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Introduction

The Houghton Mifflin Harcourourneysprogram is a core reading program designed to meet
the diverse needs of all students, from Kindergatfteough grade 6. It includes the key elements
of reading instruction, from comprehension to dedxe readers. The components of the
program and the activities and strategies presehtedghout are based on current research and
best instructional practice advocated by classrteanhers, administrators, teacher educators,
and policymakers alike. Thlurneysprogram provides students with the skills theydnee
succeed, preparing them ultimately for the higeréity demands of college and the workplace.
In the program, students develop reading compredresgills as well as developing their skills
as critical thinkers, writers, speakers, listenangl communicators.

The purpose of this document is to demonstratelglaad explicitly the scientific research base
on which the program is built. The program is baitbund what we know about effective
reading instruction—strategies for vocabulary instion, reading comprehension instruction,
and differentiation to meet the needs of all lesn€heJourneygrogram integrates each of
these research strands into a program that reseaggests will benefit students and prepare
them to meet the demands of school and work.

To help readers make the connections between skeaneh strands and theurneygrogram,
the following sections are used within each strand:

» Defining the Strand. This section summarizes the terminology and pewiah overview
of the research related to the strand.

» Research that Guided the Development afourneys This section identifies subtopics
within each strand and provides excerpts from amansaries of relevant research on
each subtopic.

* From Research to PracticeThis section explains how the research data iphied
in theJourneysprogram.

The combination of the major research recommendsaitimd the related features of doeirneys
program will help readers better understand howptbgram incorporates research into its
instructional design.

A complete bibliography of works cited is providaidthe end of this document.
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Strand 1: Building Vocabulary

The findings on vocabulary yielded several speatfiglications for teaching reading. First,
vocabulary should be taught both directly and iedity. Repetition and multiple exposures to
vocabulary items are important. Learning in ricmt¢exts, incidental learning, and use of

computer technology all enhance the acquisitiomocafabulary.

—National Reading Panel, 2000, p. 14

Defining the Strand
The primary goal of reading instruction is to deyestudents’ skills and knowledge so that they

can comprehend and critically analyze increasicgiyplex texts independently. Research has
long established the connection between vocabltaowledge and reading comprehension
(Baumann & Kame’enui, 1991, Stahl & Fairbanks, )98®, developing students’ vocabulary
knowledge and skills is a fundamental element fefotiive reading instruction. Vocabulary is
essential to early reading development (Nationad®e Panel, 2000) and in later grades, as the
demands of content-area reading require high-lesehbulary skills. Vocabulary is emphasized
at all grades of the Common Core Standards (Con@uoa State Standards Initiative, 2010a).

Effective instruction must help students acquiredkepth and breadth of vocabulary knowledge
required for access to the texts they will encourResearch shows that while words can be
learned incidentally, explicit instruction plays iamportant role in achievement (McKeown &
Beck, 1988; National Reading Panel, 2000). Forgsfiing readers, socioeconomically
disadvantaged students, and for ELLs, such instmucs imperative (Baker, Simmons, &
Kame’enui, 1995a; Francis, Rivera, Lesaux, KiefeRivera, 2006a; Sedita, 2005). A number
of other instructional strategies have been shoywebearch to be particularly effective:

» Direct and indirect instruction (Baumann & Kame-erdi991; Graves, 2006; Nagy, 1988;
National Reading Panel, 2000; Stahl, 1986);

* Multiple and varied exposures (Baumann & Kame-eh®81; Beck, McKeown, & Kucan,
2002; Blachowicz & Fisher, 2000; Graves, 2006; Bl)i1988; National Reading Panel,
2000; Stahl & Fairbanks, 1986; Stahl, 1986);

» Frequent instruction (Beck, McKeown, & Kucan, 208&tional Reading Panel, 2000; Stahl
& Fairbanks, 1986; Topping & Paul, 1999); and

* Instruction in word morphology, or structure (Ardind. 994, Kieffer & Lesaux, 2007).

For a reading program to be comprehensive andteieat developing students’ vocabulary
skills and knowledge, it must take a systematicppseful, and engaging approach. The
Journeysprogram focuses on three major purposes for tegalonabulary: (1) To facilitate
comprehension; (2) To build academic vocabularg; @) To teach about words, including the
elements that contribute to independent word legrnio accomplish these goals, the program
supports students through multiple exposures, explbcabulary instruction, strategies for
acquiring new vocabulary, and instruction in wordrphology.
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Research that Guided the Development of th@ourneysprogram

Explicit Instruction

Research suggests that explicit instruction in katary skills and strategiesewto understand
new words—is essential to effective vocabularyruegion. Explicit instruction plays an
important role in students’ achievement (Nationah&ng Panel, 2000) and is more effective
and efficient than incidental learning for acquirispecific words (McKeown & Beck, 1988).

While all students benefit from explicit vocabulangtruction, certain students must be taught
vocabulary explicitly. Research has documentediitgarity between the vocabularies of
socioeconomically advantaged and disadvantageeéstyodpulations (Chall, Jacobs, &
Baldwin, 1990; Snow, Burns, & Griffin, 1998). Withbintentional and meaningful intervention,
the disparity in vocabulary knowledge between thseps only increases over time (Baker,
Simmons, & Kame’enui, 1995b). English languageriees also benefit a great deal from
explicit vocabulary instruction. While English lamgge learners tend to acquire social language
vocabulary and skills through incidental sociaématctions and conversations, the acquisition of
an academic vocabulary requires explicit vocabulastruction (Francis, Rivera, Lesaux,
Kieffer, & Rivera, 2006a). A third group that beitefa great deal from explicit vocabulary
instruction is struggling readers. Struggling readueake larger and faster achievement gains
with the help of explicit vocabulary instructiong@ta, 2005).

To be effective, explicit instruction must meetaeV criteria. Rather than simply referencing a
skill or giving a definition, teachers model or pide direct explanation. Teachers then provide
opportunities for practice. And, finally, teacherscourage the application of skills and strategies
to new contexts (Pearson & Dole, 1987).

