knowledge and gain ability and
expertise as readers.

Read 180 Evidence Base
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How Read 180 aligns to the research

Read 180 guides students from highly supported reading
toward independent mastery of increasingly complex text,
enabling students of all reading levels to access content-
rich complex texts. The Text Complexity Triangle measures
the three components of text complexity: Quantitative
(Lexile measure), Qualitative, and Reader & Task.

The Qualitative components of text complexity considered
by Read 180 include those identified by Coh-Metrix as the
most important factors in readability: narrativity, syntactic
simplicity, word concreteness, referential cohesion,

and deep cohesion (Graesser et al., 2011). As students
progress through the Student App, the texts that they
encounter become relatively more complex in each of
these dimensions. The relative complexity of each of these
dimensions is offset by the other dimensions, providing
scaffolds for the students to read and comprehend
increasingly complex texts.

Read 180 provides teachers with the tools to expertly
match reader to text and task. The variety and volume of
texts in Read 180 provide varying degrees of complexity
and scaffolding, allowing students to access texts at

the appropriate level of challenge and move toward
independence. The adaptive technology in Read 180
customizes instruction and practice according to students’
Lexile measures and other quantitative and qualitative
factors that make up the student’s Learner Profile. This
instruction provides continual opportunities for all students,
including English learners and students with disabilities,

to experience success and demonstrate progress.
Throughout Read 180, each reading is marked with an icon
displaying its Lexile measure and complexity level to assist
teachers in effectively matching readers with appropriately
leveled texts.

Read 180 Evidence Base

During Whole- and Small-Group learning starting from
the Real Book: Code, students focus on comprehending
passages after learning specific phonics skills. The
structure of the Code lessons reinforces the concept that
comprehension is the ultimate goal of reading— once
students crack the code and learn to decode words in
connected text.

Using the above dimensions, each Real Book: Workshop
entails a series of increasingly complex texts—a diverse
array of classic and contemporary literature as well as
challenging informational texts in a range of subjects. Each
workshop supports students in accessing complex texts
through a narrow reading approach in which students read
a series of increasingly challenging texts with overlapping
topics and recurring academic vocabulary. Each new

text builds on the previous media and texts, providing
students with the background knowledge, vocabulary, and
confidence needed to access complex texts that might
otherwise have been too challenging.

A Real Book: Workshop includes two types of texts:
Fluency Texts and Workshop Texts. The first text in a
workshop is always a Fluency Text that introduces the
workshop topic and serves to build knowledge about the
topic. Workshop Texts that follow are more complex and
represent a variety of text types and lengths. The texts
within a Real Book: Workshop are sequenced to build on
each other in order of increasing difficulty. The background
knowledge and vocabulary that students develop from
initial selections allow them to move from simple to more
complex text. Multiple reads, explicit vocabulary learning,
teacher-led close reading, and Real Book scaffolds
support students as they work toward reading increasingly
complex and grade-level texts. The Real Book: Workshop
Teaching Guide includes a Heads-Up section with
challenges that students may experience with each text.
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Comprehension skills and strategies

Comprehension results from a reader’s interaction with
texts and can be thought of in terms of multiple levels.
When readers read at the literal level, they “get the gist”
of what the text says. When readers read at the inferential
level, they figure out what a text means but does not state
directly. Reading with evaluative skills means that readers
analyze the text, for example, to determine if they agree
with what the author has said or if the text has changed
their own perceptions. Teachers’ questions at these
different levels provide students models for how they
should be thinking about what they read.

Years of research (Okkinga et al., 2018) have shown that
readers develop specific skills and strategies to decode
words and figure out unfamiliar vocabulary, but they also
need to learn strategies for comprehending what they
read. Strong readers have developed a full repertoire—a
veritable toolkit—of strategies, such as previewing text,
looking for morphological clues in unfamiliar words, asking
oneself if text is making sense, noting confusing text for
further review, rereading text that seems confusing, or
summarizing text after reading.

Read 180 Evidence Base

Teachers can help their students develop their own toolkit
of reading strategies by modeling strategies they use as
they read and then explain what they are doing. This toolkit
would include strategies such as:

e predicting what will happen next in a literary text or what
will be presented in an informational text,

e visualizing or forming mental images that can make the
text more “real” or contribute to remembering what is
being read,

e making connections between what the reader already
knows and what is being presented,

¢ inferring or drawing on both one’s own knowledge and
the text to draw conclusions, and

e evaluating the text or forming positive or negative
opinions about what has been read.

Teachers’ modeling occurs as they read a potentially
challenging passage orally to their students and then
“think aloud” as they make sense of what they are reading.
The messages teachers want to communicate is that
readers should attend to and monitor their understanding
and ask themselves questions. They also should have ways
to improve their comprehension in real time as they are
reading (Duke & Cartwright, 2021).



How Read 180 aligns to the research

The Comprehension segments of the Read 180 Student
App are designed for students who need comprehension
skills development. Students enrolled in Comprehension
segments engage in instructional activities across a
range of topics organized into six Learning Zones. Once
students select their segment, they complete a specific
progression of Zone activities in each session. In the
Reading Zone, students read a text within their zone of
proximal development, then practice fluency and apply
comprehension and vocabulary strategies. Students first
engage with the text through a modeled read and then
revisit the text through a set of close reading activities.
These texts are followed by comprehension questions that
cover various comprehension skills such as identifying
main idea and details, compare and contrast, cause and
effect, author’s point of view, summarization, etc.

Reod 180
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Read 180 Evidence Base

Each Real Book: Workshop includes Making Meaning
lessons that build comprehension skills. Each workshop
opens with a Fluency Text, an accessible informational
text that builds knowledge about the workshop topic.
Workshop texts span a variety of text types and
progressively increase in complexity within and across
workshops. Workshops include two types of Making
Meaning lessons:

e Text-based lessons ask students to engage in close
reading of a specific workshop text.

e Comprehension lessons teach students a specific
comprehension strategy they can apply across texts.

Within the Independent Reading rotation, students apply
their comprehension skills as they read high-interest books
independently. The reading logs, graphic organizers,

and Quick Writes are designed to help students organize
and reflect their learning. In addition, quizzes are a way

to measure their comprehension and whether they could
transfer their comprehension skills to new texts.

Making Meaning Lessons



Independent reading and read-alouds

Systematic, rigorous cognitive research conducted over
many decades has revealed that reading not only builds
our brains but also exercises our intelligence (Bridges,
2014). Reading is a rich, complex, and cognitive act

that provides us with a great opportunity to exercise

our intelligence in ways that we lose if we do not read
(Dehaene, 2009). This is true for reading on one’s own in
traditional paper format, reading material presented in
digital form, or listening to what is being read aloud on
audiobooks.

Decades of research have shown that avid readers are also
skillful readers and writers. They have more knowledge
about the conventions of language in areas such as
spelling, punctuation, grammar, and vocabulary. They also
know more about the world (Bridges, 2014).

Students will not become successful independent readers
unless they are given the chance to practice reading
independently. Giving students opportunities to choose
texts that interest them and to decide on paper or digital
mode for reading enables them to read more complex texts
because they are motivated and often knowledgeable
about the topic (Liben & Liben, 2013).

It is important that parents and teachers read to their
children and students every day. Reading aloud together
is one of the best ways for children to learn to read. The
most important thing is to let children set their own pace
and have fun during the experience (American Academy of
Pediatrics, 2015).

Findings from the Kids & Family Reading Report
(Scholastic, 2015) showed that 54% of children ages 0-5
are read aloud to at home 5-7 days a week, and 40% of
children ages 6—11 who are no longer read aloud to at
home wish that they were. Among a wide range of age
groups, 83% of kids say that they liked a lot the times that
their parents read to them aloud at home, and they wish
their parents had continued to read to them after they
reached school age.

Read 180 Evidence Base

The report also stated that half of children aged 6—17 who
read independently as a class at school (52%) say it is one
of their favorite parts of the day and wish it would happen
more often. Almost all children in this age range (91%)

say that their favorite books are ones that they choose
themselves. One third of children aged 6-17 (33%) say their
class has a designated time during the school day to read
a book of their choice independently, but only 17% do this
every or almost every school day (Scholastic, 2015).

Research on students’ use of digital and print text suggests
that middle-grade students could benefit from direct
instruction for comprehending digital text along with
practice interacting with digital texts. In particular, students
need to develop specific strategies for comprehending and
evaluating digital text instead of relying primarily on the
strategies they use with print text (Davis & Neitzel, 2012;
Leu et al.,, 2017).

Literacy researchers Gina Biancarosa and Gina S. Griffiths
(2012) offer several recommendations for teachers to
integrate technology and digital texts into their existing
classroom routines. In particular, they argue that
technology should be viewed as one of the many tools that
teachers use to prepare students for literacy in a digital
age. When incorporating digital tools into a classroom,
their recommendations include selecting evidence-based
technology, providing ongoing support to teachers using
the technology, and making good use of the data provided
by the technology.
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How Read 180 aligns to the research

Read 180 ensures that students make reading part

of their daily routine by dedicating one of the three

Station Rotations to Independent Reading. Texts in the
Independent Reading rotation provide engaging and
respectful content that is delivered at the appropriate level
of the student. Students also have the option of choosing
more challenging texts that are aligned with their interests.

The Read 180 Independent Reading library consists of
print, digital, and audio texts that help students apply their
new decoding, fluency, vocabulary, and comprehension
skills as they build knowledge across all Read 180
Knowledge Clusters. There are the Foundational Skills
paperbacks and eBooks, general paperbacks and eBooks,
eReads, and grade-level audiobooks.

Foundational Skills paperbacks and eBooks are a
collection of 56 high-interest texts for students who are
developing decoding skills.

e Each book includes focus skills aligned to the Student
App Code segments.

e The Read Aloud feature in the eBooks promotes
listening comprehension and provides auditory support
to striving readers as they decode text. The read-aloud
audio support allows students to listen to fluent reading
as they follow along in the print text. This audio support
helps students link speech to written language.

e Students can activate a read-along highlight that
highlights each sentence as the audio plays, enabling
students to more easily track the text.

e Some striving readers benefit from limiting the amount
of text they see at one time. Students can use settings to
adjust the size of the page and whether to view a single
or double page.

Paperbacks and eBooks are a wide-ranging collection of
30 literary and informational paperbacks and 46 eBooks
that span a wide range of reading levels organized by
Lexile. These paperbacks include a variety of genres,

such as historical fiction, graphic classics, and debates, as
well as a variety of topics, such as action and adventure,
government and politics, humor, and art. Many of the
selections include content that reflects ethnic, cultural, and
linguistic diversity of students in America. About half of the
titles are informational.

Read 180 Evidence Base

Students build knowledge, enhance their vocabulary,
and broaden their perspective as they read. Students
are invited to select books of their interest and at their
current reading level. This reading choice increases
students’ ownership of their learning, motivating them
to read each day. Each stage includes 30 titles, with five
copies of each title.

eReads are a collection of 36 leveled nonfiction articles
aligned to each topic in the Student App. The articles,
written at the higher end of the Lexile bands, stretch
student readers as they deepen content knowledge.

Grade-level audiobooks consist of five grade-level books
per stage that are authentic, unabridged grade-level texts
that allow students to access the same complex literature
that their peers are reading. This allows students to build a
broader knowledge base with a wider range of books while
also experiencing the skills and strategies needed to read
and comprehend difficult text. Every audiobook includes

a paperback copy and a recorded reading accessed

by selecting the appropriate title on Ed. The Read 180
audiobooks include a unique metacognitive feature—
students hear two voices when listening to an audiobook:

e The audiobook narrator reads the text aloud, modeling
fluent phrasing and reading expression as the student
follows along in the paperback.

¢ The Reading Coach models the comprehension,
vocabulary, and self-monitoring strategies that
successful readers employ while reading.

Read 180 offers Independent Reading supports and
scaffolds for students and teachers. In the digital
Independent Reading experience, students can access
additional supports, such as text-to-speech and a
dictionary. The resources available to teachers include:

e summaries of each book;

e questions that can be used for one-on-one conferences
with aides, students, and parents; and

e ideas for final projects, such as book reviews and letters
to authors.
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Independent Reading is designed to foster student choice
and a love of reading, but it also includes checkpoints for
accountability and teacher insight on student progress.
Daily reading logs help students maintain focus and
synthesize information from daily reading. This allows
students to track their progress toward the goals they
set at the beginning of the year. Students can log their
progress in the Real Book as well. Incorporating daily
reading logs into teachers’ assessment plans ensures
students are consistently focused. Other resources

such as text-specific graphic organizers, Quick Writes,
and discussion prompts are available to further deepen
students’ understanding of the book. In addition to daily
reading logs, teachers can have students keep reading
journals about what they have read, recording their

Money Hungry

eBooks and eReads

Read 180 Evidence Base

progress once a week or twice a month. Teachers can ask
students to apply the same skills students are practicing
during whole and small group when completing their
journals, or they can use reading journal prompts.

After finishing an Independent Reading book, students
can take the Independent Reading quizzes. Students
can see the books they have completed and can then
choose to take either a Standard quiz or a Challenge
quiz. The choices that students make will give the
teacher insight into their mindsets, motivation, and
challenge-seeking behaviors. The teacher will know
how many books students have read and how they have
challenged themselves.

Haar This!

L UL B A Ly
Fererrme G e e e
e b = b e e et

- ———a

= Sea Sculptures

ar ]

Sea Sculptures

An artist makes a splash with some
nusual Hptures.

Many artists have their works displayed in
major museums or gallerics. But Jason deCalres
“Taylor isn't your typical artist. To see his
sculptures, you'll have to dive at least 30 fect
underwater!




Knowledge Building

Background and content knowledge

Builders of statistical models about reading development
find that readers’ levels of knowledge and the ways

in which they organize the knowledge in long-term
memory predict their reading ability (Cabell & Hwang,
2020; Talwar et al., 2018). Readers’ knowledge includes
vocabulary, information about how language works in
print, and, of course, knowledge of the world at large.
Knowledge predicts distinct variance in models of reading
comprehension that include vocabulary (Ahmed et al.,
2016). Knowledge also includes what one knows about
concepts, things and places, experiences, and cultural
perspectives. Students will always differ in the amount of
knowledge about these and other factors they possess, but
fortunately, knowledge is a malleable factor in learning.

Content knowledge and reading are inextricably
intertwined—reading cannot progress beyond decoding
without a foundation of content knowledge. The ability to
comprehend a text depends greatly on the knowledge of
the subject that the reader brings to that text. Hirsch (2014)
proposed a program that enriches students’ knowledge
as a vehicle for reading improvement. More recently,
Willingham (2018) has drawn on cognitive psychology and
neuroscience in understanding the relationships between
students’ content knowledge and reading comprehension.
He stresses the importance of a teacher’s role in building
a student’s knowledge base by pointing out that, without
background knowledge, students will not fully comprehend
what they read. Additionally, Wexler (2019) argues that
teaching comprehension skills and strategies in the

early grades is not adequate unless accompanied by
instruction that builds students’ background knowledge
and vocabularies. She points out that children coming
from higher income homes are often advantaged in school
because they have had opportunities to acquire more
academic vocabularies and content knowledge outside of
school settings.

Read 180 Evidence Base

A meta-analysis conducted by Filderman et al. (2021)
further substantiates the importance of background
knowledge in reading comprehension. The researchers
analyzed 64 studies that focused on reading
comprehension achievement with students in Grades 3-12.
The results showed significant positive effects on reading
comprehension due to interventions and instructional
approaches that emphasized the development of
background knowledge along with strategy instruction.

Teachers need to remember that the content students
need also includes language arts knowledge; that is,

how language “works.” Even students who read widely
may not know the names and characteristics of different
genres, stylistic elements like metaphors, or different

text structures. Enthusiastic student writers need to know
about the structure of different ways to present their ideas,
the names of these types of writing, and their purposes.
Students need to experiment with and master different
ways of researching what they want to write about and to
learn more about ideas they have read. Some students may
discover this literacy-related knowledge on their own—or
at least some of it—but systematic efforts to build this
knowledge is also essential.

People construct new knowledge and understandings
based on their existing knowledge (Bransford et al., 2000),
and knowledge of the subject matter is necessary in order
to understand what is read (Hirsch & Pondiscio, 2010).
Teachers play a large role in building students’ background
knowledge, through what they teach and discuss and

what they encourage students to read (Cabell & Hwang,
2020; Connor et al., 2017). As such, students need to have
opportunities to read high-quality, complex, and engaging
texts that allow them to study a topic for a sustained period
of time and from different perspectives. Infusing these
content-rich texts into the ELA curriculum allows students
to spend an extended part of the school day not only
reading but also gaining knowledge that will allow them to
read more complex texts in the future (Wattenberg, 2014).
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Students’ reading selections should represent multiple
genres so that they experience not just the broad
differences between expository/informational texts and
narrative/literacy texts, but also the varied ways in which
authors’ writing in these genres presents their ideas.
Reading across multiple genres has many advantages

for students, including familiarizing them with diverse
writing styles, building their vocabularies and background
knowledge, and introducing them to writing forms that may
be effective in motiving them to read more extensively
(Lazowski & Hulleman, 2016; Wigfield, 2008).

Of course, some striving readers or multilingual learners
may not be able to access such books because of their
high readability level and because their content is
unfamiliar. To the best of their ability, teachers need to
ensure that all students have equal opportunities to learn;
doing so requires providing options and alternatives—

for example, by using videos or websites that anchor
instruction (CAST, 201M).

Technology can play a role by providing both direct,
explicit instruction and structured experiences to enhance
anchored instruction, each at different levels depending
on the complexity of the task. The most effective
interactive learning environments take into consideration
the needs of a particular situation (Zydney & Hasselbring,
2014). Making content available digitally, with assistive
strategies such as vocabulary help, provides striving
readers with opportunities to build content knowledge
along with their peers.

Read 180 Evidence Base

Dynamic images and sounds are especially helpful

for students with limited background knowledge and
multilingual learners (Hasselbring & Glaser, 2000; Lacina,
2004). Using multiple representations of video, audio, or
web-based information with struggling students gives them
an authentic base of experience in abstract domains, thus
making abstract information more concrete (Heo, 2007).

Presenting content in multiple formats and then reinforcing
the content, perhaps by posting a summary chart on the
wall as a reference, can be thought of as "mini-anchors.”
Through this reinforcement, students who may need extra
exposure to ideas or skills get what they need, and other
students have references or reminders. In this way, learners
have multiple ways to perceive, engage with, and interact
with instructional content (Zydney & Hasselbring, 2014).
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How Read 180 aligns to the research

Read 180 is designed to help students acquire and activate
the background and content knowledge that is essential to
reading comprehension. Read 180 content is organized by

topic into Knowledge Clusters so that students can explore
content that fascinates them and drives their enthusiasm to
deepen their knowledge as they read to learn and explore.

The Knowledge Map provides a visual of the Knowledge
Clusters that align the content students are learning across
all three program rotations. The Read 180 Knowledge

Map represents a cross-disciplinary journey toward
development of content knowledge for both school and
life, exploring science, social studies, literature, culture,
technology, engineering, arts, and mathematics.

Before reading a text in the Real Book: Workshop or

in the Student App, students watch an Anchor Video

that provides them with the content and vocabulary
knowledge they need to comprehend the text. These
Anchor Videos not only contribute immediately to improved
comprehension of the texts that students read but also give
students knowledge that they can transfer to unfamiliar
texts, allowing them to build more knowledge and continue
to read more in a virtuous cycle. The combination of video
and vocabulary support is especially helpful for English
learners who may have gaps in context information and/or
academic language.

At the core of Read 180 are multitudes of informational
texts that stretch across the content areas, such as social
studies, science, literature and the arts, and contemporary
social issues, in order to build the domain knowledge that
is critical to reading comprehension across disciplines.

By spending an extended period of time within a
Knowledge Cluster, students develop the knowledge that
comes from deep and meaningful study of a topic. Through
this engaging, diverse content, Read 180 readings help
students develop the strong base of world knowledge and
interdisciplinary literacy skills that they need in order to
better comprehend texts across the curriculum.

Read 180 makes systematic and extensive use of mental
models to help students build background knowledge
and improve comprehension of texts. Read 180 exposes
students to multiple text types in order to build students’
world knowledge and prepare them to comprehend
across the content areas. The content in all components
of Read 180 reflects diverse perspectives, allowing
students to both reflect on their own experiences and
explore new concepts and points of view.

Read 180 includes specific instructional routines to build
students’ content knowledge, such as the academic
discussion routine, which helps build background about a
particular concept that is critical to the Workshop Texts. As
part of this routine, students brainstorm, write, exchange,
record, and report on their ideas. Students also use the
Vocabulary routine to learn key content-area vocabulary
words that appear in subsequent texts. This routine
enables students to learn new themes, discuss examples,
and practice using the vocabulary prior to encountering
these words in texts. Additional resources on the Ed
platform include lessons that teachers can use to build
students’ background knowledge and promote mental
model development during Whole-Group Learning.