Reinforcement and Multiple Exposures

One of the consistent findings across researctooabwulary acquisition is the need for multiple
exposures to words. Words must be encountered aemohtimes before true learning occurs
(Beck, McKeown, & Kucan, 2002; Blachowicz & Fish2000; Graves, 2006; Kolich, 1988;
Stahl & Fairbanks, 1986). In a review of the litera on vocabulary instruction, Dixon-Krauss
(2001) concluded that “the most effective vocabuiastruction includes multiple exposures to
words in a variety of oral and written contexts. p” 812). Stahl’s findings (1986) supported
multiple exposures as a fundamental principle fefative vocabulary instruction, as did the
findings of other researchers (Baumann & Kame’eh@91; National Reading Panel, 2000).
Providing multiple exposures allows for a deepeataratanding of words—their multiple
meanings, uses, and connotations (Beck & McKeo®fa11McKeown & Beck, 1988).

A study conducted by Jenkins, Stein, & Wysocki @Q8uggests that a combination of informal
teaching, which involves exposing students to tbed& before beginning explicit instruction on
the words’ meanings, followed by more than one exiotal presentation of the word, strongly
affects vocabulary learning. The research of Bétdkeown, & Kucan (2002) supports these
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findings. Their study compared students who reckneh, varied instruction in vocabulary with
students who had been provided no vocabulary ictsdruand students who had been provided
only traditional instruction based on definitiorieree; “the pattern of results was that students
who received rich, frequent instruction did betiara variety of measures” (77-78).

Different approaches to vocabulary learning havenl®emonstrated to be effective, and using
these varied instructional strategies in conceab&&s students to develop deep understandings
of words. According to Graves (2006), effective aloglary instruction involves students in
active and deep processing of the word. Instrudtoould allow students to engage in activities
that lead them to consider the word’s meaningiedtzat meaning to information stored in
memory, and work with the word in creative ways.

In addition to teaching words in different waysg frequency of instruction in vocabulary is
important (National Reading Panel, 2000; Beck, MoKe, & Kucan, 2002). Providing many
opportunities for practice has been shown to befattive instructional technique to support
word learning, particularly among students withrihéiag disabilities (Swanson, 1999; Swanson
& Hoskyn, 2001; Vaughn et al., 2000).

For English language learners, providing multiptpasures in varied instructional contexts is
essential. For these students, it is particulaniyartant that vocabulary instruction incorporate
oral, reading, and writing activities (Francis, &ia, Lesaux, Kieffer, & Rivera, 2006a).

Vocabulary Acquisition Strategies

As Nagy and Anderson (1984) point out, the totahhar of words which students must learn is
so vast that educators cannot hope to directlyuosstudents in each individual word. Rather,
teachers can teach studeat®utwords (Nagy, 2007). When educators can focus phaiky
teaching students the skills and strategies theyapaly to learn unfamiliar words they provide
students with a framework for learning other newdgowvhich sets them up for academic
success in K-12 and beyond. TBemmon Core State Standards for English Languaggead
Literacy in History/Social Studies, Science, andhfgcal Subjectsclude vocabulary
expectations for each grade; “The vocabulary stalsd@cus on understanding words and
phrases, their relationships, and their nuancesaratquiring new vocabulary, particularly
general academic and domain-specific words andspera(Common Core State Standards
Initiative, 2010a, 8)

Making Connections

To integrate new words into a working vocabulatydsnts need to understand how words “fit”
with the words that they already know. This instital strategy is supported by the influential
work of Ausubel (1963) who described how learnersnect new ideas to established schema.

Schema theory supports the notion that for studerfidly understand and retain words, they
must be able to place those words within a streabfithe words that they already understand
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(Kauchak & Eggen, 2006). In their work, Griswolcgl&heiser, and Shepherd (1987) found that
students who had richer vocabularies were abledaiee words more efficiently than those
students with poorer vocabularies. This researppaiis a teacher’s explicit attention to making
associations between words to help students agtitaatprior knowledge needed to gain new
vocabulary. Teachers can do this by helping stiedexatke connections by showing how new
words connect to other words the students knowKinu2003) and by systematically basing
new word understandings on the understandingseviqusly learned words (Baker, Simmons,
& Kame’enui, 1995b).

Vocabulary instruction that helps students buildamegful associations in their knowledge base
has been shown to enhance students’ compreherigaom@nn, Kame’enui, & Ash, 2003) and
increase their academic knowledge (Goodson, Wealll, Burner, & Finney, 2010).

Word Morphology Instruction

Morphological awareness is the awareness of th@meonic structure of words, or the
understanding that words are made up of meanipgiids. Morphological analysis is often used
to refer to the understanding and ability to mage of how prefixes, suffixes, bases, and
Greek/Latin word roots combine (Templeton, 2004ghm 1993; White, Power, & White,
1989) and can also include understanding compowrdsiaand inflectional endings.

Most English words have been created through canmdpprefixes and suffixes with base words
and root words. If learners understand how wordsstiuctured, they possess a powerful tool for
independent vocabulary growth (Templeton, Bearetnizzi, & Johnston, 2010). Most new
words students will encounter are morphologicaivdgives of familiar words (Aronoff, 1994).
Students with greater understanding of morpholagyn@ore successful at learning academic
vocabulary and comprehending text (Kieffer & Lesa2007). A recent meta-analysis analyzed
studies that included morphological instructioradgseatment and found that it significantly
improved students’ literacy achievement and wastipadarly effective for children with

reading, learning, or speech and language digabjliEnglish language learners, and struggling
readers.” (Goodwin & Ahn, 2010, Abstract) Researsliave suggested that the National
Reading Panel report should be amended to expltdighlight the importance of morphological
awareness in literacy learning (Berninger, Abbgtgy, & Carlisle, 2010).

Research suggests (see Templeton, 2004) that mgestiidents the meanings of prefixes,
suffixes, and root words and building their undamsling of how these word parts can be applied
can be powerfully effective. In the elementary g@sdstudents should be taught the meaning of
common prefixesun-, re-, dis}. In the middle grades and continuing into theargyrades,
instruction should focus on less common, but usehdfixes and suffixes and their meanings.

Instruction in morphology appears to be equallgetfte for native speakers, English language
learners, and students in urban settings—and edeseWwith higher reading comprehension
scores for all groups (Kieffer & Lesaux, 2007).
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From Research to Practice
Explicit Instruction in Journeys

In Journeysgach lesson follows a consistent format which iewiith theOpening Routines.
As part of the opener, students are introducebldéd arget VVocabulary words, which are
identified in each lesson, and are given tB&ily Vocabulary Boostin which these words are
previewed, defined, and discussed. These Saarget Vocabulary words are reinforced further
in theVocabulary in Context Cards,which offer students the opportunity to preview and
discuss the target words.