The Knowledge Map

Read 180 Evidence Base



Language Development

Language should be used in the classroom to bridge
information gaps and communicate ideas and information.
The purpose of language is to communicate in real-life
ways and for many purposes. To meet rigorous standards,
students need to learn how to use language to clearly
communicate their ideas and questions about what they
are learning (Zwiers, 2014). Decades of research show that
there is a strong reciprocal relationship between reading
comprehension and knowledge of both conversational
and academic language (Baumann et al., 2003; Duke &

Pearson, 2002; Gersten et al., 2001; Lawrence et al., 2022).

Academic language

Academic language refers to the form of the English
language that is expected in situations such as the
discussion of topics across the curriculum, making
arguments, defending propositions, and synthesizing
information. Written and spoken academic discussion

is significantly different from informal discussion, as
academic language is characterized by specific types of
vocabulary, text structures, and grammatical structures
(Dutro & Kinsella, 2010; Snow, 2010). Successful students
learn first to understand and then to use academic
language, essentially by expanding their linguistic
repertoires—their ability to use oral language more
expansively and to understand academic language that
they hear and read (Molle & Wilfrid, 2021). Students who
are experiencing challenges can obtain the same levels
of proficiency if they receive support and are given both
opportunities and time to reach mastery.

Students’ language repertories expand to include
academic language through participation in activities
where they hear and begin to use its various forms. For
example, they learn the specialized syntactic structures
and terminology that are associated with academic
instruction and content areas and that differ from their
everyday conversational ways of talking. Ultimately,
students who can understand their teachers’ academic
language can use it themselves.

Read 180 Evidence Base

The interaction between academic language and
academic content is often considered a great challenge
for multilingual learners, but researchers (Molle & Wilfrid,
2021; Thompson et al., 2016) have suggested new ways
of thinking about this situation, ways that acknowledge
and take advantage of students’ strengths. Multilingual
learners can benefit from participation in discussions
where teachers use academic language in a scaffolded
way that provides assistance as needed with technical
language but does not sacrifice content rigor (Leung &
Valdés, 2019). For example, teachers may specifically
highlight portions of a reading that need attention—a
practice that can also benefit striving readers. Through
this approach, multilingual learners gain new linguistic
tools as they acquire content and most likely feel part of a
learning community.

Teachers should feel comfortable using academic
language but must remember that their students—both
multilingual learners and native English speakers—may
struggle to express their ideas or answers to questions
in a formal way. Such seemingly inarticulate comments
often belie the depth of students’ processing of new
content, which can be especially true for multilingual
learners who are thinking about content in their first
language (Otten et al., 2019).



How Read 180 aligns to the research

Read 180 provides a comprehensive and systematic
approach to developing the language skills of students.
Through carefully scaffolded reading, writing, and
speaking activities, students learn the phonological,
morphological, syntactical, and semantic structures of
English—particularly academic English. In Whole- and
Small-Group Learning, high-utility academic vocabulary
is taught through a research-based instructional routine,
promoting understanding of words that students will
encounter in all subject areas.

In each Real Book: Workshop Whole- and Small-Group
lesson, teachers teach and assess two or three language
goals focused on vocabulary, language functions, and
language of reading, writing, and speaking. Language
functions stem from the linguistic demands of a lesson
task and focus on high-leverage language that will serve
students in other contexts. Across the year in Read 180,
students who are engaged in Real Book: Workshop
develop expressive language skills to:

e discuss,

e exchange ideas,

o reflect,

° report,

e compare/contrast,

e make connections/associations,
e collaborate, and

o offer feedback.

Read 180 also provides explicit and systematic instruction
on word-learning strategies through Real Book: Workshop
Whole- and Small-Group Learning. This instruction

gives students the tools they need to learn new words
independently.

Recursive vocabulary in reading selections encourages
frequent review, practice, and reinforcement of targeted
words.

In the Real Book: Workshop, Language Development
lessons develop students’ morphological strategies,
helping them develop tools to unpack unfamiliar words
as they read. Students have the opportunity to practice
the academic language they have learned in Whole- and
Small-Group Learning in discussions with their peers.

Read 180 Evidence Base

These discussions help to develop students’ oral language
skills using the language of school. Giving students time to
practice and develop oral language is especially helpful for
students who are striving readers and multilingual learners,
as well as students with disabilities.

Independent reading materials in Read 180 provide further
exposure to increasingly advanced vocabulary and include
supports such as graphic organizers to help students
comprehend the vocabulary and content.

At the beginning of each Comprehension segment of

the Student App, students complete the Explore Zone.

In the Explore Zone, students are introduced to context-
relevant vocabulary words in the Anchor Video and then
complete activities that activate their vocabulary and
real-world knowledge before reading the passage. During
the Language Zone of the Student App, students build and
expand their academic vocabulary knowledge through
language-based activities that investigate word families,
words in context, synonyms and antonyms, and examples
and non-examples. Students complete practice activities
using definitions and context sentences for each word—
crucial supports that can help struggling readers and
English learners alike acquire vocabulary as they read. In
the Reading Zone, students practice words-in-context skills
during the Close Read activity, which includes words-in-
context questions for three power words per level.

‘ —— e

éi _) Context Clues

Prefixes pre- and re-

Analyze Context Clues.

Language Development Lessons
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Speaking and listening skills

Not only do teachers of young students model the
difference of socially appropriate speaking voices (e.g.,
“indoor” and “outdoor” voices), but they also begin to
introduce the concept of “academic” and “conversational”,
or “formal” and “informal”, speech. It is essential to stress
that the goal of instruction in speaking is to expand
students’ range of speech patterns so that the conventions
of effective speaking in different contexts become almost
second nature to young learners.

Kinsella (2013) advises teachers to talk to their students
about different “registers,” although teachers may not use
this term, which is common in texts on rhetoric. This means
that they will be teaching their students to speak and

listen with comprehension to academic or formal language
without giving up on their vernacular conversational modes
of speaking. She reminds teachers that students do know
about this—they most likely speak to their grandparents or
the principal in ways that are highly different from how they
talk to peers, and they probably listen to these grownups
more carefully than to friends on the playground. Spoken
and written language in an academic register is marked by
more technical and precise word choices as well as varied
and complex sentence styles and grammar because it is
produced for various formal situations.

Students also benefit from guidance on how to interact
productively in pairs or small groups. Efforts to have
students collaborate can easily derail if students do not
understand the give-and-take of speaking and listening or
the subtle cues of body language in group situations where
they work toward a common goal.

Read 180 Evidence Base

Teachers have a responsibility to help their students learn
how to listen, as well as speak, in school and in both formal
and informal settings. “Learning to listen” may seem like

an unimportant educational goal, but there are specific
strategies that students need to learn. For young learners,
active listening is a full-body experience in which listeners
utilize various techniques to help them focus on a speaker
in order to learn from them or understand what the speaker
is saying.

Although most students seem to know intuitively how

to listen while their teacher reads an engaging story to
them, they may not know how to listen attentively in other
formal settings. Teachers can provide them with guidelines
about being polite and quiet. However, embedding direct
instruction in speaking and instruction seems to be less
important than teaching academic language or reading
and writing conventions, such as using context clues to
figure out the meanings of unfamiliar terms or attending to
logical connectors (such as “because of this . . .”), claims
and counter claims (such as “on the other hand .. .”), or the
general logical flow of what a speaker is saying.
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How Read 180 aligns to the research

Read 180 provides a systematic approach to developing
students’ speaking and listening skills. For striving
readers, it is particularly important to provide opportunities
to speak about rich academic content, listen to model
reading, and engage in active discussion, which is why
Read 180 is designed with daily routines for students to
engage and collaborate with their teacher and peers in
meaningful discussion. Through these daily discussions
about text, students develop facility with academic and
conversational English practice expressing their own ideas
and responding to those of others.

Oral language is an integral component of the Read 180
instructional path. Recognizing that striving readers need
highly structured and teacher-mediated opportunities

for academic discussion, Read 180 instruction builds
structured academic conversation into every lesson.
These scaffolded speaking and listening tasks provide
students with frames to help structure their responses
and ensure that they use the target vocabulary and
grammatical structure. During these daily conversations,
teachers use structured engagement routines to provide a
consistent format for discussion and help hold all students
accountable for engaging in conversation. Students
engage in these academic discussions one-on-one both
with the teacher and their peers.

Academic discussions help develop the oral language
skills that students can use to communicate across the
content areas while also providing an opportunity for
students to summarize and share what they have learned.

In addition, Student App Code Segments’ Success
Passages include fiction and nonfiction texts that are read
aloud, exposing students to thought-provoking, grade-level
text. In the Read 180 Student Library, students find the

key idea of the text and respond both orally and in writing
to text-based questions. Audiobooks provide engaging
models for pronunciation, phrasing, and prosody. With
sound and articulation models in the software, students
can record themselves and compare their pronunciation
and articulation against the model.

In each Real Book: Workshop, students also complete
an Effective Expression lesson. Students read about a
career connected to the workshop content during Whole-
Group Learning. Then, students break into small groups
to develop and present a project specific to that career.
Students work collaboratively through the planning,
drafting, writing, and editing process. Students then
present their projects, applying the specific presentation
skill introduced in each workshop.

- Effective Expression Career Focus: Social Worker

Problem
Solver

by Jordan D. Brown

, and humor.Working ith Communites In

Becoming a

Social Worker

A Job for You? Skills: good communicator = Passion: helping people

Effective Expression Lesson

Read 180 Evidence Base

Upside: seeing students tur their lives around = Downside: can't fix every problem
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Writing

Reading-writing
connection

Reading and writing go hand in hand. By identifying and
explicitly discussing the features of different texts, teachers
can support students’ comprehension and offer models

for writing. The ability to write effectively is critical to
reading development, and writing about texts requires that
students engage deeply with what they have read (Duke

et al., 2021). Writing instruction can have a positive impact
on students’ reading skills and comprehension, particularly
when students analyze and interpret texts in writing, write
summaries, and answer questions about them in writing.

Teachers can use writing instruction as a tool to promote
knowledge and as a mechanism for higher-order
thinking (Graham & Hebert, 2010; Hebert et al., 2013).

To be well prepared for college, the workplace, and life,
students need opportunities to develop critical thinking
skills, which include discussing and critiquing different
viewpoints in order to form and justify their own stance
(Carnegie Council on Advancing Adolescent Literacy,
2010; Lewis & Moorman, 2007).

There have been several important meta-analyses of
research about writing instruction and its relationship

to reading. For example, a meta-analysis investigating
the relationship between different writing activities and
reading comprehension found that extended writing
activities and writing summaries of what they could
remember about a text had greater effects on students’
comprehension than answering questions. Another
meta-analysis determined that teaching students the
following strategies has moderate to strong evidence for
improving student writing: (a) planning, drafting, sharing,
evaluating, revising, and editing; (b) regulating the writing
strategies they are taught; (c) spelling, handwriting, and
keyboarding; (d) setting clear and specific writing goals;
and (e) working with others to plan, draft, revise, and edit
their papers (Graham et al., 2012).

Read 180 Evidence Base

Finally, a more recent meta-analysis (Graham et al., 2018)
found that when literacy instruction balances reading
and writing—with no subject dominating more than 60%
of instructional time—students’ reading comprehension
improves significantly.

Multilingual learners benefit from significant, structured
opportunities to engage in academic discourse through
speaking and writing (Francis et al., 2006; Kinsella &
Feldman, 2005). One approach to accomplishing this

goal is the Pathways Project, which provides sustained,
intensive professional development on teaching cognitive,
text-based analytic strategies for writing to multilingual
learners (Olson & Land, 2007). The approach has been
well studied, including in a multiyear, federally funded
experimental study, and has been found to be successful
at meeting its goals, especially improving the academic
writing of multilingual learners (Olson et al., 2017). In
addition, more Pathway students passed their state’s high
school exit exam than did students in the control condition
(Olson et al., 2019).

Process of writing

Researchers agree that writing should be taughtin all
subject areas and, on the whole, for at least one hour

per day. Writing allows students to have extended
opportunities to think about, manipulate, and transform
ideas and reflect on their existing knowledge, beliefs, and
confusions (Troia, 2014). Troia notes that youth who cannot
effectively convey thoughts and ideas through writing are
more likely to receive lower grades.

Students need guidance on how to write effectively, and
that comes through teachers’ use of the writing process.
During the writing process, students must engage in

a multistep process requiring them to use many skills
simultaneously throughout goal setting, planning, drafting,
evaluating, revising, and editing. This process is a major
recommendation in both What Works Clearinghouse
practice guides about teaching writing both for elementary
grades (Graham et al., 2012; 2018) and for secondary
grades (Graham et al., 2016, 2018).



When learning how to write, students must study mentor
texts to understand the specific craft moves that highly
skilled authors make in their work. Additionally, students
must have ample opportunities to practice writing
themselves. As Troia (2014) notes, this includes writing
activities that align strongly with ELA instruction and
practice, such as literary analysis and writing in response
to reading, as well as writing that supports content
knowledge. Additionally, students need to summarize and
synthesize ideas from various sources, thereby building
their capacity to write for different audiences and purposes.

In their meta-analysis of successful writing instructional
practices, Graham and Perin demonstrated that explicit
instruction in “writing strategies, which involves teaching
students strategies for planning, revising, and editing their
compositions” (2007, p. 77) had the most significant effect
on students’ performance as writers. The strategies can
be highly specific, such as teaching students effective
ways to organize and write an essay. The strategies can
also be more transferable, such as guiding students

with a mnemonic device, like a graphic organizer, for
planning their work. Providing students with a variety of
opportunities for scaffolded practice, such as sentence
frames, is essential as they develop robust skills that can
transfer across a variety of writing contexts at all stages of
the writing process.

The presence of computers in classrooms has the potential
to change how students learn to write, and the WWC
practice guides on writing (Graham et al., 2012; 2018;
Graham et al., 2016; 2018) recommend that students learn
to type and take advantage of word-processing features
when learning to be writers. There are advantages to
integrating technology into the writing curriculum, including
its motivational features and the extent to which feedback
is easy to provide and respond to when writing in digital
format. One striking disadvantage, however, is that student
writers may confuse using features such as spelling or
grammar checkers with the hard work of revising their
written products. When this happens, students tend not

to think as deeply about their writing as when revision
involves crossing out and presenting ideas in new ways.

As demonstrated by the experiences of athletes, artists,
actors, and other performers, practice is essential in the
development of expertise (Lemov et al., 2016). The same
goes for the skill of writing, in which sustained, ongoing
practice requires careful attention to instruction in the
classroom, as well as the feedback that we provide to our
writers. Put another way, when students write a lot, their
writing improves, especially when they receive support
from their teacher and when they share constructive

Read 180 Evidence Base

feedback and ideas with their peers. Researchers find that
these effective writing strategies are beneficial for all types
of learners, including multilingual learners and minority
students (Olsen et al., 2017).

Feedback

Though providing guided writing practice is critical, the act
of writing, in and of itself, is not enough to help students
become strong writers. Multiple forms of feedback—from
teachers, and to and from peers—as well as reflection

on one’s own writing, are all powerful tools for improving
writing performance (Fisher et al., 2016). Indeed, Hattie
(2012) found feedback to be one of the most powerful tools
teachers can incorporate into their instruction.

High-quality feedback encourages students to think
about their own thinking; that is, to be metacognitive.
Students do this as they identify successful traits in

their own writing and the writing of others. In addition,
feedback helps students develop self-regulatory skills so
they can learn about their own learning. “When students
have the metacognitive skills of self-assessment,” argue
Hattie and Timperley, “they can evaluate their levels of
understanding, their effort and strategies used on tasks,
their attributions and opinions of others about their
performance, and their improvement in relation to their
goals and expectations” (2007).

Although in-the-moment feedback can be invaluable
during learning, guidelines do exist on how to optimize
the feedback (Brookhart, 2008; Fisher et al., 2016). For
example, teachers should provide feedback on the major
aspects of writing that relate to the assignments’ learning
goals. They should also consider students’ developmental
levels or ability to absorb and act on the feedback.
Furthermore, teachers have many choices for the mode

of feedback—a brief comment during the writing process
or an oral or written comment—and they need to select
the most appropriate mode for each student and situation.
By tying targeted feedback to specific writing strategies,
teachers can emphasize the skills that students need in
their journey toward writing proficiency.

Finally, related to the impact of peer review and self-review,
Sanchez et al. concludes that studies demonstrated that
both self-grading and peer grading positively affected
subsequent achievement performance (2017). In short, peer
review—when done well—can make a significant difference
in students’ writing.



How Read 180 aligns to the research

Read 180 embraces the reciprocal relationship between
reading and writing and provides the rigorous writing
instruction that is necessary for students to become
proficient readers and writers. Based on the research

of Dr. Steve Graham and Dr. Karen Harris, students

learn a process to successfully plan, organize, and write
(POW) responses to text. Students using the Real Book:
Workshop have multiple opportunities to write narrative,
informative, and argument pieces, and they learn, practice,
and apply strategies specific to each of these genres.

In addition to a strategy that will guide them through
the writing process, students will learn genre-specific
strategies to use as they plan and write narrative,
informative, and argumentative pieces.

In narrative writing, students learn, practice, and apply
the WWW+2 (Who, When, Where, What, How) strategy; in
informative writing, students learn, practice, and apply the
TIDE (Thesis Statement, Idea, Details, Ending) strategy;
and in argumentative writing, students learn, practice,
and apply the TREE (Topic Sentence, Research, Evidence,
Ending) strategy.

Students practice the WWW+2, TIDE, and TREE strategies
and receive the scaffolds, including sentence frames,
sentence starters, and graphic organizers, that are most
appropriate to their writing levels. They receive immediate
personalized feedback in addition to the more detailed
feedback provided by peers and their teachers. Writing
prompts and scaffolds, such as sentence frames, echo
those that students encounter through teacher-mediated
practice in the Real Book, thereby increasing students’
competence and confidence in writing.

Throughout Whole- and Small-Group Learning, Read 180
writing instruction emphasizes writing with a purpose,

as well as writing that develops content knowledge and
reading skills.

These purposeful writing activities—and the associated
discussions—help students to log the “miles on the
tongue” that Dr. Kate Kinsella has found is vitally important
to language development for English learners. Read 180
writing instruction provides carefully guided opportunities
for students to engage in many different types of writing,
from simple sentences to multi-paragraph essays.

Read 180 Evidence Base

In paragraph-length constructed response writings and
multi-paragraph essays, students follow the steps of the
writing process: planning writing, organizing ideas using
graphic organizers, composing a draft, and revising for
clarity, conventions, and purpose.

Writing is then shared through peer feedback and a variety
of publishing opportunities. This systematically scaffolded
writing process helps students explore and extend their
knowledge through writing, and it guides them in clearly
conveying ideas using academic language.

Throughout Read 180, grammar, usage, and mechanics are
taught systematically and in context in accordance with
the research of Dr. Kate Kinsella. Analyzing and evaluating
a model paper before writing helps make expectations
transparent and aids struggling writers in visualizing the
demands of the assignment. After writing, students use the
routines they are taught during Whole-Group and Small-
Group Learning to read, score, and respond to a partner’s
writing. These multiple opportunities for feedback provide
the support that students— including multilingual learners
and students with disabilities—need to gain confidence
and independence with English grammar and writing for
academic purposes.

In the Student App, the Writing Zone engages students
in writing activities at appropriate levels of complexity
with the supports and scaffolds they need in order to be
successful writers.

Organize Your Paragraph

Write Your Paragraph

Writing Lessons
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Social and Emotional Learning

CASEL framework

As defined by the Collaborative for Academic, Social,
and Emotional Learning (CASEL), social and emotional
learning (SEL) is “the process through which children
and adults acquire and effectively apply the knowledge,
attitudes, and skills necessary to understand and manage
emotions, set and achieve positive goals, feel and show
empathy for others, establish and maintain positive
relationships, and make responsible decisions.” The
body of research around SEL continues to demonstrate
that there is a wide array of benefits associated with SEL
that begin during early childhood and continue through
adulthood (Mahoney et al., 2018).

Research supports the notion that SEL instruction is crucial
not only to enhance students’ well-being but also to
increase students’ academic achievement. A meta-analysis
of school-based SEL programs found that in follow-up
assessments, which took place an average of 3.5 years
after the last intervention, these programs led to student
gains of an average of 13 percentile points higher than
students not in SEL programs (Taylor et al., 2017).

However, the benefits of SEL do not stop there. The
research overwhelmingly shows that there are also many
crucial real-life benefits for students now and in the future.
These benefits include, but are not limited to, improved
social behavior and emotional well-being, better physical
and mental health, higher graduation rates, greater lifetime
earnings, and reduced criminal activity and substance use
(Mahoney et al., 2018). A recent, large meta-analysis of 82
research studies involving 100,000 students worldwide
found that this impact was long term, lasting from 6 months
to 18 years after an intervention was implemented (Taylor et
al., 2017). Another study on SEL found results in a return on
investment of 11to 1, such that for every $1invested there is
an $11 return (Belfield et al., 2015). Benefits were the same
regardless of students’ socioeconomic background, race,
or school location.

Read 180 Evidence Base

Because SEL can go beyond individual students to impact
schools, the communities they serve, and our greater
global society, it has become an area of focus for school
districts across the nation. Creating classrooms where SEL
practices prevail—“where the minds and spirits of children
can thrive” (p. 9)—has become a priority for leaders from
education, research, policy, business, the military, and
more as we move from a nation at risk to a nation at hope
(National Commission on Social, Emotional, and Academic
Development, 2018). The importance of social-emotional
health became all the more apparent during COVID-19-
related school closures when students no longer felt part
of a school community.

CASEL provides a SEL framework that takes an ecological
approach to social and emotional development. CASEL
guidelines recognize that multiple environments,
including the classroom, school, and student’s home

and community, interact to support or inhibit social and
emotional development. It also incorporates a focus on
SEL curriculum and instruction, schoolwide practices and
policies, and family and community partnerships so that
SEL instruction is SAFE: Sequenced, Active, Focused, and
Explicit. More than just a program or series of lessons, SEL
is about how teaching and learning happen as well as what
teachers choose to teach and where learning will occur.
The breadth of the framework is illustrated by the CASEL
“wheel,” which shows the five key core competencies that
can “educate hearts, inspire minds, and help students
navigate the world more effectively” (CASEL, 2019).



The five key elements of the CASEL wheel are:

1. Self-awareness: individuals’ ability to recognize and
label their emotions, recognize their strengths, and
build skills related to confidence and self-efficacy

2. Self-management: regulating one’s actions,
thoughts, and emotions in any situation or
environment by demonstrating impulse control,
stress management, self-motivation, perseverance,
goal setting, and organizational skills

3. Social awareness: understanding that other people
have different perspectives and are worthy of
respect, having empathy for others and appreciating
diversity, and listening to and working to understand
other people

Relationship skills: creating and maintaining healthy
relationships with people regardless of their abilities
or backgrounds, demonstrating positive social
engagement by communicating clearly, working
cooperatively, negotiating conflict, and seeking and
offering help

Responsible decision-making: when making
personal and social choices, considering ethics,
safety, and social norms; analyzing situations;
recognizing and solving problems; and reflecting,
evaluating, and demonstrating ethical responsibility

Recently, CASEL has begun advocating for what it is calling “transformative SEL” (Jagers et al., 2019). The CASEL
wheel with its five inner components and outer rings remains the same, but refinements focus more intensely

on the need to transform inequitable settings and systems and to promote social justice. CASEL advocates for
reaching these goals through the following four means:
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1. Civic engagement through partnerships among
students and adults who share power and
decision-making

2. Academic content that addresses issues of race,
class, and culture

3. Instruction that honors and makes connections
with students’ lived experiences and identities
and deliberately scaffolds learning to build
each student’s understanding of others’ lived
experiences

4. |Instruction that enhances and foregrounds the
social and emotional competencies needed for
genuine civic engagement

Read 180 Evidence Base
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How Read 180 aligns to the research

Teachers of Read 180 classrooms begin by establishing
a safe learning environment for all intervention

students. The programs are designed to increase
student engagement, promote positive behaviors, and
motivate students to succeed while teachers build strong
relationships with their students.

Self-Awareness. Building on existing structures that
instill a sense of belonging and purpose, Read 180 helps
students become aware of their own academic mindset
and behaviors. The program includes a focus on growth
mindset, which helps to build students’ knowledge of
growth mindset and increase their awareness of their
own mindsets. Students cultivate a growth mindset

by approaching learning tasks with perseverance. In
addition, the Gradual Release approach used in all Read
180 instruction ensures that students gain confidence as
they move from full support to independent work, taking
on increased responsibility for their own learning. This
approach results in building students’ self-efficacy.

Self-Management. Positive behavioral supports provide a
continuum of supports increasing in intensity on the degree
of students’ behavioral and social needs. These supports
also promote students’ self-regulation. Students can
monitor their own learning in the Student App, which allows
students to motivate themselves toward achieving their
goals through badges earned with each skill and as they
confer with their teacher. Tracking academic learning and
goals increases students’ intrinsic motivation, classroom
engagement, and the desire to continue to succeed.
Students can also track and monitor their own progress
through the use of additional tracking logs for each Read
180 rotation.

Read 180 Evidence Base

Relationship Skills. Instructional routines such as Oral
Cloze, Think (Write)-Pair-Share, and Peer Feedback
encourage students to collaborate with one another while
engaging with the scaffolded materials that structure and
support their responses. The instructional routines help
to create a learning environment in which students can
actively participate in a nonthreatening and flexible way
while building relationships with one another. In addition,
during Independent Reading, students may express their
knowledge through book conferences with the teacher,
collaboration with classmates, and presentation projects
with the class.

Social Awareness. The programs’ authors created

text sets and a library that reflects the diversity of the
nation’s population. Students connect with content in
the lessons, Anchor Media, and Independent Reading
Library. This content features a balance of genders and
ages; diverse cultures, ethnicities, and religions; people
of different abilities; and people of various socioeconomic
status. Texts were selected to ensure that facts were
accurately represented and authentically inclusive.
Students see themselves and their classmates reflected
in the text selections provided, thereby deepening their
understanding and encouraging empathy of people of
various backgrounds.

Responsible Decision-Making. Text selections incorporate
stories with characters making constructive and respectful
choices about actions and behaviors, encourage students
to self-reflect on their own decision-making skills in
challenging scenarios, and include problem-solving
discussions in response to real-life issues.
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Mindset and self-efficacy

Students’ academic mindsets play an important role in
making them more engaged in learning, more resilient in
the face of setbacks, more willing to persevere when they
encounter challenges, and ultimately more academically
successful. An influential report by the University of
Chicago Consortium on School Research (CCCR) defined
four important constructs that make up academic mindset:

1. Sense of belonging as a member of an academic
community

2. Self-efficacy or confidence that one has the capacity
to accomplish meaningful learning tasks and produce
the desired results (Brozo & Flynn, 2008)

3. Recognition of the relevance or purpose of their work

4. Growth mindset

Growth mindset, the fourth construct, is an individual’'s
belief that, through effort and perseverance, they can
become better at something (Dweck & Yeager, 2019;
Farrington et al., 2012). In the case of reading, growth
mindset is seen when students seek to improve their
strategies for comprehension and apply those strategies
purposefully so that they can persevere through difficult
texts. A recent meta-analysis of 49 rigorous studies of
approaches to improve students’ noncognitive attributes,
including mindset, showed significantly positive effects
on word-reading fluency and reading comprehension
(McBreen & Savage, 2021). Among the attributes the
approaches sought to impact were students’ mindsets
regarding themselves as readers and their sense of the
long-term value of reading in their lives.

Skills such as individuals’ perseverance, curiosity,
conscientiousness, optimism, and self-control instill
growth mindset and grit in students, allowing them to
continue to try even when they encounter challenges.
These attributes have more to do with character than with
cognition and should be taught alongside daily curricular
instruction. Perseverance refers to the tendency to pursue
long-term goals with sustained effort and hard work. It
has been shown to predict achievement in academic and
vocational domains (Duckworth et al., 2009; Duckworth &
Quinn, 2009).

Read 180 Evidence Base

Measures of executive function are highly correlated to
measures of growth mindset, self-efficacy, and reading
achievement (Miller et al., 2013). Executive function
encompasses students’ abilities to control their cognitive
processes, including planning, organizing, reasoning, and
working memory. As an example, students with strong
executive function abilities make connections across word
meanings and language at many different levels of text—
orthography, words, phrases, sentences, paragraphs, or a
longer section (Yu et al., 2018). Still, it is only recently that
the importance of executive function is discussed as an
actual contributor to reading success or difficulty.

Over 30 years ago, Wang and colleagues suggested that
metacognition was most likely “the most powerful predictor
of learning” (1990). It follows that students who have an
easier time learning to read tend to be metacognitive;

that is, they think about the strategies they are using and
the sense they are making of what they are reading. This
process leads them to adjust the strategies they use and
try other strategies, as needed, to achieve comprehension.
Some metacognitive strategies that foster reading growth
include setting goals while reading, regulating progress,
and employing mastery-oriented strategies to reach
comprehension goals (Molden & Dweck, 2006; Pressley

& Afflerbach, 1995). Learning to use these metacognitive
strategies assists struggling students in realizing that their
reading abilities are fluid, not fixed. It encourages them to
persist in the face of difficulty and avoid the tendency to
convince themselves that they are “bad” readers.

While brief interventions can prove successful at helping
students establish a growth mindset, more lasting change
can be effected through daily activities that reinforce the
importance of growth-mindset. Schools and classrooms
that reinforce growth mindset messaging place the focus
on learning rather than performance and make learning
more enjoyable for students (Yeager et al., 2013).



57

How Read 180 aligns to the research

Read 180 develops academic mindset and behaviors as
well as executive function, and it encourages learning
strategies critical for success in college and career.
Building on existing structures that instill a sense of
belonging, self-efficacy, and purpose, Read 180 adds

a focus on growth mindset. This focus helps to build
students’ knowledge of growth mindset and increase their
awareness of their own mindsets. Read 180 also helps
teachers internalize and operationalize growth mindset for
themselves and their students. Additionally, the program
supports students and teachers in making connections
between their academic mindsets, behaviors, and
performances over time.

Growth mindset is integrated into Read 180 using five
principles, which reach across program components
(Whole- and Small-Group Learning, Student App, and
Independent Reading):

1. Teach how the brain changes learning and how focus
and effort can lead to academic success.

2. Build a growth-mindset classroom culture where
students and teachers have the language to talk about
academic mindsets and behaviors.

3. Communicate feedback that focuses on process, not
abilities.

4. Model and teach positive learning behaviors.

5. Illuminate connections between mindset, behavior, and
performance.

During the first two weeks of Read 180, teachers and
students begin to build their academic community with
the Getting Started lessons. In these lessons, students
investigate what it means to have a growth mindset and
experience how the brain changes with learning.

They set goals for the school year and beyond and

learn about other Read 180 students who struggled
academically but continued to work hard with effort and
focus until they were able to achieve their goals. This set
of lessons helps students understand their own mindsets
and how they can “build their brains” with positive learning
behaviors. The concept of a fixed versus growth mindset is
introduced from the very beginning of the year, so students
and teachers have language to discuss mindset and
behavior. They can work together to overcome challenges
with effort and perseverance.

Read 180 Evidence Base

Throughout the course of Read 180, students cultivate

a growth mindset by approaching learning tasks with
perseverance. The Gradual Release approach used in all
Read 180 instruction ensures that students gain confidence
as they move from full support to independent work, taking
on increased responsibility for their own learning.

The Student App also reflects important principles of
engagement and motivation—critical for struggling readers.
Students can track their progress toward and mastery of
reading skills through the Student Dashboard. Monitoring
their progress will build students’ self-efficacy as they
witness their growth and progress through Read 180.

The Student App provides patient encouragement to
students, along with immediate individualized feedback
that can be particularly beneficial to multilingual learners
and students with disabilities. Universal design principles
in the technology bolster the confidence of multilingual
learners and students with disabilities. Additionally, first-
language support features augment the learning process
for ELs. This access to information about their progress and
achievements not only motivates students, but also builds
their awareness of who they are as learners and guides
them in setting and working toward academic goals.

Orland Rowe @+ ¢
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Student engagement, motivation, and agency

Motivation, which refers to active, self-regulated actions,

is an academic enabler that is essential to reading
achievement (Toste, 2020). Agency refers to one’s capacity
for setting their own goals, reflecting on their achievement,
and acting in ways that have the potential to effect change
(Lin-Siegler et al., 2016; Schaffner et al., 2016). Students
who are motivated to read well and to whom teachers have
given agency over their learning immerse themselves in
their reading—for pleasure, to satisfy their curiosity, or to
discover information. Students who are motivated to read
assert their agency by setting their own goals for their
reading and maintaining focus by avoiding distractions;
ultimately, they obtain the outcomes they want as they read
(Schunk & Bursuck, 2016).

Fortunately, motivation and student agency are both
malleable factors, in that teachers can build students’
interest in, motivation for, and engagement with reading
(Barber & Klauda, 2020; Guthrie & Wigfield, 2017). For
example, giving students agency or choice about what
they read and how they read (in print or digital form) are
among the interventions that can enhance motivation
and increase the amount of time that students spend
reading. Writing about student agency, Williams (2017, p.
12) suggested that when teachers shift from “controlling
reading” to focusing their “abilities, expertise, and
knowledge on enabling student agency in their reading,”
they see “profound” results.

Read 180 Evidence Base

Students’ engagement with and motivation for reading
have generated a large and robust body of research,
but this research has depended on what is now a fluid
definition of these constructs. Today’s students read
paper-based and digital texts both in and out of school,
and researchers, such as Coiro (2021), are calling for a
broadening of the current conceptualization of what it
means to read.



How Read 180 aligns to the research

Read 180 includes personalized learning technology that
is designed to increase students’ intrinsic motivation, as
well as their ability to read. Read 180 provides multiple
opportunities for students to take ownership over their
learning by setting goals and carefully tracking their
mastery of lesson content. The Gradual Release Model,
used throughout the program, leads to ownership over
learning, as responsibility for performing a new skill is
gradually transferred from teacher to student.

The Student App helps sustain the learners’ engagement
and interest by scaffolding, encouraging, and reinforcing
their efforts, and offering individualized corrective
feedback according to the student’s performance.
Students watch exciting Anchor Videos that build mental
models for reading that help to captivate students’
interest. In the Success Passages in the Foundational
Skills sequence and in the Success Zone, students

read high-interest, engaging passages that include the
concepts they have been studying.

Read 180 leverages the power of technology to

motivate students and provide structured engagement
opportunities. Students who are not drawn to print media
but voluntarily spend hours on the computer can use a
tool they value to master skills they need. The Student
App provides real-time feedback and encouragement

Skills Board

that is private, nonjudgmental, and respectful of students,
and the endless patience of the computer cannot be
overemphasized as students have opportunities to try, try
again. Students who need extra support with a particular
skill will encounter multiple opportunities to practice with
fresh content.

The Read 180 Independent Reading Library and Anchor
Media are high interest, age appropriate, relevant to
students’ lives, and able to generate and sustain student
interest, particularly to motivate the older striving reader.
Throughout, reading materials are carefully matched to
students’ current reading levels as they progress through
the program, ensuring that they experience success while
being appropriately challenged. In addition to providing
titles matched to students’ current level of performance,
passages in the Real Book: Workshop include fiction
and nonfiction Stretch texts that expose students to more
challenging grade-level text.

The Student App provides students with metrics and
achievements as they learn. As students complete Code
Topics in the Student App, they are awarded badges.
Students can view their badges on the Skills Board, where
they can see what achievements they have unlocked and
flip each badge to review the foundational skills aligned to
each badge.
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Metacognition

The term metacognition was first used by Flavell (1979), who defined it as knowledge and understanding based on
reasoning related to one’s own cognitive occurrences dealing with certain materials. More simply put, it is the process of
“thinking about one’s thinking.” Instructing students to actively think about what they are learning is to help them become
more aware of their learning process. In reading, metacognition is an approach students use to be aware of different
strategies they can utilize in order to read and comprehend the text. Some of the metacognitive strategies that researchers
(Channa et al., 2015; Pressley et al., 1998) document are the pre reading planning strategy where students survey the text or
predict what the text will be about (Brown & Palincsar, 1987), the monitoring strategy where independent or self-regulated
readers take responsibility of their own reading and monitor their comprehension level (Thiede et al., 2003), the think-aloud
strategy where students articulate their thoughts aloud (Rosenshine & Meister, 1992), the questioning strategy that allows
students to evaluate their understanding of the text while reading (Livingston, 2003), and the self-regulatory strategy that
involves actions directed toward certain student goals in order to gain new knowledge to better understand the text (Gall
et al,, 2010). Researchers find that students’ comprehension increases when metacognitive strategies are used during and
after reading (Boulware-Gooden et al., 2007).

How Read 180 aligns to the research

Developing metacognitive strategies builds student confidence in reading. Making up over 15% of each Real Book: Code,
S.M.A.R.T. Lessons (Strategies for Metacognition, Academic Language, Reading, and Thinking) pre-teach essential decoding
and morphology concepts and academic vocabulary. Each S.M.A.R.T. lesson opens with direct instruction on new key
concepts that build student understanding and scaffold their ability to use academic language. Students then complete
Crack the Code activities, where they apply new skills independently.

Crack the Code
Recognizing & Using Compound Words

and Using Compound Words Match It

Find the compound word that matches each meaning. Write the letter of the

A compound word meaning on the line.
is formed from two
smaller words Compound Word Meaning

This paper fells
the news. It is
anewspaper.

can predict . anthill a. a case for holding books
fa

fingerprint b, hill that ants make

toothbrush

b
2. <

3. bookcase a <. aprint taken from a finger
4. e d. a pain in your head

5. d

headache e. abrush fo clean your teeth

Word List Write It
Read the words. Then circle the compound words. Read the words in the box below. Draw a line between the two smaller words that
. 5. (amsed make up each compound word. Then use the words fo fill n the sentence blanks.
2. odmit 6 pankakes firdfighter  surfise homesick louckpeaker
3 7. unreal
4. basket 5 1. My dog wakes up at ___sunrise
2. My father makes us ___PANcakes _for breakfast every Saturday.

Split It

P 3. The principal made the announcement over a __ loudspeaker.
Draw a line between the two smaller words that form each compound word.
Then write the smaller words on the lines 4. When my brother went fo sleep-away camp, he became ___homesick
1. dafight _ doy light 5. trediop _free top 5. The people in the burning building were saved by a brave ___firefighter.
2. doorknob __door knob 6. waterfiall _water fall
3. eyesight _ eye sight 7. basepall _ base ball
4. birdcoge _bird _cage g hofdog _ hot _dog

26 Segments 78 + Lesson 4 Crack the Code 27

Real Book: Code lesson
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Context of Learning

Digital learning

The COVID-19 pandemic compelled educators, parents,
and children to adapt many of their everyday routines,
including their traditional learning environments. Lacking
technology, this adaptation to “online learning” would not
have been possible. Without minimizing the challenges that
teachers and students faced or the severity of the so-called
“digital divide,” technology provided a lifeline for many
students and enabled teachers to continue to teach.

In many ways, experiences during the pandemic made
many teachers and students far more “tech savvy” than
they had previously been and accelerated them toward
becoming “digital citizens.” According to the International
Society for Technology in Education (ISTE), digital

citizens use technology for many purposes. Certainly,
they communicate with others, search for information,

and engage through social media; as they do, they are,

of course, careful—for example, keeping their passwords
secure. But they learn to reason about what they read
online and to distinguish between fact and fiction, engage
with others for many purposes, and connect with their
broader environment. In engaging with others, they are
respectful of all people and their perspectives, even if their
perspectives are different (Fingall, 2021).

Of course, technology in its many forms has been a part of
the educational landscape for a long time. As evidence of
this, for over a decade, All4Ed (www.all4ed.org), a national
nonprofit organization advocating for educational equality,
has designated one day in February as National Digital
Learning Day (#DLDay) and maintains an online library
where teachers can find proven ideas for using technology
with their students.

Read 180 Evidence Base

Personalized Instruction with
adaptive technology

The forms and functions of literacy are always evolving, in
part to respond to changes in readers’ needs and, recently,
to reflect how technology has changed the ways in which
readers can access and make use of text (Leu et al., 2017).
This evolution is reflected in classrooms too, where well-
designed blended learning solutions offer many positive
benefits for students, especially striving readers.

Five aspects of technology that can be game changers for
students are that it is:

adaptive,
. effective at facilitating practice that leads to mastery,
. available anytime and anywhere,
. effective at gathering and processing data for use by
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teachers and as direct feedback to students, and
5. motivating (Hasselbring, 2012).

Adaptive technology harnesses Universal Design for
Learning (UDL) principles by providing a flexible design
from the start; it also has options for customization. UDL
instruction provides students with scaffolds, such as text
read-aloud software or embedded vocabulary assistance,
and can be personalized to ensure that students

progress at an appropriate rate. Essentially, instruction
starts from where students actually are academically and
not where we would have imagined them to be (Hayman &
Wilson, 2020).