<<Insert screen shot of bottom half of page in @radUnit 3, Lesson 11, page T13 — Daily
Vocabulary Boost>>

On Day 1 of the lesson, teach&mgoduce Vocabulary. Students are taught the vocabulary
through activities that have the objective of snidainderstanding and using the target words.

<<Insert screen shot of Grade 3, Unit 3, Lessormpafjes T16-17.>>

All of this explicit instruction occurs before strts engage in reading the main reading
selection. By the time they are engaged in readituglents are ready for the concepts of the text
because they have acquired the necessary vocaloleoynprehend.

In addition,Vocabulary Strategieslessons are provided for each week of instructoplicitly
teaching students strategies for acquiring voca@wapports their word learning. (Note that
vocabulary acquisition strategies are discussee imnathe following pages.)

<<Insert screen shot of Grade 6, Unit 6, Lessonr2acher’s Edition pages T122-123.>>
Reinforcement and Multiple Exposures ihourneys

Each Unit in Journeys is organized into five lessdtach lesson focuses on specific vocabulary
words, a target skill and a target strategy.

In Journeysthroughout each lesson, students receive the regrftent and multiple exposures
research suggests is necessary for deep vocalbedanyng. Target vocabulary words are
identified and repeated throughout the lesson ata\ the student through theeveled
Readersprogram. Students hear the word in a beginninghiaread-aloud, they see images
that represent all target vocabulary words as #reypresented in context, and they apply the
word meanings through routines built on the redeafdsabel Beck while reading tistudent
Book selections and thieeveled Vocabulary ReadersThesevVocabulary Readersintroduce
students to th&arget Vocabulary in context.

See this Grade 2 example of how vocabulary is duced in théOpening Routines “Daily
Vocabulary Boost” part of a lesson.
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<<insert screen shot of Grade 2, Unit 1, Lessdddl, 1 Teacher’s Edition — bottom of the page
only — Daily Vocabulary Boost.>>

Vocabulary in Context Cardsreinforce the vocabulary in the lesson. The c@wading routine
activities provided in the TE are optional.

Leveled Vocabulary Readersavailable in both print and online formats, enakeladers to
practice and apply vocabulary at each grade |&#iyough 6.

Curious About Words provides oral vocabulary support for grades K-2lshis with two read-
alouds each week.

The JourneysReady-Made Work Stationslink to the week’s literature and skills and pravid
additional opportunities for word study.

Vocabulary Acquisition Strategies idourneys

In Journeysyocabulary strategy lessons are provided for easdkwef instructionVocabulary
Strategieshelp students develop strategies to learn vocapulards in the lesson.

In Kindergarten, vocabulary strategies include:

In Grade 3, vocabulary strategies include:

In Grade 6, vocabulary strategies include:

Action Words
Antonyms/Synonyms
Classification/Categorization
Color Words

Context Clues

Describing Words
Environmental Print

Analogies
Antonyms/Synonyms
Categorize and Classify
Compound Words
Context Clues
Dictionary/Glossary

Analogies

Denotation and Connotation
Dictionary/Glossary
Homophones, Homographs, and
Homonyms

Idioms

Figurative Language Words
Multiple-Meaning Words
Science Words

Sensory Words

Shape Words

Similes

Homophones/Homographs
Idioms

Multiple-Meaning Words
Using a Thesaurus

Words from Other Languages

Multiple-Meaning Words
Synonyms

Using Context

Word Families

Words Often Confused
Word Origins
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TheVocabulary in Context Cardsfor each lessoreinforce high-frequency words used in the
week’s literature and help students in acquirirgggkill of using context to understand the
meanings of new words. On the back of each castydent-friendly explanation of the word
and activities are provided to help students tlab&ut how the word can be used in various
contexts.

Making Connections

Research has repeatedly pointed to the impactasédireading on students’ vocabulary
acquisition and the value of linking vocabularytinstion with overall comprehension
instruction (Coyne, Simmons, Kame’enui, & Stoolen)|2004; Fisher, Frey, & Lapp, 2008;
McKeown & Beck, 2006). Thdourneysprogram continuously connects vocabulary instrunctio
with comprehension instruction so that neitheaigght in isolation but always in the context of
meaningful literacy activities.

TheDevelop Backgroundsections of thdourneydessons provide the opportunity for students
to make connections between the vocabulary thelearaing and the concepts they are reading
about in the program selections.

<<Insert screen shot of Grade 3, Unit 3, Lessorpadies T24-25 — Develop Background/Target
Vocabulary>>

Other elements of vocabulary instructionJourneyghat support students making connections
to other words, to words in context, and to otlwraepts and topics includeademic
Language, Daily Vocabulary Boost, Oral Vocabulary Selection Vocabulary,and

Vocabulary in Context.

Word Morphology Instruction inJourneys

In theJourneysprogram, students engage in activities to incréasie awareness of the
meaningful parts which make up words. As descrddsalve, this understanding is an important
tool for their ongoing vocabulary growth.

In Grade 3, for example, instruction in word morialgy includes attention to:

» Base Words and Endings
» Base Words and Prefnon-
e Compound Words

* Prefixes

» Suffixes

* Word Roots
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See below for an example of how morphology instouncis provided in th& ocabulary
Strategiescomponent oflourneysNote how the program follows a Teach/Model, Guided
Practice, and Apply instructional model to sup@udents at every stage to independence.

<<Insert screen shot of Grade 3, Unit 3, LessorPafe T54-T55>>

Instruction in word morphology is introduced at teliest grade level idourneysand
continues through grade 6, as in this list frondgré and instructional example from a grade 6
lesson.