In this way, all learners can access sustained instruction
that is varied and robust enough to be effective (CAST,
20M1). Research on UDL is generally positive, although
application of UDL principles takes many forms. An analysis
of 13 eligible studies found that the approach has the
potential to increase engagement and access and improve
students’ academic and social outcomes (Ok et al., 2017).

Many technology-based programs monitor students’
actions and process data in real time as students

work. They provide students with feedback on their
improvements in even, small increments and select
subsequent activities to reinforce what has been learned
while moving students forward.

Positive feedback on behavior improves short-term,
intrinsic motivation to continue to work hard, and
contributes to long-term motivation (Burgers et al., 2015).
Such feedback can be incredibly motivating for students
who feel they have never experienced success in school
(Hasselbring & Bausch, 2006). Most technology-based
programs also allow teachers to monitor students’ day-
to-day progress, see which concepts may be holding
them back, and then use that information to create an
individualized learning plan or reteach necessary concepts
and skills.

One report (RAND Corporation, 2014) found that charter
schools that had implemented personalized learning
programs saw students improve in reading and math
over the national average on standardized tests. Another
report from the Stanford Center for Opportunity Policy

in Education (SCOPE) cited three factors that affect the
achievement of at-risk adolescent students who use
educational technology: the interactive nature of the
technology, the ability of the technology to encourage
students to explore and create rather than repetitively
practice skills, and effective interaction between teachers
and the technology (Darling-Hammond et al., 2014).

The report emphasized that personalization makes the
best educational technology far more effective than
“computerized workbooks.” It also emphasized that
computer technology alone is not enough: Students

do their best when they also interact with teachers and
fellow students.

Read 180 Evidence Base

Giving students agency

The motivating potential of technology is promising,
especially for students whose reading is below
expectations. Researchers have documented that students’
motivation, especially their intrinsic motivation, decreases
as they grow older, perhaps because they feel they have
little control over their learning environment (Schaffner

et al,, 2016). Part of technology’s potential comes from

its ability to give students agency. Students experience
agency when, with some teacher guidance, they can
engage in activities that are relevant to their learning needs
and are at the right level, and thus can succeed at what
they do. Including technology as part of students’ learning
increases their opportunities to experience succesas; for
almost everyone, especially students caught in what they
perceive to be a personal cycle of failure, success is a
tremendous motivator.



63

How Read 180 aligns to the research

Read 180’s innovative technology harnesses learning
theory and pedagogical principles to deliver individualized
and personalized instruction tailored to each student’s
needs and interests. The adaptive technology embedded
into the Student App customizes and scaffolds individual
practice and application of word recognition, spelling,
vocabulary, language, fluency, comprehension, and writing
skills. The adaptive pacing of skills practice in the Student
App helps students achieve automaticity, freeing cognitive
capacity for higher-order processes. In addition, embedded
assessments throughout the Student App are designed to
continuously assess and place students according to their
levels of mastery of learned and new information, and to
customize corrective feedback to students’ specific errors.

The power of Read 180’s technology enables the program
to assess student knowledge and skills, respond to
individual student differences, differentiate and scaffold
instruction, provide corrective feedback, monitor student
progress, and offer teachers data to guide students

to become proficient readers and learners. Based on
FastTrack assessments, students can progress more
quickly through the skills they have mastered and repeat
the topics in which they need additional practice. These
characteristics constitute instructional practices that have
been shown to be highly beneficial to striving readers,
students with disabilities, and multilingual learners.

Read 180 Evidence Base

Read 180 builds a Learner Profile that takes into
consideration the students’ mastery of academic skills
(measured through their performance on reading
comprehension, fluency, word recognition, language/
vocabulary, spelling, and writing activities) as well as
their academic mindset (measured through their usage
and activity in the Student App and help-seeking and
challenge-seeking behaviors). The Learner Profile is
informed by the software’s algorithm to consistently
provide students with instruction and practice on skills
and strategies within their zone of proximal development.
In addition, advances in speech-recognition technology
enable the Student App to monitor their behaviors and
provide feedback to ensure that students stay on task.



Blended learning solution

Blended learning can be described in two ways. The first
is as a formal education program in which a student learns
through online delivery of content and instruction while
having some control over time, place, path, and/or pace;
the second is as a supervised education program that
occurs in a “brick-and-mortar” location (O’Byrne, 2018).

Providing a fundamental redesign of instructional models,
blended learning seeks to accelerate students’ progress
toward academic proficiency. Students can move ahead
when they are ready, and those needing more

instruction, practice, or time receive what they need (Horn
& Staker, 2014).

At a systems level, the goal for using blended learning is to
develop schools that are more productive for both students
and teachers by personalizing instruction. In this way,
blended learning can ensure that the most appropriate
resources and interventions are available for students at
the time they need them—before the onset of challenges
that could hinder students’ ability to progress along a
normal learning trajectory (Bailey et al., 2013).

Increasingly, technology is included as a key part of an
instructional program or a supplement to traditional
hard-copy materials. Use of technology creates a
blended learning environment that combines students’
independent work on computers or tablets with other
instructional groupings. The approach has two primary
benefits: (1) teachers usually receive timely reports on
what students have done and how they are progressing,
and (2) students’ independent work is personalized
based on their actual progress and needs. Furthermore,
computer-based reading programs allow students to
access assistance and receive feedback on their work.
Such real-time support allows students to take full
advantage of their independent reading practice.

Blended learning has the potential to bring accessibility,
affordability, and customization that might previously

have been complicated, expensive, and impractical for
teachers in large classes of students with diverse learning
needs. In this way, blended learning can transform
learning experiences for students by recognizing and
adapting to their individual stores of knowledge and skills,
experiences, and interest (Shemshack & Spector, 2020).

Read 180 Evidence Base

Although more research on blended learning is needed,
evidence is mounting about its effectiveness. For example,
in one large, randomized controlled trial with 2,017
treatment and 1,504 business-as-usual students (Macaruso
et al,, 2020), the blended-learning treatment students
showed greater gains on a standardized reading test than
control students. Furthermore, their reading gains were
uniform across grades and ethnic groups.

Blended learning offers a hybrid model that integrates
face-to-face and digital learning in ways that can lead to
greater educational equity, opportunities, and efficiencies
for students and their teachers. Aspects of the curriculum
that can most effectively be presented through traditional
teacher—student interactions continue as usual, but
aspects that lend themselves to computer delivery are
presented through that mode. For example, some students
may watch instructional videos, follow along in audiobooks,
or read digital texts independently while their teacher
works with small groups or individuals.

Some models of blended learning follow a hybrid pattern
that builds upon and enhances a regular classroom system
while not disrupting it. In this model, teachers provide some
students with in-person learning, while fellow classmates
participate in the same instruction remotely. Through this
approach, asynchronous teaching methods can be used

to supplement synchronous, face-to-face instruction. This
use of hybrid learning became very familiar to teachers,
students, and parents as schools partially reopened after
full-remote learning during the COVID-19 pandemic.

Having access to technology is, of course, essential

to creating a productive blended or hybrid learning
environment, but access is becoming more plentiful.
According to the 2018 International Computer and
Information Literacy Study (ICLS) (National Center for
Education Statistics, 2018), 50% of U.S. eighth-grade
teachers reported using desktop computers, notebooks
or laptops, netbook computers, tablet devices, or
smartphones when teaching—and doing so every day. In
2019, 29% of U.S. fourth graders who participated in the
Progress in International Reading Literacy Study (PIRLS)
assessment reported using a computer or digital device
one or more hours per day for English language arts (ELA)
work. Respondents to the 2019 PIRLS teacher survey
reported that they use digital devices and materials as

a supplement to traditional materials (46% for electronic
textbooks, 75% for educational games, and 76% for
reading-related websites and apps).



How Read 180 aligns to the research

HMH has embraced a blended learning approach to
instruction since the first version of Read 180. Read 180
combines the best practices of teacher-led instruction,
personalized adaptive technology, and independent
reading components to synergize the most effective
learning principles and to accelerate students’ learning.

Teacher-led instruction

In the Whole- and Small-Group Learning rotations, teachers
provide systematic, explicit instruction in foundational
literacy skills and comprehension strategies, moving from
simple to more complex skills and texts. Teachers can
differentiate and target skill gaps within the Whole- and
Small-Group guided curriculum, which is available in print
or online for teachers and all types of learners.

Student app

The Read 180 Student Application (Student App)
complements the teacher-led Whole- and Small-Group
Learning with systematic instruction on skills and activities
that customize and scaffold individual skill practice.
Students work independently in the web-based adaptive
Student App, which provides each student an intensive,
individualized learning experience based on their
responses. Students are able to choose their path through
the Student App and work at their own pace—two factors
that are critical to an effective blended learning program.
The Student App continuously collects data about

student performance and provides continual personalized
feedback to the student, freeing the teacher to focus on
targeted, direct instruction for the Whole-Group and Small-
Group Learning.

Independent reading

The Read 180 Independent Reading rotation is designed
to integrate student choice, checkpoints for accountability,
and opportunities for teachers to gain insight on student
progress. Students browse a digital and print library to
select independent reading texts that are at their reading
and interest level. The high-interest, leveled texts help
students build fluency, vocabulary, comprehension, and
confidence. Students also take quizzes to assess their
comprehension of each text.

Read 180 Evidence Base

Teacher support

All Read 180 teachers have access to Ed, which provides
online support for planning instruction, monitoring
learning, and differentiating instruction—critical to effective
intervention. On Ed, the teacher can:

¢ instantly access real-time data about student
performance,

e analyze data and results to inform instruction,

¢ plan effective instruction,

e access guidance on reviewing and reteaching skills
based on data,

e access rubrics and grade student performance on
writing assignments and fluency readings,

e access professional learning resources, and

e participate in a community of educators and access all
resources through an educative curriculum.

Therefore, the combination of effective teacher-

led instruction, usage of adaptive technology that
personalizes students’ learning pathways, independent
reading practice, and ongoing teacher support for the
primary and secondary classrooms provides the best
evidence-based instructional practices to raise students
literacy achievement.
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Community of learners

Educators should strive to create a classroom environment
that fosters appreciation and respect for all cultures,
languages, and dialects. The practice of creating a
culturally responsive environment begins with noticing
one’s own biases and building relational trust with students
by honoring their stories and listening to their emotions
(Gay, 2018; Ladson-Billings, 1995; National Equity Project,
2020; Paris, 2012). Practices and approaches that support
culturally and linguistically diverse students who are

often marginalized in schools build their confidence and
competency to achieve academic success (Aronson &
Laughter, 2016; Darling-Hammond & Cook-Harvey, 2018).

By leveraging students’ background knowledge, home
languages, and home experiences, teachers can make
classroom instruction more relevant and meaningful. This
asset-based approach helps enhance instruction; increase
students’ interest, participation, and learning; and can
improve teacher-student relationships (Neri et al., 2016;
Brooks & Karathanos, 2009).

Make real-world connections

In our diverse society, schools should be a place where
all students feel welcomed, appreciated, and encouraged.
The following are some of the recommended practices for
creating an inclusive environment:

e Honor judiciously and respectfully, how each student is
unique. Emphasize that differences are to be celebrated.

e Stay mindful of the fact that one culture’s custom
may hold a different meaning in another culture.
Discuss examples of what it means for students to be
responsible, respectful, and considerate of other’s
views.

e Expose students to texts that reflect a variety of life
experiences.

e Educate students about the history, traditions, and
contributions of various groups so that children gain an
understanding of their communities.

Cross-linguistic influence on learning

In today’s multilingual society, it’s increasingly common for
students to speak a language other than English at home. A
substantial and growing body of research underscores the
critical role of multilingual learners’ (MLs) home language

Read 180 Evidence Base

in promoting academic achievement. The transferability
of literacy skills across languages substantiates the
value of strong home-language literacy (Genesee, 2012).
Extensive research evidence corroborates these findings,
indicating that students with well-developed reading skills
in their home language tend to exhibit stronger reading
performance in English, thereby affirming the importance
of supporting bilingual development from an early age.
These findings are further substantiated by multiple
meta-analyses that have consistently demonstrated that
educational programs incorporating students’ native
languages yield positive academic outcomes (Genesee &
Lindholm-Leary, 2012).

In addition, Lindholm and Aclan (1991) found a significant
positive relationship between bilingual proficiency

and academic performance in English, particularly in
reading and mathematics. Their findings revealed that
students classified as “high bilinguals” achieved grade-
level proficiency in English reading by fourth grade and
in mathematics by third grade, suggesting that robust
development in both languages can accelerate academic
progress. Further, Relyea and Amendum (2019)’s
research found that early reading skills in a student’s
home language significantly support English reading
development in bilingual students. Specifically, their
research demonstrated that Spanish-speaking children
who entered kindergarten with strong Spanish reading
abilities demonstrated greater growth in English reading
over time, even outperforming peers who were more
fluent in spoken English but had weaker Spanish literacy.
These findings suggest a strong cross-linguistic influence,
where early literacy in a first language positively impacts
second-language reading development. The study
emphasizes the importance of nurturing native-language
literacy. For families, this underscores the value of
reading to their children in any language to support long-
term literacy growth.

As described above, literacy skills in a student’s home
language can significantly support reading development
in a second language. Students with strong home-
language reading abilities tend to show similar strengths
in their second language, a pattern well-documented
among multilingual learners in the U.S. (August &
Shanahan, 2006; Riches & Genesee, 2006).



Honor home languages and dialects

Creating links between students’ home languages or
dialects, and the English-learning environment at school
is key to fostering a sense of belonging. Educators can
support this and foster respect for all languages by
asking students to share a few words or phrases in their
home languages for the entire class to learn; and show
respect and appreciation of children’s home languages
by learning a few words yourself. For students who speak
English dialects, these classroom practices allow students
to validate differences in the ways English is expressed,
as well as use develop a deeper understanding of the
academic content. For monolingual English students,
exposure to other languages and dialects, in a natural
and supportive environment can enhance their listening
skills and assist and accelerate their own academic
language development.

Encouraging translanguaging in the classroom is also
critical for academic achievement. It honors that
students hold multiple languages as one integrated
system to better understand the world. Teachers can
support translanguaging in numerous ways, including
offering students the option of reading a book in one
language and summarizing it in another language; using
multiple languages during a classroom discussion; taking
notes any language; or writing a draft in a first language
(Corujo, 2024).

Establish a sense of belonging

Young students’ first classroom experiences are often
ones of building relationships with their teacher and

peers. Classroom interactions continue to shape students’
attitudes toward themselves and their ability to learn. Wolf
(2007) cites work by Biemiller (1970), who studied students’
processes of learning to read. Biemiller found that students
who ultimately become the most successful readers

“never get arrested in any of the early steps, but move
quickly through them” (Wolf, 2007, p. 119). These successful
readers perceive that their identities are as learners, and
they feel safe and welcome in school (Cohn-Vargas et al.,
2021; Steele & Cohn-Vargas, 2013).

Read 180 Evidence Base

As schoolwork becomes more challenging, teachers’
support, modeling, encouragement, and feedback build
and reinforce students’ growth mindsets. Teachers
establish a classroom tone that sets clear expectations that
all students are learners, mistakes are a part of the learning
process, and students’ efforts and hard work are valued
above all other behaviors. Teachers show they respect and
care equally about all students—those who struggle to
learn as well as the best readers in the class.

In such classrooms, all students sense that they belong,
that their ability and competence can grow, and that

they can be successful. In essence, teachers can create

a “learning mindset culture,” one that not only provides
instruction on skills and content knowledge but also builds
strategies for perseverance, resilience, and effort.

Steele and Cohn-Vargas (2013) and Cohn-Vargas and
colleagues (2021) remind teachers that as they seek to
promote a sense of belonging for all students, they need to
be aware of group dynamics and the formation of cliques,
especially those that may be forming between students
who are beginning to perceive themselves as struggling
learners or “at risk” for failure. Even if students never hear
these actual labels, they may begin to identify themselves
as somehow different from peers for whom academics
come easily (Learned, 2016). Research has shown that the
dynamics in a classroom can change when some students
identify themselves as less able to learn than their peers.
Some students who mastered the so-called reading
“fundamentals” of letter-sound correspondence may begin
to falter as their reading tasks become increasingly difficult
and they are required to read more deeply and critically
(McNamara et al., 2016). For many of these students, initial
challenges in school expand as content area reading
requires application of higher-level reading strategies.



How Read 180 aligns to the research

The text selected throughout Read 180 was designed

to be inclusive and culturally relevant by incorporating
content that reflects our diverse world to provide
learners with opportunities to see themselves. The
practice of creating a culturally responsive environment
begins with noticing one’s own biases and building
relational trust with students by honoring their stories
and listening to their emotions. Teachers begin the

year establishing a safe learning environment for all
students by acknowledging, accepting, and embracing
students’ differences. Read 180 teachers build the trusting
relationship students need to thrive by conducting
conferences with students to discuss their academic and
behavioral goals, their challenges, and their triumphs.

The Independent Reading library includes a number of
titles that build social awareness by encouraging students
to see the world from a new perspective, feel and show
empathy, appreciate others from diverse backgrounds and
cultures, and show respect for all people. Using Read 180’s
diverse and culturally inclusive curriculum, students can

tie their learning to their cultures, experiences, interests,
and the issues that impact their lives. When students see
themselves represented in the curriculum, they feel a
sense of belonging and are better able to build trusting
relationships with the teacher and others. In the Small-
Group Learning setting, students receive instruction unique
to their individual learning needs that takes into account
the whole student while building meaningful relationships
with their teachers.

Teachers and students read through culturally relevant
texts. Teachers can tie in the stories with students’ personal
lives by encouraging students to make connections

with the text to learn about others in the community.
Teachers reinforce that there are different experiences and
viewpoints as illustrated in various texts, which allows all
students to have a greater understanding for those who
have various backgrounds.
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For multilingual newcomers, the Language Launch
lessons within Read 180 provide embedded opportunities
to leverage students’ cultural and linguistic assets to
effectively support their English language development.

e Units and lessons begin with a Heads Up section for
teachers that calls attention to important cultural,
linguistic, or social-emotional considerations.

e Lessons thoughtfully incorporate guidance and space to
encourage students’ spoken and written contributions in
their home languages while learning English.

e Anchor Videos and authentic texts incorporate
translanguaging to validate multilingual learners’ use of
their full language repertoire.

e Teacher Notes for the lessons include Contrastive
Analysis and Spanish/English cognates at point of use so
teachers can build students’ metalinguistic awareness
by explicitly comparing and contrasting their home
language with English.

e Students can access bilingual glossaries with the
vocabulary taught in Language Launch lessons for the
top 12 languages spoken in U.S. schools.



Assessments of and for

Learning

When used and interpreted correctly, different forms of
assessments provide educators with usable data that allow
them to make important claims about the knowledge and
skills that students possess (Al Otaiba et al., 2011, 2014).
Literacy assessments can enable educators to pinpoint
specific skills that students have mastered, determine
students’ overall literacy proficiency (Gendron, 2012),

and gauge students’ progress at different points in time.
For example, effective assessments enable teachers to
determine the extent to which students have mastered and
can apply foundational skills, whether they can read and
comprehend complex literary and informational texts, and
whether they can write effectively to demonstrate what
they have learned from their reading (Gendron, 2012).

It is also important for teachers to remember that using

a variety of balanced, valid, and reliable assessments
enables them to gauge how they are doing in meeting their
students’ needs and to engage in the important work of
figuring out how to present content differently so that all
students can learn.

Technology makes it convenient to administer
assessments, collect and store data, and compare progress
across students. Many reading programs have aligned
assessments, which increasingly can be administered
online, thereby providing teachers useful and easy ways to
collect and analyze students’ records.

Even with the relative ease that technology can deliver,
teachers may feel that their schools are asking them to do
too much testing—at the expense of providing instruction.
This may be true in some cases, especially for students
whose regular work shows them progressing as expected
and even, perhaps, excelling (VanDerHeyden et al.,
2018). At the same time, there is strong support for the
value that can be gained from collecting initial, periodic,
and summative data about students’ progress (January

& Klingbell, 2020), and then using these data to tailor
instruction to students’ needs.
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There are many different kinds of assessments that are
embedded within the fabric of today’s schools. They

take place at different points in the school year, and
although they may serve different purposes, they share the
overarching goal of providing teachers with data they can
use to tailor instruction.

Screening assessments

Educators often think that screening assessments are
valuable primarily when students enter kindergarten, but
they can be invaluable for gathering initial information
about what students know and can do at the beginning

of the school year, when a “new” student first enters a
school, or even throughout the school year. To be practical,
screening tests are quick to administer and are most
useful when tied to the curriculum expectations for the
year that students are about to enter. Screening test data
can be used for making placement decisions, but they do
have limitations. For example, screening test data may
indicate potential challenges or a mismatch between what
students know and can do and grade-level expectations,
but they are not diagnostic in nature. Rather, they can point
out “gaps” in students’ mastery and the need for specific
instruction and building of foundational skills. Screening
test data may point to the need for further diagnostic
testing to identify strengths and needs and provide
appropriate instruction before the needs overpower the
strengths that students have developed.
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Formative assessments

Teachers use many forms of assessment, including their
own observations of students’ academic work and their
effect or social-emotional well-being. Teachers may
undervalue this more personal form of data, but it can

be invaluable, especially when coupled with the use of
frequent progress-monitoring tools that provide quick
glimpses of students’ learning. These are curriculum
based, and their information can help teachers determine
when they need to reteach content. Even as students
progress through school and do most of their reading
silently, listening to them read orally provides insight into
how they are processing the information contained in the
words and sentences.

Formative assessments of all types help teachers track
students’ progress, personalize instruction as needed,
and determine what they need to reteach. Progress-
monitoring assessments can also be a “first warning”
when students are at risk for reading difficulties. Because
they are administered frequently and assess a specific
body of skills, their data can alert teachers to potential
difficulties before misunderstandings and misconceptions
accumulate to the point that future learning is jeopardized.
As such, they can provide data to help teachers make
recommendations for Tier 2 interventions or potentially
testing for entry into a Tier 3 program (Al Otaiba et al., 2011;
Fien et al,, 2015).

Progress monitoring

Progress monitoring is one way of collecting formative
data, which includes data about what students have
learned so far relative to a specific scope and sequence
and to their peers, along with information about the
processes they use in their reading. For example,
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students’ oral reading of a short passage can provide
information about their decoding skills and oral reading
fluency. Because fluency and prosody are proxies for
comprehension, even a short oral reading sample can be
a valuable indicator of students’ proficiency. For example,
depending on the reading selection, students’ oral
reading will show their accuracy and speed in decoding,
their attention to punctuation, and other stylistic features.
Most progress-monitoring tools have directions for
administering the assessment as well as a guide for
interpreting students’ results.

Diagnostic assessments

As such, these kinds of assessments—whether teacher-
made or commercially developed—provide formative
diagnostic information that can guide instructional
decision-making about individuals or help teachers

form groups for reteaching or enrichment. Many reading
programs include short diagnostic assessments and rubrics
to be used when evaluating writing.

Increasingly, formative diagnostic assessments are offered
digitally and provide dashboards that allow teachers to
organize and track formative diagnostic data for individuals
and whole classes to make differentiation of instruction and
grouping decisions efficient.

Schools that embrace a student-centered learning
approach emphasize instruction and assessment that help
students connect with and apply what they are learning
through culminating performance-based assessments.
These schools utilize ongoing, performance-based
assessments that focus on mastery. Student-centered
schools are more likely to outperform other schools on
standardized assessments, graduate more students, help
more students become eligible for college, and have
students that persist in college (Friedlaender et al., 2014).



Summative assessments

Summative assessments are used at the endpoints of a
learning continuum, such as the end of a unit, a chapter,

a marking period, or the school year. They measure what
students have learned overall. Summative assessments
used through the school year provide valuable information
about students and about how teachers have taught
specific skills or units of study.

Formal and informal
performance
assessments

Performance assessments are another approach to
assessment. In their most formal use, students are asked to
demonstrate what they know and can do, for example, by
completing an open-ended task, giving a presentation, or
conducting and writing up research. Teachers need to use
what might be called informal performance assessments as
well; this can include students’ work samples, responses
to questions, and evidence of their motivation and
engagement. The availability of the many different kinds of
assessments is not meant to diminish the judgments that
teachers make by observing, listening, and talking to their
students, as well as analyzing the work they produce.

As might be expected, there are some limitations to
classroom-based assessments, even if the development

of the assessments has complied with best practices

for producing valid and reliable measures. For example,
not all screening and benchmark/progress monitoring
assessments are equally sensitive to the nuances of
determining the literacy growth of students who are just
learning English (Newell et al., 2020). Additionally, data
from assessments that teachers administer themselves
may not be completely reliable. Testing individual students
takes time, especially if teachers need to explain the format
of the assessment and create a positive, safe environment
in the midst of the usual classroom activity. These realities
do not negate the value of the information these tests can
provide, especially when teachers also consider their own
observations of students’ work and the daily work products
that students produce. Therefore, incorporating multiple
measures that assess students’ skills and abilities from
various sources provides a more comprehensive view of
students’ profiles.
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How Read 180 aligns to the research

Read 180 contains a comprehensive system to administer
and give actionable feedback for both formative
assessments (assessments for learning) and summative
assessments (assessments of learning). The Read 180
assessment system provides ongoing information about
student progress that can be used with students, teachers,
caregivers, and leaders.

Read 180 assessments include tools to screen and place
students, monitor progress, and provide information that
can be used to inform instruction. Read 180 teachers can
use either the Growth Measure® or the NWEA MAP Growth
Reading assessment’, scientifically based and validated
tests, as a screening assessment in the beginning of the
year and as an interim assessment in the middle and end
of the year. The Growth Measure and NWEA MAP Growth
Reading metrics provide several data points that are used
to inform the students’ Learner Profiles. Other contributions
to the Learner Profile include the students’ interests; their
engagement and motivation, which are tracked through
the Student App; and their performance on the Workshop
Assessments, which are part of HMH Reading Counts!”
independent reading quizzes and can be found in the
Student App.

In addition, Read 180 includes multiple formal and informal
formative assessments to monitor student progress

on an ongoing basis. There are embedded formative
assessments throughout the program found in each RealL
Book lesson (Code and Workshop), on the Student App,
and in daily reading logs, graphic organizers, and Quick
Writes for Independent Reading.

Technology plays an important role in the Read 180
assessment system. Read 180’s adaptive technology
provides students with personalized feedback and
teachers with a powerful tool for progress monitoring, as it
continuously collects data on students’ growth and mastery
of new skills that feeds into the students’ Learner Profiles.

Summative Real Book: Workshop assessments are
designed to monitor progress and support instruction
and are aligned to core Reading and Language Arts
Content Standards. The tests include item formats that
students may encounter on standardized assessments
so that students will develop strategies for attacking
these challenging formats and practice the kinds of
thinking these items demand. Students can take interim
and end-of-workshop assessments during and after
each of six workshops to assess listening and reading
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comprehension, critical reading, word study skills,
conventions, and writing. Each of these assessments is
followed by a Checkpoint lesson.

These Checkpoint lessons provide opportunities to
differentiate small-group lessons based on students’
assessment results. Checkpoint lessons:

e provide differentiated instruction to target the needs of
all students, and

e reinforce key skills and concepts using specific
resources targeted to each group’s needs.

Independent Reading quizzes serve as a summative
assessment of students’ comprehension of texts they read
during Independent Reading.

Critical thinking and 21st-century skills are assessed

at the end of every workshop through projects that
assess students’ abilities to apply 21st-century skills,
such as analyzing information, using technology for
communication, and engaging in collaborative work.
Scoring guides are used to assess these projects, as well
as writing assignments and the Respond & Write activities
in the Writing Zone. These scoring guides support
students and teachers in reviewing students’ work,
providing feedback, and revising as necessary.

Workshop 1 End-of-Workshop
Assessment (Level b)

DIRECTIONS: This is a reading test. Follow the directions for each part of the test, and choose
the best answer to each question.

Read 180°

PRACTICE QUESTION A
Read the sentences. Then answer the question that follows.

Factory owners and employees do not agree on the new schedule. The owners and
workers will have a meeting to discuss this dispute.

Which phrase provides a clue to the meaning of the word dispute?
A “Factory owners”
B “do not agree”
C “new schedule”

D “workers will have”

PRACTICE QUESTION B
Read the paragraph. Then answer the question that follows.

Literacy is the ability to read and write. Literacy skills are important.
These skills help students in school. They also help people in all types of
jobs. Strong literacy skills help people of all ages to communicate and to
solve problems.

Which of the following two statements are central ideas in the paragraph?
A Literacy skills take time to develop.
B Literacy skills are important for children and adults.
C Literacy skills are taught in special schools.
D Literacy skills support people in many ways.

E Literacy skills are easy to leamn.

Read 180 Workshop 1: End-of-Workshop Assessment



Differentiated Instruction

With increasingly diverse students, schools and districts
are under pressure to meet rigorous standards and raise
student achievement in reading and literacy. Teachers

are asked to respond by differentiating their instruction

to some extent, but not all scholars and educators agree
on whether differentiated instruction works. A systematic
review and meta-analysis of 20 years of research (Puzio

et al.,, 2020) included studies of the effects of Tier 1
differentiation provided by the classroom teacher. The
analysis found that differentiation did have positive effects
on students’ literacy fluency, decoding, letter-word reading,
vocabulary, comprehension, and writing achievement at
the elementary level. It must be remembered that studies
of a test-and-differentiate model have shown that teachers
use a variety of differentiation approaches, including
giving choices and even using an alternate curriculum with
some students. Overall, the studies in the analysis did not
include information about guidelines that teachers used to
determine how and when to differentiate.

Studies have also shown that teachers need support

as they learn to differentiate because making the right
decisions about how and when to differentiate is not
always easy. When teachers are supported to differentiate
instruction, students have significantly higher literacy
achievement scores, particularly for letter-word (g = +0.20,
p =.014) and writing outcomes (g = +0.96, p <.001). The
most successful programs took very different approaches
to differentiation, including individualization, choice, and
an alternate curriculum. However, across the studies, there
was an alarming lack of information about the decision-
making processes used to guide differentiation, and there
were no experimental or quasi-experimental studies on
guided reading.

Many schools use a Response to Intervention (RTI)
approach to achieve differentiation. RTl is a multilevel
system that seeks to maximize student achievement by
integrating ongoing assessment of student progress with
increasingly intensive intervention (National Center on
Response to Intervention, 2010). The premise of RTl is that
schools need to provide multiple tiers of support. Tier

1 provides classroom instruction and additional tiers of
support for students not making adequate progress.
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Tier 2 instruction includes interventions designed to
address skills that can be strengthened through relatively
short-term but intensive instruction, while Tier 3 instruction
is designed for more intensive instruction, usually provided
one on one or in small groups by a reading specialist. In all
tiers of intervention, students benefit from teachers’ use of
data to determine whether students are making the desired
academic gains, and then whether they need modifications
in their curricula, materials, or instruction (Duffy, 2008;
Fuchs & Fuchs, 2007).

WWC identified five recommendations to assist educators
in providing appropriate instruction for struggling students:
(1) screen all students for potential reading problems at

the beginning and middle of the year; (2) provide time for
differentiated reading instruction for all students based

on assessments of students’ current reading level; (3)
provide intensive, systematic instruction on up to three
foundational reading skills in small groups to students who
score below the benchmark score on universal screening;
(4) monitor the progress of Tier 2 students at least once

a month; and (5) provide intensive instruction on a daily
basis that promotes the development of the various
components of reading proficiency for students who show
minimal progress after reasonable time in Tier 2 Small-
Group instruction (Gersten et al., 2008). More recently, a
meta-analysis and research synthesis by Filderman et al.
(2018), found positive effects of the model across the full
kindergarten to Grade 12 spectrum.

Within the RTI framework, districts can assist students
in transitioning to college- and career-ready standards.
The focus of an RTl approach supports diverse learners
in accessing and meeting rigorous state standards
(Mclinterney & Elledge, 2013).

Parental involvement is an important part of the RTI
model. Schools that implement RTI provide parents with
information about their child’s progress, the instruction
and interventions used, the teachers and staff who

are providing the intervention, and the academic and/
or behavioral goals for their child (National Center for
Learning Disabilities, 2015).
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Multi-tiered System of Supports/Response

to Intervention

To support students’ academic, behavioral, and social
needs, many schools have adopted multi-tiered models
of intervention. The Multi-Tiered System of Supports
(MTSS) creates a coherent continuum of evidence-based,
systemwide practices that support a rapid response to
both the academic and behavioral needs of students.
The approach recognizes the needs of the whole child,
both academic and social-emotional. Within MTSS, there
is frequent data-based monitoring to inform instructional
decision-making so as to empower all students to achieve
high standards.

A Response to Intervention (RTI) approach, which is often
embedded within the broader MTSS model, uses ongoing
assessments to determine students’ progress and suggest
when and what kind of intervention they may need in
order to thrive academically. The approach involves initial
screening to identify potential problems, early evidence-
based intervention, and progress monitoring to determine
next steps for students identified as needing instruction
beyond what their Tier 1 classroom teacher provides. Tier
2 instruction increases the time and intensity of students’
exposure to foundational aspects of the core literacy
curriculum—to “catch students up” and strengthen their
skills. Tier 3 instruction is provided to students needing
more intensive instruction, such as those identified as
eligible for special education services, as well as those
capable of benefiting from regular classroom instruction.
This ongoing process of assessing and intervening may
address potential problems before they hinder students’
progress as readers or, in some cases, serve as part of the
determination process for identifying students with specific
learning disabilities or other disabilities.

Multi-Tiered System of
Supports (MTSS) Model
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More expansively, Positive Behavioral Interventions and
Supports (PBIS) is a system that provides supports that
increase in intensity, based on students’ behavioral and
social needs. The purpose of PBIS is to take a proactive
approach to addressing school discipline by promoting
positive behaviors schoolwide, identifying problem
behaviors early, and responding to and reducing those
behaviors through research-based instruction and
intervention. To establish a proactive rather than a reactive
approach to situations, PBIS stresses the importance of
school staff sharing a common vision for their school, a
common language for talking about it, and the need for
common experiences.

Schools that have a culture that includes PBIS are able

to establish the behavioral supports that are needed for
all children to achieve both social and academic success.
These schools have demonstrated increased achievement
on both academic and social measures (Cohen et al.,,
2007). Recently, the PBIS approach has emphasized the
importance of creating equity within each classroom and
within schools as a whole (Leverson et al., 2021).

Effective PBIS implementations can be found in schools
and districts that:

o foster positive social interactions between students,
teachers, and administrators;

e teach behavioral expectations in a socially and age-
appropriate way;

¢ reinforce positive behavior with methods that are
targeted toward students; and

e use implementation and student-level data to drive
instruction and intervention (Bruhn et al., 2014).



How Read 180 aligns to the research

Multi-tiered System of Supports and
Response to Intervention

Read 180 can meet the needs of all learners through

a Multi-Tiered System of Supports (MTSS) approach, a
systematic framework for allocating instructional services
and resources in response to students’ individual academic
and behavioral needs. MTSS employs a multi-tiered model
of service delivery to promote efficient responses to
students’ needs. Each tier provides increasingly intensive
support structure to ensure that students succeed.

The Read 180 instructional model supports multiple tiers
of academic Response to Intervention (RTI) by balancing
Whole-Group instruction with Small-Group instruction that
is targeted to different skills based on students’ needs.
During Whole-Group Learning, the teacher focuses on
macro-level skills that all students need.

Then, students break into small groups to address their
individual needs through instruction on the Student App,
Independent Reading within students’ Zone of Proximal
Development, and Small-Group direct instruction. This
instructional model allows teachers to work with a
chosen small group to address individual needs based on
assessment data.

The Read 180 software offers powerful tools for the
systematic screening and progress monitoring that are
central to an RTl approach, along with customizable
training and professional development to ensure that
teachers can use the program with a wide array of students,
including students with disabilities.

Whole and Small Group Student Application Independent Reading

. Whole-Group Learning . Adaptive instruction . The Classroom Library
provides macro-level skills individually targets students’ provides a suite of
that all students need, academic needs. developmentally appropriate,
using developmentally and . Recursive practice through leveled texts.

Academic academically appropriate spaced repetition ensures that . Students retake quizzes
(RT) content. students have moved new without penalty, providing

. Small-Group Learning skills into long-term memory. multiple opportunities to
addresses students’ individual demonstrate comprehension.
academic needs by providing
targeted instruction based on
assessment data.

. Instructional routines . Immediate motivational . Tracking logs and certificates
encourage students to feedback, as students foster motivation as students
engage with the material with answer questions, promotes track their reading progress
scaffolds that structure and engagement and focus. and celebrate with peers.
support their responses. The . Students have visibility into . Daily reading logs provide
instructional routines help to their own learning progress, opportunity for students to
create a learning environment allowing them to set and track receive immediate feedback,

Behavioral in which students can learning goals. support, and redirection as
(PBIS) actively participate in a non- . The Student App provides needed.
threatening, flexible way. patient, recursive instruction,

. Lessons follow a consistent allowing students to learn at a
Gradual Release and pace comfortable for them.

Guided Practice approach,
creating a dependable
learning environment that
allows students to thrive on
consistency and predictability.

Read 180 Evidence Base
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Independent Reading e-books and eReads provide
numerous supports to help students with disabilities as
they read independently. Those supports include a text-
to-speech feature, a zoom feature, a digital dictionary, and
a highlighting feature. In addition, audiobooks feature a
Reading Coach, a narrator who provides comprehension
strategies and models fluent reading. During Independent
Reading, students may also express their learning through
book conferences with the teacher, and collaboration and
presentation projects.

The Positive Behavior Intervention and Supports (PBIS)
model, which is incorporated throughout Read 180,
provides embedded supports and procedures for
increasing student engagement, promoting positive
behaviors, and motivating students to succeed.
Instructional routines such as Oral Cloze, Think (Write)-
Pair-Share, Idea Wave, and peer feedback encourage
students to engage with the material with scaffolds that
structure and support their responses. The instructional
routines help to create a learning environment in which
students can actively participate in a non-threatening and

flexible way.

Tier 2

Customized professional development
Capacity building solutions

Read 180 Evidence Base



In addition, the Read 180 program is designed so that Small-Group instruction can continually be adjusted to provide the

appropriate level of support from across the continuum of differentiated instruction. The chart below illustrates how Read
180 integrates the Gradual Release model of instruction through providing scaffolded supports, opportunities for guided
practice leading to independent application, and further extending the learning to more challenging texts.
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Scaffolded Instruction

Students need additional support to
access the standard lesson content.

Reteaching

Students need to hear the lesson
content again to fully grasp the new
skills or concepts.

Additional Practice

SUPPORT AND SCAFFOLD LEARNING

Students need additional practice to
fully grasp the lesson content.

Independent Application

Students understand the lesson
content and are ready to apply it
without support.

Extending Learning

Students understand the lesson
content and are ready to “stretch” as
they apply it to new situations.

FAST-TRACK AND EXTEND LEARNING

Simplify the content by reading aloud.

Reduce the amount of information presented
atone time.

Reread, model, and/or provide sentence
frames.

Restate information in new and simplified
terms.

Present information both visually and orally.

Add images or physical movement.

Engage students in repeated readings.

Guide students in self-monitoring
comprehension.

Provide additional examples.

Offer more time to complete practice activities.

Remove scaffolds such as modeling.
Increase the complexity of sentence frames.

Allow time for independent practice before
sharing with partners or the small group.

Provide Stretch passages.

Increase the complexity of sentence frames, or
remove frames.

Allow students to complete targeted work
independently during small group.

Targeted Instruction With a Continuum of Differentiated Instruction

B Teacher-Led

Read 180 Evidence Base

Student Independent
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Universal design for learning

Universal Design for Learning (UDL) is a research-based
framework that helps curriculum designers, teachers, and
other educators create learning environments that are
inclusive and effective for all learners. UDL was defined
by the Higher Education Opportunity Act of 2008 as a
scientifically valid framework for guiding educational
practice that accomplishes the following:

e |t provides flexibility in the ways that information
is presented, in the ways that students respond or
demonstrate knowledge and skills, and in the ways that
students are engaged.

e [t reduces barriers in instruction; provides appropriate
accommodations, supports, and challenges; and
maintains high achievement expectations for all
students, including students with disabilities and
students who are limited English proficient (Higher
Education Opportunity Act, 2008.

e |t promotes the creation of flexible environments that
provide students with a variety of options that allow
them to reach their goals in multiple ways.

UDL approaches seek to provide students with multiple
pathways into learning, including multiple means of
engagement, representation to students, and action and
expression. These principles were derived from the three
learning networks of the brain: recognition networks

(the “what” of learning), strategic networks (the “how” of
learning), and affective networks (the “why” of learning).
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At any given moment in learning, all three networks are
at play. Therefore, the individual variation in all three
networks must be considered during the planning or
designing of technology (CAST, 2011).

UDL and other instructional practices are frequently
used together to produce positive results. For example,
Coppola et al. (2019) found that a language arts class
studying poetry used a combination of UDL and culturally
sustaining pedagogy and saw an increase in students’
participation and learning. Other research (e.g., Baumann
& Melle, 2019) on combinations of UDL with specific
equity-focused practices seem to enhance students’
engagement and achievement, even for students with
educational needs. UDL approaches that integrate
technology and traditional practices are also effective for
meeting the needs of all students.