In Grade 6, word morphology instruction include®iation to the following:

* Greek and Latin Word Roots

» Greek Roots and Affixes

» Latin Roots and Affixes

» Prefixescon-, com-, pre-, prode-, trans-, dis-, ex-, inter-, non-, en-, ad-,,ue-, in-,
im-, ir-, il-

» Suffixes—able, -ible, -ent, -ant, -ence, -ance, -er, -ar, -ist, ian, -ent, -ful, -less, -ly, -
ness, -ment, -ship, -ion, -ation, -ize-, -ify, ;iugy, -ous, -ic, -ure

* Word Origins

<<Insert screen shots from Grade 6, Unit 1, Ledsdreacher’s Edition pages T40-41 on
“Vocabulary Strategies: Prefixelés-, ex-, inter-, nori>>
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Strand 2: Supporting Comprehension

Given that comprehension is such a complex cognéindeavor and is affected by, at least, the
reader, the ext, and the context, comprehensiogarel has considered many features as
contributing to student outcomes.
(McKeown, Beck, & Blake, 2009, 218)

Defining the Strand

Reading comprehension is a complex cognitive dgtivhich involves many, varied skills and
strategies. While some students learn to read—antintie to comprehend texts with greater
difficulty—without explicit instruction, most studés benefit from instruction in reading
comprehension processes and strategies. Studdatswadll face increasing literacy demands in
school, at work, and at home. To meet these demandtents must become critical
comprehenders, able to deeply understand whatréaely Effective reading instruction can help
students meet these challenges.

In addition to the ability to decode words quicklyd effortlessly, reading comprehension
depends on background knowledge, the ability toematerences and think critically about what
is read, and the ability to choose and use ap@tepsitrategies for decoding and comprehension.
Comprehension requires that students actively maaning of what they read.

Connecting to students’ background knowledge hags BBown by research to be effective as an
instructional strategy; how well students comprehisrinfluenced by the background

knowledge students bring to reading. Focusing erctmtent of what is read, and asking
students to make critical responses to that contastbeen shown to be particularly effective in
enhancing students’ comprehension (McKeown, BecB|ake, 2009).

To comprehend and make sense of what they reatknemust use various comprehension
strategies—such as drawing conclusions or makingections. Readers who struggle with
comprehension also struggle with using these sfieddDole, Duffy, Roehler, & Pearson,
1991). For these struggling readers, explicit sggtinstruction is particularly helpful.

The primary goal of any core reading program iddweelop students’ abilities in reading and
comprehending texts of varied genres and increasingplexity. To meet this goal, an effective
reading program will engage students by conneatiitiy their prior experiences and background
knowledge; explicitly instruct students on succelssbmprehension strategies; make

connections with what is read; encourage critieaponses to texts; ensure that students have the
basic skills needed to decode texts; and fosteests’ reading fluency. Houghton Mifflin
Harcourt’'sJourneysgprogram employs each of these research-based dgkememnits program—

to meet the challenge of engaging all student®aoming high-achieving readers. By

employing an | Do, We Do, You Do model of instroctj the program supports teachers who are
expert readers in transferring their skills andwlealge to students who are building their skills.
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Research that Guided the Development of th@ourneysprogram
Connecting to Students’ Background Knowledge

Research on cognition shows that for new infornmatmbe learned and retained it must be
integrated with existing information. New learniongcurs when learners connect new concepts
and ideas to those they already know and underskauigeir principles for brain-based learning,
Caine and Caine (1997a) refer to this as patterinmggbrain/mind looks for patterns in the
familiar and the new. Effective instruction musteylearners a chance to make these patterns.

Educators have known for some time that for leart@make sense of new information, they
must be able to connect it with their prior knowdedand experiences (Afflerbach, 1986; Chiesi,
Spilich, & Voss, 1979; Pressley, 2000; Snow & Sw2603; Spires & Donley, 1998).

Activating students’ prior knowledge is one of thiee most effective instructional strategies
identified by Marzano (2003). Concepts to whicldstuts are introduced in school must be both
relevant and familiar enough to them that theyadole to make those essential connections.

Research attests to the benefits of making effectbnnections to students’ background
knowledge, skills, and experiences. Students wamél from instruction designed to monitor
and integrate their prior knowledge outperformedishts who received traditional instruction
(Dole & Smith, 1989). Additionally, connecting nemformation to prior knowledge has been
found to positively impact the learning of studentth learning disabilities (Swanson &
Hoskyn, 2001). Benefits of building on student’'skground knowledge, interests, and
experiences include increased interest, increasgyation, increased concentration and focus,
and increased learning (Williams, Papierno, Ma&eCeci, 2004).

Explicit Strategy Instruction

The Report of the National Reading Panel (2000¢edjwith what reading teachers have known
for years; “the instruction of cognitive strategiegproves reading comprehension in readers
with a range of abilities.” (4-47) According to tRanel, over two decades of research support
the “enthusiastic advocacy of instruction of regdstrategies.” (4-46)

Whether they read or listen to texts, or do botthatsame time, readers must use a variety of
reading strategies—such as making inferences, @skid answering questions, visualizing,
determining main ideas and details, and so on—deraio make sense of what they read. The
rationale for teaching these types of strategiete@r. Teaching students specific strategies
provides them with tools to use when they are natgrehending what they read. While some
readers acquire these strategies informally, extistruction, modeling, and practice using
these strategies enhances understanding for dirstst Research shows that to be most
effective, reading comprehension instruction mugpsrt students, directly and explicitly, with
how to use the strategies needed to comprehend g@ntrell, Almasi, Carter, Rintamaa, &
Madden, 2010; National Reading Panel, 2000; Hadhwgrth & Woodward, 1993).
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Struggling readers often have trouble using suctiegies (Dole, Duffy, Roehler, & Pearson,
1991) so for these students, explicit instructioneiading is particularly important (Nelson &
Manset-Williamson, 2006). However, all studentsddgrirom this type of instruction—poor and
high achievers alike, as well as native speakeilshan-native speakers of English (Alfassi,
2004; Baumann, 1984; Francis, Rivera, Lesaux, Eie& Rivera, 2006a, 2006b; Klingner &
Vaughn, 2004: Nokes & Dole, 2004; Rosenshine, Mei& Chapman, 1996; Van Keer &
Verhaeghe, 2005).

Effective strategy instruction guides readers irawgtirategies to use, and why, when, and how to
use them. Typical steps include:

» Direct explanationThe teacher explains the strategy and when to apply

* Modeling.The teacher models application of the strategy.

» Guided practiceThe teacher guides and assists students as dreytteapply the strategy.

» Application.The teacher provides practice opportunities uatbers are able to apply
strategies independently (Center for the Improvdroé&arly Reading, 2003).

Critically Responding

The high literacy demands placed on today'’s stider@an that basic comprehension is
insufficient; readers must engage in higher-ortarking. Researchers have begun to focus on
how to develop this higher-order literacy. Critlgalsponding to a text means asking and
answering questions abouhy, howandwhat-if rather than basic questionsvatio, what, when,
andwhere.Research supports instruction in critical thinkifigding improved achievement and
transfer with improved critical thinking skills (&¢ & Shayer, 1993; Haywood, 2004).

While research into the effectiveness of specifstructional approaches for promoting higher-
level comprehension and reflection is still ineexly stages, a body of research is beginning to
emerge supporting some strategies. In a studyuoh@ writing, in which students made
connections between what they read and other krgwland experience, the findings showed
that experimental-group students outperformed stisdeho did not engage in this type of
writing (Connor-Greene, 2000). Asking students gqodstions—and teaching students how to
ask their own good questions—promotes deeper cdrapston of what is read (Craig, Sullins,
Witherspoon, & Gholson, 2006; Graesser & Persof418ing, 1994; Pressley et al., 1992;
Rosenshine, Meister, & Chapman, 1996). In a stadkihg at the role of metacognitive
strategies in critical thinking, Ku and Ho (2016uhd that good critical thinkers engaged in
more metacognitive activities, suggesting a refeinp between instruction that expects critical
thinking and instructions that provides supportrf@tacognition.
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Decoding

Students’ ability to comprehend is dependent oir Hi®lity to quickly and automatically decode
the words on the page. Without sufficient skillphmonics and phonemic awareness, students
cannot achieve this goal.

Systematic instruction in phonics and phonemic aness in the early grades has been shown to
be significantly more effective than other appraac(National Reading Panel, 2000). Decoding
must be included in any framework for early readimgiruction (Kendeou, van den Broek,

White, & Lynch, 2009) and for older, struggling deas, instruction with decoding is an essential
element of a comprehensive program (Chard, PikugskiicDonagh, 2006; Moats, 2001).

Regular assessment—and subsequent tailored instraeis necessary for these fundamental
skills: “Because the ability to obtain meaning frpnmt depends so strongly on the development
of word recognition accuracy and reading fluenothlof the latter should be regularly assessed
in the classroom, permitting timely and effectimstructional response where difficulty or delay
is apparent.” (Snow, Burns, & Griffin, 1998)

Fluency

Part of the process of learning to read fluentithesmovement from laboriously attending to
each letter in a word to sound out the individdadmemes that make whole words, to more
proficiently recognizing word parts, word familiesggular or exception words, and high-
frequency words so that the process of decodindbeaame rapid reading without conscious
attention to individual letters and sounds. Recoiggiwords is linked to understanding words
(Pulido, 2007), which is why decoding and fluenoy so essential to comprehension.

The ability to read fluently—to read smoothlyaagood pace, with expression, appropriate
phrasing, and understanding—reflects a readerlgyata construct meaning from text. Fluency
improves as automaticity—automatic and accuratelwecognition—improves. Fluent readers
spend less energy decoding texts and thereforerhaxe cognitive energy to focus on
vocabulary and comprehension.

The connection between fluency and comprehensiaelisdocumented (Allington, 2001). In a
study of grade 5 students, researchers found tihdé¢ists who had the highest performances in
comprehension also were able to quickly recograatated words, process phrases and
sentences as units while reading silently, ancapgpeopriate expression when reading text aloud
(Klauda & Guthrie, 2008).

Research suggests that instruction in fluency shbelpart of a complete reading program for
all readers (Shanahan, 2006; Chard, Pikulski, & ®leagh, 2006). Fluency instruction may
involve increasing the amount of reading studentéShmuels, 2002) and engaging in repeated
oral readings (Pressley, Gaskins, & Fingeret, 2@a@nuels, 2002).
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From Research to Practice
Connecting to Students’ Background Knowledgedaurneys

The authors of th@ourneysprogram recognize the importance of background kedge to
comprehension and the importance of making cormest from the text to self, text to text, and
text to world.

The first page of the grades K througBening Routinesserves to generate students’ thinking
on a topic or theme. THaevelop Backgroundcomponent of thdourneysTeacher’s Edition
lessons provides a passage for students to rdaitdroduced to ideas from the upcoming
course selection. THauild Background section of the eight-page leveled reader lessamspla
serves to activate and develop students’ prior kedge.

Within every lesson in théourneygrogram, students are provided with texts and &achre
provided with tips for activating prior knowledgefbre reading. For example, before reading
Please, Puppy, Pleagm Grade K, Unit 1, Lesson 3) students engagediseussion to activate
their prior knowledge about the topic and genréhefbook.

<<Insert screen shot of Grade K, Unit 1, Lessohe®cher’s Edition, page T186 — can just
include main part of the page, not sidebar text.>>

The previewing and introduction to the each lessencabulary words also play a role in
activating students’ prior knowledge, as in thiadg 3 lesson.

<<Insert screen shot of Grade 3, Unit 3, Lessorpate T24>>

At grade 3, Online Lesson 14 suggests:

Build Background

Help students use their knowledge of dogs and #imglities. Build interest by asking questions sash
the following:Have you ever seen a person with a guide dog? Howihe guide dog help the person?
Read the title and author and talk about the cplieto. Tell students that this book is informaticeat,
so the words and photos will give factual informatabout the topic.

After reading the main selection and Pa&ired Selectionsstudents are encouraged to make
connections between what they have read and @k, tontent areas, and ideas. Waking
Connectionscomponent provides students with prompts to engeutiaem to connect from text
to self, text to text, and text to world. Th$ter Reading activity in the Grade 6 Teacher’s
Edition shows how the program connects to and buldstudents’ background knowledge:

<<insert screen shot of page T114 from Unit 1, bas® Grade 6 print Teacher’s Edition —
“Read to Connect” box>>
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<<insert screen shots of pages T16-T17 in Gradling,1, Lesson 1 Teacher’s Edition on
“Develop Background™>

In addition, each unit's magazines give studentgaaes 3 through 6 the change to apply what
they have learned to “real-world” situations—thereaking connections between what is
learned in class and real-life reading topics.

Finally, the program provides ideas for activitieat will help students make connections
between what they are reading and discussing dat obntent areas through thaurneys
Science ConnectiorandSocial Studies Connectiompages.