Adaptive technology harnesses UDL principles in that it
provides a flexible design from the start with customizable
options. This flexibility allows all learners to progress
from where they are and not where we would have
imagined them to be. In this way, all learners are provided
with instruction that is varied and robust enough to be
effective (CAST, 201).



How Read 180 aligns to the research

Read 180 instructional materials reflect the principles Read 180 offers students multiple means of student
of Universal Design for Learning (UDL) as they allow engagement, content representation, and expressing
access to the content for students at all levels of learning. student learning in the ways outlined below:

Individualized learning, provided by adaptive technology,
Independent Reading texts, and teacher-facilitated lessons,
gives students the opportunity to access the content in an
individualized way that suits their learning needs.

Multiple Means of Engagement

. Explicitly teaching and fostering growth mindset

. Providing relevant, developmentally appropriate content across all stages of the program

. Varying sensory input and social demands across the rotations

. Giving immediate, targeted feedback on work in each rotation

. Helping students set and track their own learning and behavioral goals

. Establishing consistent, supportive routines and procedures, with visible cues and timers

. Embedding Whole- and Small-Group engagement routines that foster peer collaboration

. Reading and recording text passages to practice and demonstrate fluency and comprehension in the Student App
. Providing choice in Independent Reading texts and Student App Comprehension segments

. Allowing students to select the level of challenge of Independent Reading quizzes

Multiple Means of Representation

. Launching new learning with Anchor Videos to access or build background knowledge

. Providing modeled fluent read-aloud options across all rotations

. Varying Student App and digital Independent Reading settings for visual, auditory, speed, and physical needs (e.g., alt text,
captioning, font size, simultaneous voice and visual cues)

. Structuring Whole- and Small-Group lessons around a Gradual Release model of support

. Including visuals to help pre teach vocabulary and morphology on the Student App

. Providing sentence frames and other scaffolds to support student response

. Supporting organization of new knowledge through a range of graphic organizers

Multiple Means of Action and Expression

. Using a variety of media for students to respond, including print and writing during Whole- and Small-Group and Independent
Reading, and digital on the Student App

. Varying the Student App settings to adjust response requirements

. Including physical manipulatives during Real Book: Code foundational literacy lessons

. Including sentence frames to support student responses across all rotations

. Using rubrics to provide individualized feedback to student work

. Providing time for teacher-student conferences to reflect on learning and track progress

. Providing both digital and print format assessments to demonstrate what students are learning
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Students with disabilities

Many students with disabilities experience challenges as
they attempt to learn to read, and their reading difficulties
can last throughout their school experiences and beyond.
Parents, teachers, and educational researchers recognize
that identifying and preventing reading difficulties early in
children’s school careers has potential long-term benefits
to the individual as well as society. The range of disabilities
is broad and includes intellectual disabilities, hearing or
vision difficulties, physical disabilities, and more (Connor
etal.,, 2014; Ine et al,, 2015). Teachers of students with
disabilities have the multipart responsibility of meeting
their needs and identifying and building on their strengths.

RTI has been shown to be a highly successful approach

to early identification and intervention. RTl is a multilevel
system for maximizing student achievement by integrating
ongoing assessment of student progress with increasingly
intensive intervention (National Center on Response

to Intervention, 2010). RTI organizes intervention into
multiple tiers of increasingly intense interventions for those
students not making adequate progress in Tier 1. Tier 2 and
3 interventions are intensified by increasing instructional
time, decreasing group size, matching materials to
students’ levels, modifying presentation modes, and
providing corrective feedback (Fletcher & Vaughn, 2009).

Assessment is a key component of RTI because knowing
how students are progressing and what they need
instructionally allows teachers and specialists to tailor
interventions to meet learners’ needs (Connor et al., 2014).
There are two major levels of assessment:

e Universal screening at program entry to identify
students’ strengths, weaknesses, and disabilities (such
as vision or hearing problems) and point them toward
appropriate interventions

e Progress monitoring through students’ schooling to
determine how they are doing and what aspects of their
educational plan need to be modified

Students are also assessed to determine their cumulative
learning—that is, what skills and understandings they have
gained from instruction and what may need to be retaught.

Specialized assessments may be used with students who
are learning English or have specific language-processing
difficulties to ensure they are being well served. This is
especially important if students have been provided with
accommodations to assist in their learning.
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For students with disabilities, it is particularly important

to use student performance assessment data to monitor
progress in order to determine continuing instructional/
remedial needs (National Joint Committee on Learning
Disabilities, 2008). Streamlining the regular collection

and examination of data, as well as modifying instruction
based on what is learned from student data, can benefit all
students and be a powerful tool to help make a teacher’s
job more efficient (Connor et al., 2014).

Differentiated instruction meets students where they
are—matching instruction to meet their assessed needs.
The approach can significantly improve achievement for
all students. For students with disabilities, individually
targeted instruction in specific reading skills can improve
achievement, both in the targeted skill and in more
generalized measures of literacy (Shanahan, 2008;
Vaughn & Denton, 2008). Likewise, the provision of
accommodations—such as more time to do assignments
or assessments, or listening to rather than reading
instructions—can mean the difference between success
and frustration. Research reviewed by Connor et al.

(2014) showed the effectiveness of peer-assisted learning
strategies and collaborative learning approaches for
students with disabilities. These approaches can enhance
the sense of belonging in a school or classroom community
that may elude some students with disabilities.

A research synthesis by Wanzek and colleagues

found strong evidence to support three instructional
recommendations for students with reading difficulties in
Grades 4-12: (1) provide explicit vocabulary instruction,
(2) use direct and explicit comprehension-strategy
instruction, and (3) provide struggling readers with
intensive and individualized interventions. From this
finding, the authors recommended intensive intervention
efforts for students with reading difficulties in Grades
4-12 who do not perform at or near grade level, and
supplemental, Small-Group instruction for extended
periods of time (Wanzek et al., 2018).
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Teachers who rely mostly on Whole-Group instruction do
not adequately meet the individual needs of students who
need extra literacy support. Rather than using this model,
teachers should use performance data to form small
groups of students and teach lessons to reinforce students’
skills and target their specific skill needs. Students with
disabilities particularly benefit from this type of targeted
intensive instruction in small and flexible groups.

PBIS models provide clearly defined expectations
explicitly taught to all students, which offer an opportunity
for students to practice the skills, reinforcement for
students who meet expectations, and a system for
monitoring student progress (Lane et al., 2006; Sugai

& Horner, 2002). PBIS models have been found to be
particularly effective in helping students with emotional
and behavioral challenges stay on track and experience
success (Sugai et al., 1999).

Read 180 Evidence Base



82

How Read 180 aligns to the research

From its inception, Read 180 was designed to address the
needs of striving readers, and Read 180 program materials
reflect a consideration for the needs of students with
disabilities. The research behind the development of Read
180’s innovative technology was initially funded by a grant
from the U.S. Department of Education’s Office of Special
Education. Endorsed by the Council of Administrators of
Special Education (CASE), Read 180 supports readers who
have unique learning challenges and those who have been
identified as in need of special education services.

HMH is committed to designing a digital learning
experience that is accessible to all users. Many common
elements and features in HMH Ed™, such as the Log In,
Discover, Plans and digital content are accessible. The Ed
platform is WCAG (Web Content Accessibility Guidelines)
compliant to meet the needs of students with a wide range
of disabilities—including auditory, cognitive, neurological,
physical, speech, and visual disabilities.

Read 180 offers the following accessibility features through
the Ed platform:

e Screen readers allow students who have difficulties
seeing to access and interact with digital content via
audio.

e Magnification tools.

e On-screen keyboard controls allow students to perform
all keyboard functions while content is still viewable.
This allows students alternatives to using a mouse for
navigation.

e Dictation functionality uses speech-recognition software
to allow students to use voice commands to navigate
content or take notes.
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Read 180 offers a wealth of resources for differentiating
and adapting instruction based on students’ needs. The
Student App provides individualized instruction, along
with immediate personalized feedback accompanied

by modeling and guided practice. Continuous targeted
assessments in the Student App check for mastery of skills
and identify individual instructional needs. By constantly
collecting ongoing data about student performance, the
Student App provides critical information for teachers
about student progress and individual needs.

For additional progress monitoring, Read 180 provides

a variety of curriculum-embedded, criterion-referenced
assessments, including passages for oral reading

fluency assessment and Real Book Assessments, to
regularly track student progress. Real Book Assessments
measure students’ mastery of skills taught during Whole-
and Small-Group Learning. These assessments can be
used by teachers to inform future individual and Small-
Group instruction.

With Read 180, teachers and parents can use myriads of
point-of-use data and reports to measure student progress
toward annual academic and behavioral Individualized
Education Programs (IEP) goals. Students with disabilities
will particularly benefit from the IEP supports found in Read
180 as outlined on the following page.



Fulfilling IEP requirements through Read 180

1. Academic Achievement and Functional Performance 3. Accommodations and Modifications

¢ Use Growth Measure results to describe the e Adjust the learning environment by providing
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student’s current literacy performance.

For students who previously participated in Read
180, use previous results from the Student App to
describe specific literacy strengths and gaps.
Consider whether the student’s disability will
impact their ability to fully participate in the Read
180 classroom. Consider the requirements for each
rotation and whether to include accommodations
or modifications to the rotation to ensure that the
student can fully access the learning. For example,
students with physical limitations may need support
in the Student App.

2. Measurable Annual Goals

Use Growth Measure results to track annual reading
growth.

Identify specific completion points and skill mastery
levels in the Student App. For example, establish a
clear benchmark of total segments completed and/
or skill mastery.

Set target goals for Independent Reading, including
quizzes passed at a specified pass rate and/or total
texts read.

Identify appropriate benchmarks for summative
Whole- and Small-Group Assessment results, such

as Real Book summative or workshop assessments.

Read 180 Evidence Base

preferential seating, ensuring adequate space for
assistive devices or paraprofessionals, posting
procedures, providing visual or written cues, etc.
Adjust the complexity by providing a modeled fluent
read of Whole- and Small-Group texts, simplifying
sentence frames, providing instructions in writing,
providing extended time for tasks, using the audio
support in Independent Reading, etc.

Adjust the volume of work by reducing the number
of books or pages read per day in Independent
Reading, reducing the amount of response required
in Whole- and Small-Group, reducing expectations
for the daily reading log, etc.

Progress Monitoring

Growth Measure results

Student App progress and performance results
Real Book assessment results

Independent Reading quiz results



Students with dyslexia

According to the National Center for Education Statistics
(NCES, 2021), 7.3 million, or 14%, of public school students
aged 3-21received special education services under the
Individuals with Disabilities Education Act (IDEA). The most
common category of disability—approximately 33%—was
specific learning disabilities, with 19% experiencing a
speech or language impairment of some sort. Most often,
these students experience challenges learning to read,
spell, or write. According to the International Dyslexia
Association (IDA), dyslexia is the most common cause

of these language-processing challenges, and it affects
males and females almost equally, as well as individuals
from all different ethnic and socioeconomic backgrounds.

Individuals with dyslexia experience a language-based
disorder that results from developmental neurobiological
and genetic factors that affect the mental processing

of oral and written language that results in reading.

Many individuals with dyslexia can be thought of as
“neurologically diverse,” in that they experience challenges
not just with language-related tasks but also with mental
processing in general, working memory, expressing
oneself orally, and sometimes in other academic areas like
math (Asghar et al., 2019; Elliott, 2020).

Dyslexia is a specific diagnostic term and a set of
behaviors that are exclusive of many other factors that
can lead to short- or long-term reading difficulties, such
as lack of motivation, inability to persevere at difficult
tasks, or personal circumstances in students’ out-of-
school lives (Elliott, 2020; Seidenberg, 2017). The most
common educational difficulties experienced by students
with dyslexia are in the areas of decoding, spelling,
communicating ideas through writing, and reading
comprehension (Seidenberg, 2017; Shaywitz, 2003). For
many students, learning to read is a struggle—it is hard
work—and they may lack the “reading stamina” needed
during a literacy block that requires independent work

in addition to working with teachers and fellow students.
Students experiencing these challenges need extra
practice, extra time, and books aligned with their reading
level that also engage their interests.

As a specific learning disability that is neurobiological

in origin, dyslexia is characterized by an “unexpected
difficulty in reading for an individual who has the
intelligence to be a much better reader, most commonly
caused by a difficulty in the phonological process, which
affects the ability of an individual to speak, read, and spell”
(Shaywitz & Shaywitz, 2020, p. 100).
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Secondary consequences may include problems in reading
comprehension and reduced reading experience that can
impede growth of vocabulary and background knowledge
(IDA, 2020).

Students who are dyslexic struggle in specific areas related
to expected reading development (Seidenberg, 2017).
These include:

e impaired performance on phonemic tasks, such as letter
naming or sounding out words;

e oral reading, which is slow, dysfluent, and full of errors;

e impaired processing speed, shown as slowness in
naming familiar digits, colors, and so on, and in poor
reading fluency;

¢ limited knowledge of orthographic structures and
frequent spelling errors;

e difficulties with tasks involving verbal working memory
or short memory spans; and

e language issues, such as limited vocabulary size, limited
knowledge of sentence structures, and difficulty reading
aloud with appropriate intonation (prosody).

Dyslexia is an “emergent” disorder; that is, it does not fully
manifest itself immediately upon school entry, although
students whose reading does not progress along expected
trajectories may eventually be found to be dyslexic.
Qualitative research (Worthy et al., 2016) showed that
early-grade teachers often feel responsible for meeting
the needs of all their students, including those who do

not respond to beginning reading instruction. Participants
in the study also said that they experienced barriers that
stymied their efforts to find and provide extra support to
struggling students. For example, their schools may have
had little information about pedagogy for the youngest
striving readers or had confusing policies and procedures
for securing extra help.

Fortunately, schools are increasingly identifying students
with dyslexia within their RTI framework. In the RTI process,
school personnel monitor students’ responsiveness to tiers
of intensive, targeted reading instruction. If a student does
not meet performance benchmarks with the intervention,
and other developmental disorders are ruled out, then the
student may be identified as having a reading disability.
Based on the diagnosis, teachers can then tailor the
reading intervention to the student’s particular instructional
needs (Shaywitz et al., 2008).



How Read 180 aligns to the research

Read 180 provides evidence-based instructional practices
that meet the needs of students with reading difficulties,
such as dyslexia. Instructional interventions for students
with dyslexia should be systematic, explicit, diagnostic,
and personalized so that students can progress at their
own pace. Read 180 adheres to the Structured Literacy
approach, which provides the elements of literacy such

as phonology, morphology, sound-symbol, syllables,
semantics, and syntax that students need to become
better readers.

The Student App provides a systematic scope and
sequence that allows students to acquire concepts and
skills ordered from easier to more complex to aid in

their learning of foundational literacy skills through the
Foundational Skills portion. Once they attain adequate
phonics and decoding skills, students develop higher-level
comprehension skills through the Comprehension portion
of the software. Throughout the Student App experience,
students with dyslexia benefit from the structured lessons,
ample practice, and immediate corrective feedback they
receive from the software and through teacher-led Small-
Group instruction to develop automatic word-recognition
skills. Students also practice reading decodable and high-
frequency words in the context of controlled connected
text in each segment.

The Real Book: Code provides students with targeted
instruction on discrete phonics skills and additional
practice on topics aligned to the software. Each lesson
consists of the five pillars of literacy, and students build
their fluency of text reading through instructional routines
reinforced by the teacher.

The Read 180 program also provides numerous
instructional scaffolds and guidelines for teachers to

provide appropriate accommodations for students’ learning:

Cognitive scaffolds

e Review the previous lesson to anchor students in what
they will learn today.

e Provide instructions in sequential order, using short,
direct sentences. If students appear frustrated or
confused, rephrase instructions.

e Chunk the lesson by explaining one step of the lesson
at a time, then have students complete that step before
moving to the next step.

e Shorten tasks or provide extended time in small groups
for students who need more time.
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Behavioral scaffolds

e Explicitly teach, model, and reinforce procedures for
working with other students.

e Before beginning an engagement routine, allow
students sufficient independent time to process
information and respond to the task independently.

e Structure partner routines so that each student has an
equal amount of time to share and gather information.

¢ “Nominate a volunteer” to share an exemplary response
to a task by pre-alerting the student that you would like
them to start the conversation by sharing their strong
answer as an example.

Increase accessibility

e Apply the “accuracy only” setting to support students
who need more time to respond to questions.

e Activate other support options in the Student App
settings, such as enabling large passage text or
captioning. Consider using screen magnifiers or
plugging the computerinto a TV.

Provide additional support

e Provide a bookmark, cardboard strip, window frame, or
other markers to help limit the amount of text visible at
atime.

e Allow students to reference their reading logs when
completing an Independent Reading quiz.

e Allow students to read books with a partner or small
group.

e Set up rotations so that students transition from
Independent Reading to Small-Group to provide
immediate feedback on work completed.

e Play quiet and wordless music to help cover the noise of
other rotations.

e Check reading logs daily and provide immediate
feedback, celebrating successes for time on-task, pages
read, and/or texts completed.
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Many researchers and educators stress the importance
of securing help for students who may or may not be
dyslexic early in their school lives, and early intervention

is increasingly being advised (Al Otaiba & Petscher, 2020).

Seidenberg (2017) acknowledges that some students do
begin to read later than expected, but adopting a “wait
to fail” stance is increasingly being discredited as an
appropriate approach. Early identification, remediation,
and providing accommodations where necessary

are critical steps for minimizing these secondary
consequences and others, such as the detrimental effects
of experiencing repeated failure. Developing a dislike
for reading can make problems worse if students avoid
reading, convince themselves it is “too hard” for them,
and thereby fall further behind.

Effective intervention programs for students experiencing
challenges learning to read and for those with reading
disabilities have the following characteristics (Berninger &
Wolf, 2009; Moats, 2012; Shaywitz, 2003):

e Systematic, direct instruction in phonemic awareness

e and phonics

e Instruction that teaches students to apply these skills to
reading and writing

e Supports for speech/sound blending, and application of
morphological analysis for word recognition

e Help with handwriting, spelling, and sentence
composition, especially for students with dyslexia

e Fluency training

¢ Rich experiences listening to and using oral language
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Interventions for students with dyslexia should be
systematic, explicit, and multisensory. They should focus
on aspects of reading that have been shown to be most
problematic to master, such as reading irregular and
nonsense words or rapid naming of letters, words, and
numbers (Georgiou et al., 2013). Many individuals with
dyslexia require one-on-one help so that they can move
forward at their own pace. In addition, students with
dyslexia often need a great deal of structured practice
and immediate, corrective feedback to develop automatic
word-recognition skills.

It is important to remember that students with dyslexia,
along with other striving readers and those developing
according to expectations, need rich experiences listening
to and using oral language that is mentioned above; they
also need exposure to a wide and rich range of appropriate
narrative and expository literature. Building background
knowledge is critical for all students, as is ensuring that
students develop positive attitudes toward school.
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Students with hearing impairments

Approximately 20% of the population has some degree

of hearing loss, ranging from mild or moderate hearing
loss in one or both ears (“hard of hearing”) to profound

or uncorrectable hearing loss in both ears (“deafness”)
(National Institute on Deafness and Other Communication
Disorders [NIDCD], 2016). This is particularly troubling as
children with mild to moderate hearing loss may fall one
to four grades behind without help, with the gap growing
over time, and children with more severe hearing loss may
not even learn past the third- or fourth-grade level without
help (American Speech-Language-Hearing Association
[ASHA], 2019).

Impacted Speech &
Language Processes

Affected Reading Processess

According to ASHA, children with hearing impairment are
affected in several critical ways: (1) delayed speech and
language skills, (2) learning difficulties in school, and (3)
social isolation and poor self-concept (2019). Much early-
reading instruction is oral, and students with hearing loss
struggle to master phonemic awareness, phonics, and even
sight words (Connor et al., 2014). Since hearing processes
are closely intertwined with expressive and receptive
language processes at all levels, impairments in hearing
can lead to delays in speech and language development,
which in turn can lead to delays in academic development,
especially in reading, as well as to delays in social-
emotional development, especially in forming relationships
with peers and adults at school.