Explicit Strategy Instruction inJourneys

Each unit inJourneysds organized into five lessons. Each lesson fazosespecific vocabulary
words, a target skill and a target strategy. Devalp students’ comprehension skills and
strategies is a primary focus of theurneygrogram.

Thelntroduce Comprehensioncomponent of each lesson introduces students to the
comprehension strategy and skill that will servéhasfocus for the upcoming lesson and week’s
instruction.

The table below provides an overview of the comension skills and strategies emphasized
through instruction in th@ourneygrogram with increasingly complex texts from K tade 6,
and with texts for readers of varying levels atheg@ade.

Explicit Comprehension Skills and Strategy Instructon in Journeys

Target Skills

* Author’'s Purpose

* Cause and Effect

» Character(s)

» Compare and Contrast

e Conclusions

¢ Detalils

« Main Idea and Details

» Sequence of Events

» Story Structure

» Text and Graphic Features

Target Strategies

* Analyze/Evaluate

* Infer/Predict

* Monitor/Clarify

e Question
e  Summarize
* Visualize
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For example, see how this grade 3 lesson introdineesomprehension strategy and skill of
analyzing/evaluating and comparing/contrasting:

<<insert screen shot of Grade 3, Unit 3, LessomA®-203 — Introduce Comprehension>>

As another example, see this grade 3, Online Le$4pwhich focuses on the skill of Author’s
Purpose, as shown here:

Target Comprehension Skill
Author’s Purpose Remind students that they can think about the aistporpose by using text details to
tell why an author writes a book. Model the skibjng a “Think Aloud” like the one below:

Think Aloud

What do you think the author’s purpose was fotimgiGood Dogs,

Guide Dog® Think about the details in the book. Many ofdatails

tell about a guide dog’s tasks and how the doges. For example,

a guide dog keeps its partner safe, stays calm odeys commands. |

think the author wrote the book to explain whauide dog does.

Practice the Skill
Ask students to think of another nonfiction bookytthave read about animals. Have them tell why they
think the author wrote the book.

1%

As students read the main selection in each lessep,answeftop and Think Questionsthat
reinforce the comprehension skills and strategesgtaught.

The JourneysReady-Made Work Stationslink to the week’s literature and skills and pravid
additional opportunities for students to build cosigension strategies. The studerdctice
Booksoffer additional opportunities for practice for laling reading skills.

Critically Responding inJourneys

TheJourneysprogram was designed to develop the kind of ctitiwaking skills that will
prepare students to be ready for college- and cagedy coursework in the upper grade levels.

Each of the over 600 readers throughout the progsamacompanied by an eight-pdgeveled
Reader Teaching Plardesigned to support readers in a small-group gettiithin each plan,
Journeysrovides teachers with essential information uskefluplanning instruction around
each text. Included af@ritical Thinking questions, provided as a blackline master for eése
classroom use. Thes€eitical Thinking questions encourage students to think within, bdyo
and about the text and to make connections witlht ey read.

<<insert screen shot of critical thinking questiomsredwood forest BLM included online —
page 7 of 8 of this PDHttp://hmheducation.com/journeys/pdfs/LR_lessorrpdf
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In addition, to ensure that all students engaggitical response, regardless of their reading
levels,Critical Thinking questions are provided for different levels — Sglirgy Readers, On
Level Readers, Advanced Readers, and English Lgeguaarners.

<<insert screen shot of Critical Thinking paragmaplith corresponding blackline masters from
Grade 3, Unit 3, Lesson 11, Teacher’s Edition, pakfg, T81, T82, T83 — don’t need whole
pages from TE — just bottom sections on Criticahkimg only — with corresponding blackline
masters if possible.>>

Students at work in théourneygprogram are able to answer basito, what, wheregandwhen
guestions as well as higher-levew, why andwhat-if questions.

Students ildourneydurther develop their critical response skills byting about what they
read, as detailed later in this report. Maur Turn feature — the students’ opportunity to
respond to the activity after the main selectios Ib@en read — allows for more critical thinking.
And, in addition Journeyslevelops students’ metacognitive skills, or abildythink about their
own thinking, which has been shown to relate tar ttritical thinking abilities.

Finally, theJourneygrogram develops students’ research skills, a kayent in theCommon
Core State Standards for English Language Artslatetacy in History/Social Studies, Science,
and Technical Subjec€ommon Core State Standards Initiative, 201@alKihdergarten, this
focus onResearchis shown through activities in which students depeheir abilities to gather
and record information, ask questions, record andigh, and identify sources. By grade 6,
students have developed their skill&R@searchand engage in such critical thinking activities as
identifying and analyzing propaganda, developireag] formulating questions, generating
research plans, analyzing media design technigqaesywing topics, assessing the reliability of
sources, and synthesizing information from varismgrces, including experts, surveys, and
visuals.

Decoding inJourneys

TheJourneysprogram supports teachers in planning decodingucbn for their students. As
background, teachers are provided with researateoading instruction.

<<Insert screen shot of page xx Unit X from Grad®&@it 1 Teachers’ Edition A Word from
our Authors — How Do Children Learn to Decode P?i#

To aid in planning instruction that incorporate®eus on decoding, thelanning and Pacing
guides for the early grades include instructioRhonicsandHigh-Frequency Wordswithin
each unit. For example, Grade 2, Unit 1, Lessatfisdugh 5 have the following focus:

S;l?tdf 2, Phonics High-Frequency Words
Lesson 1 | Short vowels, i; CVC syllable pattern High-Frequency Words
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Decodable Readers

High-Frequency Words

Lesson 2 | Short vowel®, u, € CVC syllable pattern Decodable Readers

High-Frequency Words

Lesson 3 | Long vowelsa, i; Sounds foc Decodable Readers

High-Frequency Words

Lesson 4 | Long vowelso, u, € Sounds fog Decodable Readers

High-Frequency Words

Lesson 5 | Consonant blends with |, s Decodable Readers

The Suggested Weekly Plamcludes daily instruction in phonics, phonemic esveess, and
high-frequency words:

Grade 2,
Unit 1, Phonics High-Frequency Words
Lesson 1
Phonemic Awareness T18;
Day 1 Short vowels, i T18-T20 T13
Day 2 Phonemic Awareness, T25 To5

Short vowelsa, i T26-T27

Dav 3 Phonemic Awareness T44 143
y CVC syllable pattern T44-T45

Phonemic Awareness T54, T55
Day 4 Phonics Review T54-T55 53

Day 5 T63

In the early grades, decoding is also part of @i/ @pening Routineswhich begin each
lesson.