Accessibility Features

Receptive/expressive language at the
phonology level

* Phonemic awareness
* Phonological processing, esp. word
recognition and spelling

Receptive/expressive language at the
word level

Vocabulary, esp. abstract words and
multiple meanings

Receptive/expressive language at the
sentence level

* Grammar, esp. syntax
* Morphology
¢ Fluency

Receptive/expressive language at the
discourse level

« Comprehension
* Organization and cohesion

Providing information in sign
language and using simpler text that
is supplemented by images, graphs,
and illustrations

Transcripts and captions of audio
content

Options to stop, pause, and adjust
volume

High-quality foreground audio that is
distinguishable from any background
noise

Read 180 Evidence Base
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Best institutional practices

Students with hearing impairments, especially those who get help early, are highly likely to achieve school success
on par with their hearing peers with appropriate interventions that promote language, academic, and social-emotional
development (ASHA, 2019). Some specific strategies that encourage and support learning for students with hearing

impairments include:

Hearing screenings before instruction even begins to
determine the presence, nature, and severity of a hearing
impairment, as well as determine the best way to treat the
hearing loss (e.g., medical treatment, hearing aids, cochlear
implants)

Intervention strategies that focus on lower-level reading
skills (on the word level) as well as more complex skills
(sentence and discourse levels) (Sullivan & Oakhill, 2015)
e Using picture arrangement tasks to train storytelling
and story-structure understanding
¢ Engaging in imagery-training procedures that utilize
qualities of thinking that support comprehension,
such as recollection, representation, inference,
and evaluation
e Focusing on explicit teaching of
comprehension strategies

Opportunities that promote independence with receptive
and expressive language and that use their primary
language as a means of learning and communicating their
knowledge, when needed

Accessibility features to reduce barriers to learning (World
Wide Web Consortium Web Accessibility Initiative [W3C
WAI], 2022)

e Providing information in students’ primary language
(which may or may not be sign language) and using
simpler text that is supplemented by images, graphs,
and illustrations

e Transcripts and captions of audio content

e Options to stop, pause, and adjust volume

e High-quality foreground audio that is distinguishable
from any background noise
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Assistive technology that can enable communities to

become more hearing friendly (Hearing Loss Association of

America [HLAA], 2019; ASHA, 2019)

e Frequency modulation (FM) systems, infrared
systems, and induction loop systems

e Assistive listening devices

e One-to-one communicators

e Sound-enhancing devices

e Speech-recognition programs that change speech
into text

e Closed- and open-captioning

Home-school connection that is promoted such that
supports provided at school are also being provided at
home with family and caregivers
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How Read 180 aligns to the research

Read 180 includes teachers with targeted instructional
resources that can be used to accommodate students
with hearing impairments.

Whole-group instruction (Teacher-led)

During Whole-Group instruction, teachers focus on

macro-level skills that all students need.

e Closed Captioning in Anchor Videos with the use of add-
ons such as Chrome Live Captions

e Real Book (digital and print)

Small-group instruction (Teacher-led

Teachers provide targeted instruction on lessons and skills
students need during the Small-Group rotation.
e Real Book (digital and print)

Student application software

Software provides personalized practice and immediate

feedback on students’ performance.

e Select “Closed captioning” for Anchor Videos and all
audio instructions on the Class Management tab in
Teacher Central.

e Enable the Microphone Bypass setting.

e Text-based button rollover provides a description of
button functions.

e [Accommodation] Paraprofessionals and/or interpreters
will need to assist with fluency activities.*

*NOTE: When learning foundational literacy skills,
students acquire letter-sound correspondence skills by
visually associating letters (graphemes) and connecting
them aurally with the sounds (phonemes) that the letters
represent. For this reason, the software component
addressing foundational literacy skills may not apply for
deaf and blind students.
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Independent reading

Students practice reading engaging, level-appropriate
books independently.

Hard-of-Hearing Students

e Paperbacks, eReads, eBooks:
e Student-driven text size controls
e Text-to-speech read-aloud with speed controls and

highlight by phrase

e High-contrast mode support on iOS®
e Digital dictionary

e Audiobooks (raise volume): A Reading Coach on
the audiobooks models fluency, comprehension,
vocabulary, and self-monitoring strategies. Students
have the ability to pause and repeat any recording so
that they can work at their own pace.

Deaf Students

e Paperbacks, eReads, eBooks:
e Highlight by phrase
e Digital dictionary

Student application settings

Students with hearing impairments can also progress
independently through the Comprehension Segment
Explore, Reading (with Microphone Bypass selected),
Language, and Writing Zones in the Student Application
(Student App). Once those zones have been completed,
teachers can reset their segment, allowing students to
select a new segment to continue working independently.
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Students with visual impairments

A growing body of research provides considerable
evidence that associations exist between vision-related
learning challenges and academic and social-emotional
outcomes for youth, adolescents, and adults, especially
for those from lower socioeconomic backgrounds (Slavin
et al., 2008; Ihorn & Arora, 2018; Basch, 2011). As over
20% of school-aged children have some kind of visual
impairment (Zaba, 2011), researchers and educators are
actively looking for strategies and resources to ensure
success for these students.

Impacted Speech &
Language Processes

Affected Reading Processess

Some of the visual processes highlighted in the research
base that are related to the processes involved in learning
to read include hyperopia, binocular coordination, and
visuomotor integration (Basch, 2011). Issues with one

or more of these visual processes can create barriers

to learning to read along various dimensions of literacy
acquisition; however, the effective application of
accessibility features can counteract many of these barriers.

Accessibility Features

Hyperopia: ability to see at a close distance

 Letter and word recognition 1.
» Receptive vocabulary 2.
» Orthography

Enlarging text size and images
Customizing fonts, colors,

and spacing

3. Listening to text-to-speech

Binocular coordination: fusion of the
sight responses of both eyes through
communication between the eyes and brain

Tracking — required for following letters
and words across a line of text 4.

synthesis of content

Listening to audio descriptions of
images and video in multimedia

5. Reading text using refreshable Braille

Visuomotor integration: integration » Decoding
between visual perceptual skills and » Spelling
neurological processes * Writing

Alongside learning to read, social-emotional challenges may present themselves to students with visual impairments (lhorn
& Arora, 2018). Vision loss may negatively impact the development of appropriate social skills, and, as a result, students
with visual impairments may experience lower self-esteem, thus limiting their sense of mastery over their own lives.

Read 180 Evidence Base
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Best institutional practices

While instructional practices that are effective for struggling readers without visual impairments are also effective for
struggling readers with them, there are additional best practices that increase accessibility for these students and, thus,

foster independence in both academic and social experiences.

1.

Visual screenings should be conducted before
instruction even begins to determine the presence,
nature, and severity of a visual impairment, followed by
eye exams and corrective glasses (Slavin et al., 2008;
Glewwe et al., 2017).

. Personalized interventions should be provided that

are varied and individualized according to the specific

abilities of students by doing the following (Project

IDEAL, 2013; Spungin, 2002):

e Capitalize on users’ knowledge, experiences, and
adaptive strategies when reading.

e Provide accessibility to texts and instructional
materials in the appropriate media and at the same
time as peers, without visual impairments.

e Promote advocacy and independence through
increased opportunities for both.

. Accessibility features must be integrated to reduce

barriers to learning (W3C WAI, 2019):

e Increased text size

e Verbal and/or physical cues in place of text
e Control of lighting variables
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4. Assistive and adaptive technology, such as the

following, should be provided to improve interactions

with text:

e Screen readers that read aloud web pages for people
who cannot read the text

e Screen magnifiers for people with some types of low
vision

e Control of lighting variables

¢ Voice-recognition software and selection switches for
people who cannot use a keyboard or mouse

e An alternative keyboard and/or mouse with reduced
speed

e Adaptive teaching methods that provide students
with appropriate instruction at the point in time when
they need it most (Hasselbring & Bausch, 2017)

. Expanded core curriculum for students with visual

impairments should be iimplemented. This core

curriculum should incorporate specialized instruction in

the following areas (lhorn & Arora, 2018; Project IDEAL,

2013):

e Communication and social-interaction skills

e Orientation and mobility

e Career education skills, independence, and self-
determination



How Read 180 aligns to the research

The blended model of instruction provides teachers |ndependent reading
with targeted instructional resources that can be used
during the Whole-Group or Small-Group rotations to
accommodate students with visual impairments.

Students practice reading engaging, level-appropriate
books independently.

. . Low-Vision Students
Whole-group instruction (Teacher-led)  Audiobooks, eReads, and e-books incorporate:
Student-driven text-size controls
Read Aloud with speed controls
High-contrast mode support on iOS
Text-to-speech feature
o Digital dictionary
Small-group instruction (Teacher-led) ¢ A Reading Coach on the audiobooks models fluency,
comprehension, vocabulary, and self-monitoring

During Whole-Group instruction, teachers focus on
macro-level skills that all students need.
e Listen to audio in Anchor Videos

o
o
o
e Real Book (see below) o

Teachers provide targeted instruction on lessons and

. . . strategies. Students have the ability to pause and repeat
skills students need during the Small-Group rotation.

any recording so that they can work at their own pace.

Low-Vision Students
e Real Book:
o Digital
e Listening to audio

Blind Students
e Audiobooks
e eReads, eBooks: text-to-speech feature

i ¢ A Reading Coach on the audiobooks
e Multi-level zoom

e High-contrast mode support on iOS
o Print
e Large-print editions (NIMAC)

Blind Students
e Real Book:
o Print
e Braille version (NIMAC)

Student application software

Software provides personalized practice and immediate
feedback on students’ performance.

Low-Vision Students
e Listening to Anchor Video
e High-contrast color scheme setting
e Large passage text setting
e Anchor passage text provides fluent read-aloud with:
o Speed controls
o Word- or phrase-focused read
o Ability to pause
o Moving highlight for improved tracking
e Single words within passage text can be clicked to:
e Hearinisolation
e See word segmented into parts in larger text size
e Hear in context with definition

Blind Students
e Listening to Anchor Video
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Students with other disabilities (e.g. ADHD, motor impairments,

intellectual, emotional, etc.)

Students with special needs experience many challenges
as they learn to read and as they attempt to demonstrate
memory for and comprehension of what they have

read. The co-occurrence of special needs and reading
difficulties is a form of comorbidity, and it often rests

with regular and special education teachers to help
students navigate through their challenges. Researchers
studying students with special needs have found specific
manifestations of these disabilities, and providing
accommodations to them can contribute to students’
receptivity to reading instruction.

For example, students with attention deficit/hyperactivity
disorder (ADHD) were found to have more difficulty
forming, maintaining, and accessing a coherent mental
representation of what they have read, when compared
to a matched sample of students without ADHD (Miller et
al., 2013). The research showed that, compared to their
peers, the mental representation of central and peripheral
information in working memory formed by students with
ADHD was not strong enough to enable them to retell
what they had read. They found this to be true even when
controlling for students’ word-reading abilities.

Research on links between motor impairment and reading
difficulties is relatively limited, but their comorbidity
suggests that both deficits could be indicative of an
underlying problem with cerebellar function. When
Brookman and her colleagues (2013) controlled for
language proficiency, they found no evidence of links
between deficits in motor skills and reading disabilities
but did find significant associations between language
impairments and students’ ability to perform a task
requiring fine motor dexterity and to imitate researchers’
hand postures. The links were not strong enough to
merit the development of specific interventions, and the
researchers point out the cognitive complexity of what
may seem to be common language-processing and
reading problems.
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To the extent possible, students with other disabilities and
students with multiple disabilities need to learn to read

so that they can reach their potential as students, and
ultimately, as adults. Meta-analyses of studies on reading
instruction for such students point to the efficacy of using
evidence-based instructional approaches that are similar
to those used with all other students—such as an emphasis
on foundational skills, vocabulary development, and read-
alouds—but providing accommodations to meet students’
needs (Alquraini & Rao, 2020).

Even though they most likely hold specialized
certifications, teachers who work with students who have
multiple disabilities benefit from training on how to adapt
evidence-based reading instruction for their population,
and they need support and resources to provide needed
accommodations successfully (McKenna et al., 2020).

Technology provides many new ways to help students with
disabilities achieve their full abilities in reading, writing,

and other subjects (Mahoney & Hall, 2017). A wide range

of platforms is available for teachers to integrate into their
instructional approach: They can personalize instruction,
provide accommodations, and use assistive technology

to give students agency over their learning. Technology
gives students tools to assist them as they learn, monitor
their understanding, reinforce instruction, and demonstrate
their learning. Researchers studying the effectiveness of
assistive technology and digital learning (Atanga et al.,
2019) caution that these approaches will be effective only
when teachers are well trained on their use and can use
them appropriately and confidently. These researchers also
stress the importance of teaching students how to take full
advantage of technology when they understand how to use
the tools and can do so independently.
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How Read 180 aligns to the research

In Read 180, extensive phonics instruction is provided
through individualized, modeled practice in structural
analysis and continued work on phoneme articulation,
coupled with immediate, corrective feedback. Modeled
examples of correct articulation of sounds are further
presented in Read 180 audiobooks and during teacher-
led instruction. A Smart Coach on the audiobooks models
fluency, comprehension, vocabulary, and self-monitoring
strategies at important points during reading. Students
thus experience firsthand the strategies of a good reader
throughout the supported reading of each grade- and age-
appropriate book.

Read 180 offers students multiple means of expressing
their learning through words and writing. In the software,
students read and record text passages to practice and
demonstrate fluency. All software and audiobooks include
writing prompts and graphic organizers to allow students
to show comprehension in a way that suits their needs. In
addition, writing prompts are provided in the Writing Zone
of the Student App. Assessments in both digital and print
format offer multiple means for students to demonstrate
their knowledge.

Read 180 Evidence Base

Read 180 instructional materials are designed with

the principles of Universal Design for Learning (UDL)

to facilitate access to the curriculum for all students. It
does so by individualizing and differentiating instruction
according to students’ reading levels, skills proficiency,
and interests.

A multisensory instructional approach allows for multiple
means of representation of learning materials. For
example, the software, Independent Reading books,
audiobooks, Anchor Videos, Real Book, and teacher-
directed lessons offer variety as a means of accessing
lesson content. In addition, the Student App includes
captioning of Anchor Videos, an alternate color scheme,
and a button-rollover feature that provides a text label for
the Student App buttons.

Read 180 content consistently presents images, graphics,
and sound alongside printed and electronic text, providing
daily opportunities for different types of learners to engage
their visual, auditory, and tactile senses.



Multilingual learners

According to NCES, the percentage of English learners in
U.S. public schools was 10.2%, or 5.0 million students, in
fall 2018, which was up from 9.2%, or 4.5 million students,
in fall 2010. NCES data indicate that California has the
highest number of ELs, at 19.4% and West Virginia has

the lowest, at 0.8%. Data from the Pew Research Center
indicate that Spanish is the most common home language
of ELs; however, it points out that students classified as ELs
actually come from homes where many other languages
are spoken.

Students speaking a language other than English who
enter today’s schools do not constitute a monolith. They
speak many languages (including some indigenous
languages); have had diverse educational, cultural,

and home experiences; and, like all students entering
school, have many strengths and needs. ELs within the
kindergarten to Grade-12 system are often classified into
three groupings:

e Newcomers—individuals who are new to this country or
who have been in this country two or fewer years

e SLIFE—students with limited or interrupted formal
education

e Long-term ELs—individuals whose oral proficiency
in English makes them “socially bilingual” but whose
academic language and reading skills are not
commensurate with their oral language skills

Although each group has educational needs specific to
the amount of time they have been in this country and their
educational experiences here, research has shown some
commonalities that apply to their educational needs.

Many reading researchers have investigated the
development of reading skills by students who are learning
English, as well as approaches to addressing the reading
challenges these learners face. They have discovered
much about the learners’ processes and challenges

and have been trying out and confirming the efficacy of
different approaches for meeting these students’ needs.

Many ELs show an insufficient grasp of reading skills when
reading in English, and the cause of their challenges can
be complex. Using a mixed-methods approach, Lesaux and
Harris (2017) studied the reading skills and processes of
adolescent Latino English learners (mean age = 13) whose
reading was below expectations.

Read 180 Evidence Base

They administered standardized measures of word reading
and vocabulary and conducted “think-aloud” interviews to
examine participants’ reading comprehension processes
as they read and responded to a grade-level passage.
Participating students demonstrated adequate word-
reading skills, but their vocabulary knowledge was below
average for their age. They seemed to engage actively in
the comprehension process and could paraphrase and
make inferences about what they read. However, their
self-reports of using these processes were misleading

in that their description of the passage as a whole

showed incomplete comprehension and substantive
misunderstandings of what was communicated. The
researchers concluded that the participants lacked relevant
background knowledge to understand what they read and
also seemed to lack adequate language skills in English.

Cho and colleagues (2019) also studied comprehension
processes of ELs and non-ELs exhibiting reading
difficulties, focusing specifically on their subjects’ linguistic
comprehension. They found that both groups had
difficulty with word reading—and that the effect of these
difficulties was actually stronger for the non-EL students.
The researchers combined vocabulary and listening
comprehension to develop a linguistic comprehension
variable and found this to have a greater effect than

word reading on students’ abilities. This was particularly
true for the EL students. The researchers concluded that
reading instruction for ELs can be most effective if it offers
a full range of linguistic comprehension skills, including
for both word-level and sentence-level understandings.
For example, Vaughn and colleagues (2019) followed

a cohort of ELs and former ELs for two years who were
receiving an intervention to strengthen their reading. These
groups were compared to a matched sample of control
students. The treatment students scoring low at baseline
on sentence reading and comprehension scored relatively
higher at posttest on that measure, and students scoring
high at baseline on the proximal vocabulary measure
scored relatively higher at posttest on that measure.



In preparing the Institute of Education Sciences’s What
Works Clearinghouse Educator’s Practice Guide, “Teaching
Academic Content and Literacy to English Learners in
Elementary and Middle School” (Baker et al., 2014), a team
of researchers and practitioners reviewed the evidence
base on how best to support ELs. Their review resulted in
the following recommendations for teachers:

e Teach a set of academic vocabulary words intensively
across several days using a variety of instructional
activities.

¢ Integrate oral and written English language instruction
into content-area teaching.

e Provide regular, structured opportunities to develop
written language skills.

e Provide Small-Group instructional intervention to
students struggling in areas of literacy and English
language development.

The U.S. Department of Education (2016) has published

a toolkit designed especially for teaching “newcomers.”
Instructional guidelines are similar to those in the practice
guide, and the recommendations for the classroom
environment are applicable to newcomers or to all ELs.
For example, instruction should be future-oriented, set
high expectations for all students, and focus on students’
strengths, not deficits. The curriculum must be rich and
engaging, seek to build background knowledge and
vocabulary, and create links across curricular areas.
Regardless of their background experiences, students

are given opportunities to develop their sense of agency
and autonomy and are able to monitor their own progress.
Just as for their non-ELs, teachers use frequent progress
monitoring and other formative assessments to ensure that
the instruction their ELs receive is at the appropriate level.

Of the three groupings of ELs, students with limited or
interrupted formal education (SLIFE) and long-term English
learners (LTELs) may be the most challenging. Often their
schooling has been interrupted—for example, as families
move around—so they have not received consistent
services in any academic area.

SLIFE students’ first educational experiences in their home
countries may have been interrupted, for example, by

war or other displacement; and their enrollment in U.S.
schools may have been temporary as families sought
permanent homes. As a result, they face challenges
learning foundational skills needed for English literacy and

accumulating an adequate store of background knowledge.

Read 180 Evidence Base

LTELS’ competency in conversational English can

mask the underlying weakness in academic language

and literacy skills; but when they receive intervention
services, the instruction may be geared specifically for
English speakers and not to strengthen their overall

skills. LTELs in secondary schools are often taught by
content-area teachers who have no ability to recognize
students’ challenges and have no skills for addressing
them. Researchers at Hanover Research (2017) studied

the evidence to date on LTELs in preparing a brief on
instructional strategies to increase their opportunities in
school. The brief stresses the urgency of identifying such
students and providing them appropriate help as fast

as possible. The interventions must be multi-pronged,
focusing on language development, literacy development,
and students’ accumulating academic gaps. Efforts to

help students see the relevance of the interventions are
important, as are instructors who are able to create trusting
relationships with these students.

Meeting the needs of ELs can pose challenges for many
schools, but the presence of ELs also brings an opportunity
to embrace multicultural and multilingual education.
However, Vaughn and her colleagues (2019) and other
researchers acknowledge the complexities faced by
teachers whose classes contain both EL and non-EL
students. These researchers all stress the importance of
teacher professional development, resources, and support
if teachers who have not had specialized training are to be
prepared to help ELs develop adequate literacy skills.



How Read 180 aligns to the research

Read 180 is designed to differentiate instruction and meet
all multilingual learners at their levels, whether they are
speakers of other languages or other dialects, such as
non-standard English, while being respectful of their
first language. Read 180 helps teachers to capitalize on
the advantages that multilingual learners bring to the
classroom and the support that using their first language
judiciously can provide. By focusing on understanding
register and academic language, the program helps
students build upon their native languages and dialects
and provides them the scaffolding and supports they
need to “put miles on the tongue” and use academic
language effectively.

Throughout Read 180, program materials reflect a
consideration for the needs of multilingual learners.

The program was designed with the recognition that
focusing on the needs of multilingual learners highlights
important elements of reading instruction, such as building
background knowledge and developing academic
vocabulary, that are beneficial to all Read 180 users.

Read 180 includes many supports that are beneficial to
multilingual learners who are struggling with reading
comprehension and fluency. All multilingual learners can
benefit from the individualized instruction provided by
Individualized Learning Technology, along with immediate
corrective feedback that has been found to be particularly
helpful to non-native English speakers. The Student App
also provides vocabulary supports, captioning of Anchor
Videos, and supports in the eReads and parents materials.
These eRead and parent material supports cater to the

five major world languages spoken in California (Spanish,
Vietnamese, Filipino, Cantonese, and Mandarin). Plus,
Spanish translations are designed to help students who
have beginning and intermediate English proficiency levels
to access the texts, as well as build background knowledge
and experience success.

The program’s emphasis on developing academic
language and vocabulary reflects practices that have been
shown to be particularly effective for multilingual learners,
who may struggle with academic language even if they are
comfortable with conversational English. Similarly, English
learners benefit from supported practice with speaking and
listening in the classroom and opportunities to collaborate
and discuss concepts with peers. The program’s
instructional routines, such as Think (Write)-Pair-Share,
scaffold classroom discussion so that multilingual learners
can feel more comfortable participating.

Read 180 Evidence Base

Like native English speakers, multilingual learners are able
to apply and practice their learned skills with audiobooks
and Independent Reading books that are leveled so that
students can experience frequent success with reading.
In addition, students have the opportunity to practice
their oral language skills during Independent Reading
book conferences and collaboration and presentation
projects. Projects are assigned at the teacher’s direction
and may include debates, research projects, multimedia
presentations, choral reading, writing dialogue, and more.
The multicultural content found across all components of
Read 180 reflects ethnic, cultural, and linguistic diversity,
helping multilingual learners find a sense of belonging in
their new culturally responsive environment.

Build cross-linguistic connections

Teachers can use the Contrastive Analysis resources
available on the Ed platform to help understand how
students’ home languages affect their ability to read and
produce sounds in English. Teachers will find specific
information on positive and negative transfer of skills for
sounds, spelling, and grammar usage based on students’
primary languages.

Teachers can also provide the Language Launch
Bilingual Glossaries for students to look up new words
and meanings to make connections between their home
language and English.

Contrastive Analysis and Language Launch Bilingual
Glossaries are included in the Resources for Multilingual
Learner Support on Ed for the following languages:

e Arabic

e Cantonese
e Filipino

e Haitian Creole
e Hmong

e Korean

e Mandarin
e Portuguese
e Russian

e Somali

e Spanish

e Vietnamese



Teaching language to newcomers
(Language Launch lessons)

Language Launch consists of teacher-led digital lessons
designed to teach the social, instructional, and content-
area language that students need as they learn English for
the first time.

e If you teach at a newcomer center or have an English
language development class of all students at early
levels, then consider teaching Language Launch lessons
during whole-class instruction.

e If you have a class with students that span multiple
levels of English proficiency or a Read 180 class that
includes intervention students, form a group of students
at the early level of English proficiency to teach the
Language Launch lessons.

Language Launch digital
Teaching Guide

The Language Launch Teaching Guide was designed

to support you in meeting the unique needs of your
newcomer students. Access the Teaching Guide on the Ed
platform for the following resources:

e Planning guides for Units 1-6 with support for getting
ready to teach the unit; content that calls attention
to important cultural, linguistic, or social-emotional
considerations; and lesson objectives and overviews

e Teacher notes that provide directions, model language,
scaffolding, and differentiated support

e Essential routines that provide step-by-step guidance for
using the research-informed Language Launch routines
to maximize student engagement and accelerate
language development

Addressing students' foundational
skills needs

Depending on class schedules and students’ foundational
skills needs, you may consider teaching Code lessons after
students have completed Language Launch Units 1-3 or
teaching Language Launch and Code lessons concurrently.

Real Book: Code Teaching Guide

Teach the Real Book: Code lessons to provide multilingual
learners with explicit instruction in foundational reading
skills, which reinforces learning from the instructional
software. Access the following Lesson Launch supports for
multilingual learners:

e Pronunciation and articulation tips to support you in
modeling and forming the sound(s) accurately

e Options for pre-teaching the words from the lesson to
help students in connecting meaning to words they
decode

e Contrastive Analysis information about the particular
sound(s) or skill so you can point out similarities and
differences between students’ home language

@ Multilingual Learner Support
Support Articulation: Short o

“My students say short o words with a long o sound.” Describe
the mouth position for short o, articulate the sound, and have
students echo several times. Have students chorally repeat: dot,
hop, not. Then say word pairs and have students indicate which
word contains the short o sound: dot/dote; hope/hop; note/not.

Read 180 Evidence Base

Use the multilingual learner support strategies
to target students’ particular articulation and
contrastive analysis needs at point of use.



Professional Learning and

Community Building

Blended professional learning and services

Connected and personalized
professional learning

Long-term connected professional learning includes
cohesive features—online coaching, remote observations,
online collaboration, and facilitated online communities—
all with a focus on how to ensure social and emotional
well-being and meaningful student learning in digital
environments. Connecting workshops to follow-up
learning and support among peers and with coaches can
help teachers retain new knowledge, practice new skills,
and share innovative, effective approaches that they

can scale. A connection between workshops, coaching,
and collaboration is essential for a professional learning
program to make a difference in student achievement
(Aguilar, 2019).

Effective professional learning, whether in-person,
online, or blended, offers teachers experiences that

are connected and coordinated components so that
their learning makes sense and builds proficiency. This
approach includes alignment between the study of
theory and practice, observation of theory and practice,
individual coaching, and further practice and refinement
through collaboration. Each of these components

is essential to support and build on the content and
pedagogy that is learned, observed, and practiced in each
of the other components (Rock, 2019).

For schools to support the implementation of high-quality
instructional materials, it is critical that teachers use
effective professional learning during the launch of the
curriculum, which is often when teachers are learning and
committing to an instructional approach (Gulamhussein,
2013). Teachers’ initial exposure to a concept should
engage them through varied approaches and active
learning strategies to make sense of the new practice
(Bill & Melinda Gates Foundation, 2014; Garet et al., 2001;

Read 180 Evidence Base

Gulamhussein, 2013). An effective professional learning
program should be curriculum-based and focus on the
targeted content, strategies, and practices (Bill & Melinda
Gates Foundation; 2014; Saxe et al., 2001; Wei, 2009),
and it should be grounded in the teacher’s grade level or
discipline (Gulamhussein, 2013).

Online professional development (PD) can help solve
resource challenges in implementing a scalable and
sustainable model. Online PD platforms can create a
peer-to-peer support community, building the capacity of
the teaching team to support each other. Perhaps most
importantly, online PD allows teachers to experience the
agency and personalized learning they are creating for
students. The unique opportunity of blended PD is the
shift from PD as a one-time or periodic event to PD as an
ongoing and embedded practice (Tucker & Wycoff, 2019).

Many school districts and providers of teachers’
professional development are moving toward a more
personalized model of professional development, taking a
cue from the movement toward personalized learning for
students. This approach often focuses on short modules,
which teachers can choose and then complete on their own
time. The modules can incorporate aspects of gamification,
micro-credentialing, and online professional development
communities. By allowing teachers to choose their own
professional development courses and activities and
complete them in their own place at their own pace, the
professional development will be better matched to their
needs. Teachers will be able to set goals, find resources to
help them meet those goals, track their progress, and get
feedback from supervisors and colleagues (Gamrat et al.,
2014; Meeuwse & Mason, 2013).
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Coaching

Research has demonstrated that sustained, job-
embedded coaching is the most effective form of
professional learning, whether it is delivered in person
or in a virtual setting. Coaching delivered in person has
been most effective when coaches are highly expert

and focus their work with teachers on a clearly specified
instructional model or program. Other opportunities

for teachers to develop their content knowledge of the
targeted instructional model (e.g., in courses, workshops,
or coach-led learning groups) are also important for
successful coaching programs. Online coaching shows
promise for being at least as effective as in-person
coaching for improving outcomes, though the research
base comparing delivery systems is thin. The balance

of evidence to date, however, suggests that the medium
through which coaching is delivered is less important than
the quality and substance of the learning opportunities
provided to teachers (Matsumara et al., 2019).

A recent meta-analysis of coaching programs found effect
sizes of 0.49 SD on instructional practices and 0.18 SD on
student achievement (Kraft et al., 2018). Encouragingly,
teachers who received virtual coaching performed similarly
to teachers who received in-person coaching for improving
both instructional practices and student achievement. The
authors identified several aspects of coaching in a virtual
setting as potential strengths: increasing the number

of teachers with whom a high-quality coach can work,
reducing educators’ concerns about being evaluated

by their coaches, and lowering costs while increasing
scalability (Kraft et al., 2018).

A few studies have investigated the relative effectiveness
of in-person versus remote coaching (Fishman et al.,

2013; Lowry, 2007; Powell et al. 2010; Vernon-Feagans et
al., 2015). In Powell et al. (2010), for example, Head Start
teachers were assigned to coaching (online or in-person) or
comparison conditions. Results indicated positive effects
of both online and in-person coaching on the general

Read 180 Evidence Base

classroom environment and students’ emergent reading
and writing skills relative to the comparison condition. In
another study, Vernon-Feagans et al. (2015) compared
the effects of in-person literacy coaches and coaches
providing support via live webcams.

The results suggested that teachers coached via webcam
benefited more than teachers coached in person,
specifically on implementation fidelity and reports of
self-efficacy. Moreover, although struggling readers made
similar gains across literacy measures in both coaching
conditions, students in the webcam group demonstrated
greater progress on one measure of child literacy.

Virtual coaching can provide a framework for a shared
leadership structure that focuses on facilitating teachers’
autonomy, self-management, empowerment, and
cooperation. Because the coach and the teacher jointly
pursue the goal of increased student achievement, virtual
coaching provides social support for both parties, leading
to enhanced emotional and psychological strength. Any
coaching relationship—traditional or virtual—builds on
several underlying qualities of both teacher and coach.
Chief among them are a willingness to change, a trusting
relationship, a high level of initiative, and a personal and
organizational commitment to the workplace (Blackman,
2010).

Web-based coaching programs can be operated at
relatively lower costs, are scalable, and make it more
feasible to pair teachers with coaches who have expertise
in their content area and grade level. Results from a
randomized field trial documented sizable and sustained
effects on both teachers’ ability to analyze instruction

and on their instructional practice, as measured by the
Mathematical Quality of Instruction instrument and student
surveys. However, these improvements in instruction

did not result in corresponding increases in math test
scores as measured by state standardized tests or interim
assessments (Kraft & Hill, 2020).
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How Read 180 aligns to the research

HMH provides a continuum of connected professional
learning through implementation planning and support,
coach-led sessions, and on-demand resources to ensure
that teachers and students are supported throughout the
year. The program’s embedded and on-demand support
coupled with personalized professional learning and
coaching fosters teachers’ agency, promotes collaboration,
and builds collective efficacy to support teachers’ roles as
designers of quality instruction.

To support the sustainability of Read 180 and to ensure
optimal implementation of the program across all schools,
HMH collaborates with district leadership to create an
implementation plan. Planning meetings at mid-year and
end-of-year provide an opportunity to review growth and
keep the implementation on track. An HMH Instructional
Coach works with teachers and leaders to analyze program
data to target individual students’ needs and identify next
steps for instruction, monitoring, and assessment based on
report data.

The Getting Started With Read 180 is an important part
of the learning journey. We know teachers can’t take in
every detail before they start teaching Read 180, so the
Getting Started With Read 180 is streamlined to focus on
introducing teachers to their new program and supporting
them with preparing for their first weeks. Getting Started
provides an overview of the Read 180 learning model
and research-based components, and how they work

to accelerate reading achievement and build literacy.
Teachers have opportunities to explore teaching materials,
discuss student placement options, and ask questions to
build understanding and confidence to prepare them for a
strong start.

The Getting Started is the initial step toward a successful
implementation. As soon as teachers log into Ed, their
teaching and learning platform, they have access to a
self-paced Teacher Success Pathway designed to support
them during their first 30 days of teaching with Read 180. A
recommended sequence of live sessions and on-demand
interactive media, videos, and downloadable resources
will help teachers plan, teach, and assess learning using
Read 180. Teachers can access the topics all at once or

in increments as they are ready, and all the resources are
there for teachers to revisit as many times as they need.
After teachers complete their pathway, they can continue
to access a library of on-demand resources in Teacher’s
Corner on Ed.

Read 180 Evidence Base

Additionally, Leader’s Corner on Ed provides leaders with
the knowledge, strategies, and tools they need to support
teachers in successfully implementing Read 180.

HMH recognizes that professional growth occurs through

a sustained learning process in which the personal needs
of each participant are systematically and strategically
elevated and supported. HMH offers a variety of Coaching
Memberships that provide personalized support focused
on lesson design, instructional practices, content, and data-
driven decision-making to ensure continuous improvement
over time.

HMH coaches build strong relationships with teachers by
modeling high-impact instructional strategies, answering
program and practice questions, leading grade-level
program sessions centered on evidence of student
learning, and helping teachers select, monitor, and achieve
goals. By incorporating action steps, gathering data,
analyzing evidence, and reflecting, coaching can facilitate
measurable results (Taylor & Chanter, 2016).

The program’s comprehensive blended professional
learning solutions are research based, mapped to a
teacher’s goals, centered on students, and designed to
build the collective capacity and efficacy of leaders and
teachers. Collective efficacy within a system has the power
to change lives.

Read 180 builds a culture of professional

growth through:

e Getting Started training

e Teacher Success Pathways on Ed

e Read 180 Program Guide

e Teacher’s Corner and Leader’s Corner
resources and live events

e Coaching Memberships
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Family engagement

In order for a child to be successful in school, there are
numerous critical roles that families play: supporters of
learning, encouragers of perseverance and determination,
models of educational practices, and advocates of
appropriate school environments for their child. Families
need the opportunity to learn and grow along with their
children and to support the learning and growth of their
children in order for partnerships between families and
schools to succeed.

Schools and districts that successfully engage families

in their children’s learning are able to strike a balance
between pushing families to support learning and pulling
families into the school community. These schools

view families as partners in their children’s education
and provide a collaborative environment that builds
relationships between educators and families. They have
frameworks that encourage both learning at home and
collaborative decision-making.

Having books in the home helps establish a reading culture
that continues from generation to generation within families
and is independent of education and class. This creates

an interest in and desire for books that will promote the
skills and knowledge needed to foster both literacy and
numeracy, thus leading to lifelong academic advantages.

Read 180 Evidence Base

Children whose parents have lots of books are nearly
20% more likely to finish college. Books in the home
are a stronger predictor of college graduation than the
educational levels of parents (Evans et al., 2010).

It is very important that families and educators make a firm
commitment to encourage adolescent students to read
outside of school by finding ways to engage them with
texts over the summer as well as before and after school.
Moreover, it is critical that students are encouraged to
make reading a part of their lifestyle (Alexander, 2014).

For a child to become a reader, time spent with parents or
caregivers who engage with their children through books—
whether through close readings or discussion of pictures—
is what is most necessary. When children not only have
access to books but also can share them with reading
mentors who love books and reading, they are much more
likely to thrive as readers (Bridges, 2014).
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How Read 180 aligns to the research

Read 180 provides resources to help families support
students’ learning and connect with the Read 180
classroom. Read 180 includes access to HMH Family
Room, an intuitive, ever-growing library of on-demand
resources created to provide families with engaging,
practical recommendations to help their children thrive.
Families can access Family Room via their child’s Ed login
to view assignments, information about Read 180, at-home
learning support, and tips and videos.

With their children’s Ed login, families and caregivers can
access:

e their child’s assignments and resources;

e on-demand articles, videos, and tips from teachers and
other families; and

e resources in both English and Spanish.

The following resources are provided to the families:

e Getting Started Tips for family members on how to
navigate Ed, and questions they can ask their child

e Program Support Information about their child’s
instructional programs and how family members can
help

e Shareable, quick, and friendly tips to manage their
child’s engagement, instruction, and development

Family Room helps caregivers become familiar with the

Ed platform and will provide 24-7 differentiated support
about their child’s instructional programs and insights on
how family members can help. Examples of instructional
resources include “5 Questions Your Teacher Wants You to
Ask Them,” “The Power of Talk,” and general support that
offers practical recommendations for fostering learning,
including tips for avoiding meltdowns, combatting social
isolation, and nurturing growth mindset. Resources are
available in both English and Spanish.

Read 180 Evidence Base

In addition, each Real Book Workshop includes four or five
strategies to support teachers in involving and engaging
parents, including:

e strategies for soliciting and hearing the concerns, hopes,
needs, and insights of parents;

e suggestions for sharing expectations about parent
involvement and asking parents about their
expectations;

e channels for asking parents what they view as important
in helping students succeed and adding those things to
classroom practice;

e frequent communications with parents and families (via
email, letters, and suggestions for school websites);

e invitations for parent volunteers;

e information on supporting Real Book work at home
while helping students build independence; and

¢ information on classroom assignments and the role of
homework in reinforcing class discussion/learning.

These strategies are available in the Teacher’s Edition
throughout the texts and during process writing instruction.
Parent reports of student progress, as well as letters to
parents, are available in multiple languages. Access to
digital books helps students engage with their families
over texts.

Browse our pantry of bite-size tips and
wieos to help support your child's Isaming.
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Conclusion

Children's right to literacy

Many educators and parents are aware that literacy expert
Phyllis Hunter has declared that reading is a basic civil right
for every child and adult in this country. She reminds us all
that individuals who are not strategic readers cannot fully
participate in a democracy.

There is probably less familiarity with an important suit
brought against the Detroit public school system in 2016.
Those bringing the suit—many of them parents—charged
that students in the city’s schools were being deprived
of a basic civil right: access to high-quality educational
experiences and current, relevant educational resources.
In its historic ruling, the U.S. Court of Appeals for the Sixth
Circuit ruled that students’ access to a basic minimum
education is a fundamental right protected by the Due
Process Clause of the Fourteenth Amendment to the
U.S. Constitution. Such an education was “one that can
plausibly impart literacy” to all students, regardless of
their preschool experiences, the languages spoken at
home, the socioeconomic status of their families, and
preexisting conditions that might make learning more
challenging than usual.

The ruling in this case acknowledges the limits of the
courts to dictate educational outcomes, such as specific
literacy rates at a given grade level, but it emphasizes the
duty of states to ensure that all of their schools provide
students with opportunities to become literate.

Read 180 Evidence Base

To meet this all-important goal, the findings of this
landmark ruling (Mangan, 2020) emphasizes that a
foundational goal for educators should be the attainment of
literacy by all students because the “role of basic literacy
education in the broader framework of the U.S. Constitution
suggests that [literacy] is essential to the exercise of other
fundamental rights. This is essential because literacy is ‘a
key to opportunity.”

The Detroit settlement and broader concerns about

social justice in schools means that all teachers need to

be well trained, supported through high-quality PD, and
supplied with current, diverse, and relevant teaching
supplies for their students to use. Students need access

to these teaching supplies and should be made to feel
welcome and valued in their classes, regardless of their
backgrounds, language status, or prior achievements.
Their progress needs to be monitored frequently using
valid and reliable measures, with results used not to
segregate them from others but to help teachers tailor
instructional programs and make decisions. Additionally, if
needed, students need to receive additional instruction to
support their learning, and this support should be offered
by skilled instructors and in a timely fashion so that small
understandings can be addressed before they accumulate.
Addressing deficits early and effectively allows students to
continue to grow as readers and writers and, ultimately, to
become literate adults.
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Research Evidence Base papers provide an in-depth account of the
theoretical underpinnings, evidence base, and expert opinions that
guide the design and development of new and revised programs.
These papers map known research and design principles to practical
applications of the program.

Research Professional Paper

Research Professional Papers highlight an important theoretical
construct, practical application, program component, or other
topic related to learning in the context of HMH programs. They are
authored by experts in the field, researchers, and thought leaders
within the industry.

Research Results

Research Results papers summarize the findings from research studies
conducted on HMH programs, including research conducted internally
by HMH and externally by third-party research firms. Research Results
papers document the efficacy of a program in terms of ESSA evidence
levels: strong evidence, moderate evidence, promising evidence, and
evidence that demonstrates a rationale for program effectiveness.

To learn more about HMH’s dedication to research
and efficacy, visit hmhco.com/research.
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Browse our library of research at
hmhco.com/researchlibrary.
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