<<insert screen shot of Grade 2, Unit 1, Lessdddl, 1, T13 — Opening Routines — if possible,
just includeDaily Phonemic AwarenessandDaily High-Frequency Words. Do not need to
include vocabulary boost section.>>

Students in grades K through 2 are able to takaradge of thdourneyDecodable Texts.
And, for additional practice, thiourney’sReady-Made Work Stationsprovide tools for
students to work independently on various literskiyts—including decoding.

<<Insert screen shot of right side of the pageradé 2, Unit 1, Lesson 1, T10 — Word Study
Read-Made Work Stations.>>

Additional Journeygprogram components support students’ early reagkillg. These include
the Alphafriend/Alphamigos Cards and Musicfor Kindergarten students’ phonics
developmentWrite-On/Wipe-Off Boards give Kindergarten students a place to build and
blend words.
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Finally, for students in the later grades who déhtenefit from decoding instructiodpurneys
provides instructional support. At grade 6, instiart in decoding focuses on higher-level skills,
as is evidenced this example:

<<Insert screen shot from Grade 6, Unit 1, LessoFehacher’s Edition page T39 on “Decoding:
VCCV Syllable Pattern”>>

Fluency inJourneys

In theJourneysprogram, fluency instruction is supported in marays/and is integrated into
weekly instruction. The programiateractive Read-AloudsandShared Readingserve to
provide students with daily models of fluent readimhrough instruction, all aspects of fluency
are developed. Note how in tRéanning and Pacingchart for Grade 2, below, different aspects
of fluency—from word recognition to intonation apdrasing—are emphasized in daily
instruction.

<<Insert grade 2, Unit 1 Planning and Pacing Charages xii and xiii in the Teacher’s
Edition.>>

TheJourneysReady-Made Work Stationslink to the week’s literature and skills and prawid
additional opportunities for students to build tHeiency skills.

<<Insert screen shot of left side of the page iadér2, Unit 1, Lesson 1, T10 — Comprehension
and Fluency Read-Made Work Stations.>>

In addition, theStudent Book Audiotext CDprovides an effective way to have children listen t
models of fluent reading.

Instruction on fluency continues through all gréeleels of thelourneysprogram. At grade K,
small-group fluency instruction might look like $hi

<<Insert screen shot from Grade K, Unit 1, Lessoheachers’ Edition, page T391.>>

At grade 6, the focus of instruction builds as appiate with the grade-level and ability-level of
the students, such as in this example from grade 6:

<<Insert screen shot from Grade 6, Unit 1, Lessoreacher’s Edition page T38 on “Fluency:
Accuracy’>>

Finally, support for fluency is provided throughdle Teacher’s Editions of the program. The
Choices for Further Support features often offer suggestions for improving stud’ fluency
or suggest opportunities for fluency practice, saslthis one at grade 4 (from thesson Plan
for theLeveled ReaderArthropods Rulet

<<Note — text below retrieved onlinel&tp://hmheducation.com/tx/journeys/programs_13p
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Choices for Further Support

* Fluency Invite students to choral read a passage frometkteand demonstrate phased fluent
reading. Remind them to pause and to properly pnoo® the words included in parentheses.

Remind them to make brief pauses at commas, ahpduses after periods, question marks, and
exclamations.
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Strand 3: Using Effective Instructional Approaches

A high-quality reading program that is based orestifically based research must include
instructional content based on the five essentahgonents of reading instruction integrated
into a coherent instructional design. A coherergige includes explicit instructional strategies
that address students’ specific strengths and wesdes, coordinated instructional sequences,
ample practice opportunities, and aligned studeatanals, and ... the use of targeted,
scientifically based instructional strategies apagpriate...In-class groupings strategies are in
use, including small-group instruction as appropei@o meet student needs...There is active
student engagement in a variety of reading-basédifes...

(U.S. Department of Education, 2002, 6)
Defining the Strand

Good teaching matters. Effective teachers are thweeuse effective instructional techniques to
support all students in improving their learningl akills. Studies have shown that classroom
teachers’ instructional strategies have a direplich on students’ reading proficiency
(Pennington Whitaker, Gambrell, & Morrow, 2004). Be effective, teachers must select
strategies for instruction that accomplish thegtinctional goals and best meet the learning
needs of their students.

A large body of research has focused on what iostmal strategies are most effective in the
classroom. The research of the RAND Reading Studyi(Snow, 2002) identified elements of
effective instruction in the reading classroom. Ammadheir findings were that cooperative
learning and graphic organizers were two of th&ulesional strategies with a solid scientific
basis; that motivation is essential to reading a@i@nsion; and that successful reading depends
on students’ capacity with written and oral langaggtudies like that of the RAND study group
have identified a number of approaches that shaitipe and measurable effects on student
learning and performance. Some of these approactiesie use of and focus on:

e Scaffolding * Whole-Group and Small-Group
» Graphic Organizers Instruction

* Predictable Routines * Varied Forms of Communication
* Collaborative Learning » Engagement and Motivation

An effective instructional program uses approathashave been proven effective by research.
The Journeygrogram was designed to support students as theyageas readers and writers.
Lessons are organized in a systematic way and stigge are given for providing instruction to
the whole group and small groups. Ideas are pregdesigsually to support students’ connections.
Throughout the program, scaffolds exist to helgletus solidify what they know in order to
build on it. The types and topics of the texts—#ralactivities that students do around them—
have all been designed for maximum student engagtesnel motivation.
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Research that Guided the Development of th@&ourneysProgram
Scaffolding

Scaffolding is an instructional technique that ilves providing support to students as they learn
and reach competence, and gradually decreasiragiibant of support provided until students
are able to work independently. According to Vyggiscaffolding can be defined as the “role
of teachers and others in supporting the learmEvglopment and providing support structures
to get to that next stage or level” (Raymond, 2@0A,76). Providing embedded scaffolds is an
essential part of transitioning students to indelpace and “has repeatedly been identified as
one of the most effective instructional technigaesilable” (Graves & Avery, 1997, p. 138).
Numerous studies have shown that scaffolding cath te improved student outcomes—
including enhanced inquiry and higher achievemkirh (& White, 2008; Simons & Klein,

2007; Fretz, Wu, Zhang, Davis, Krajcik, & Solow2p02; Rosenshine & Meister, 1992) and
improved reading comprehension (Clark & Graves8Q0tz, Guthrie, & Davis, 2006).

Instruction that scaffolds students’ learning imiga these elements: a logical structure, carefully
sequenced models and examples that reveal essghdralcteristics, progression from easier to
more difficult content and from easier to moreidiift tasks, additional information/elaboration
as needed, peer-mediated instruction, and matéhnialguide students, such as key words, think
sheets, and graphic organizers (Hillocks, 1993g fliral element of scaffolding is independent
work—scaffolding is removed and students apply whay have learned to new situations.

Scaffolding encompasses many different instructistrategies. Varying scaffolds can be used;
what is important is that they consistently provadiequate support as needed. Research
(Schunk, Pintrich, & Meece, 2008; Stone, 1998) sstiythat scaffolds such as the following
will support student independence: activating pkimowledge; reviewing previously learned
material; modeling and thinking aloud; providingaets and different representations;
guestioning; using cues or tools; and providinguildeedback.

Graphic Organizers

In its review of the literature on effective stigitss for teaching reading comprehension, the
National Reading Panel found graphic organizersmmortant strategy for improving students’
comprehension (National Reading Panel, 2000). Nausestudies have come to this same
conclusion (Dickson, Simmons, & Kame’enui, 1996aRen & Fielding, 1991) and have found
positive effects with all students, including thagiéh learning disabilities (Kim, Vaughn,
Wanzek, & Wei, 2004)

What makes graphic organizers so effective? Comgitext with visuals engages students’
multiple pathways to learning, as described in Ba&W1979, 1983, 1986) dual-coding theory. A
number of studies have demonstrated that studeats better when both pictures and words are
used, than with text alone (Mayer, 2001; Mayer &liGia 1990; Levin, Anglin, & Carney, 1987,
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Levie & Lentz, 1982). Nonlinguistic representati@re one of the nine most effective
instructional strategies identified by Marzano (2Pand have been shown to help students better
understand informational text (Center for Improvei Early Reading, 2003).

Graphic organizers are particularly effective dphmg students to focus on the structure of text
and the relationship of ideas within text (Centerthe Improvement of Early Reading, 2003;
Robinson & Kiewra, 1995). The use of graphic orgars to graphically depict the relationships
of ideas in texts has been shown to improve bottlestts’ comprehension of the text—and their
recall of key ideas (Snow, 2002; National Readiagd?, 2000).

Predictable Routines

Predictability in well-organized, consistent classn routines facilitates learning in a number of
ways. Regular routines with consistent cues helpotimthe transitions between one activity to
another (Mace, Shapiro, & Mace, 1998) and reduoblpm behaviors. When students can
predict the routines of their school day, they deyea sense of security (Holdaway, 1984). Not
only does student behavior improve, but studesis sthow greater engagement with learning
and achieve at higher levels (Kern & Clemens, 2007)

Teachers can increase predictability in their ctzm®s in many ways. Providing information
about the content and duration of events and éiesvand visually displaying schedules have
been shown to be effective (Kern & Clemens, 208kgrnating the interactive settings—whole
class, small group, individual—in a predictable waypest meet students’ needs has been shown
to be particularly effective (Reutzel, 2003).

This type of predictability in the instructionalutine has been demonstrated to be particularly
effective for struggling students and those witlirteng disabilities (Flannery & O’Neill, 1995;
Tustin, 1995).

Collaborative Learning

Learning together in collaborative and cooperagjraips benefits students (Cotton, 1995;
Johnson & Johnson, 1990) and was one of the nirg efilective instruction strategies identified
by Marzano in his meta-analysis (2003). How dodialoorative learning increase learning?
Learning is “profoundly influenced by the naturetloé social relationships within which people
find themselves.” (Caine & Caine, 1997a, p. 108s&arch and cognitive theory suggest that
when students work in groups toward a common gbay; support one another, model
strategies, and provide context-appropriate expilamaand immediate feedback (Slavin, 2002).

Among the benefits of collaborative learning fardsnts are increased:

» Understanding and application of concepts;
» Use of critical thinking;
» Sense of self-efficacy, or confidence in their ipio learn;
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» Positive attitudes towards others (Vermette, 1988).

Research has also demonstrated the positive imapaperative learning strategies have on
teaching students reading-comprehension stratégiesens, Slavin, & Farnish, 1991). Having
peers interact over the use of reading strategéssd@monstrated in research to increases student
learning of strategies, encourage discussion, rereéase comprehension (National Reading
Panel, 2000).

Whole-Group and Small-Group Instruction

Effective instructors employ whole-group, smalligpcand independent learning activities to
meet the needs of all of their students (McNamak&igh, 1993). According to Kapusnick
and Hauslein (2001), “Students learn better ancereasily when teachers use a variety of
delivery methods, providing students with learnaxgeriences that maximize their strengths.”
(p- 156) This regular differentiation of instructad format allows for the broad dissemination of
shared information, as well as opportunities te@wls and tailor instruction to small groups and
individual students. Effective teachers use whataig instruction to introduce new skills and
concepts and smaller groups to ensure thoroughifep(Cotton, 1995).

For teachers of reading, beginning reading inswaawith a whole-group shared read-aloud, as
in theJourneysprogram, provides a common foundation for all ehud (Fountas & Pinnell,
2006), while small-group instruction allows for ieeng based on specific needs and interests.
Pressley, Yokoi, Rankin, Wharton-McDonald, and k&t (1997) found a correlation between
effective instruction in reading and writing ane tise of diverse activities—whole-group,
small-group and independent reading. The Natioraldihg Panel (2000) supported these
findings about the benefits of employing whole-gr@nd small-group learning; “Having peers
... interact over the use of reading strategies léads increase in the learning of strategies,
promotes intellectual discussion, and increasedimgacomprehension.” (4-45)

Placement in small groups for instruction has lsewn to benefiall students—those with
low, medium, and high abilities (Abrami, Lou, Chaend Poulsen, Spence, & Abrami, 2000).

Varied Forms of Communication

Integrating skills is particularly important in Brgl language arts classrooms because of the
interconnectedness of reading and writing, speaimlistening, and viewing. Instruction is
more readily learned and retained when skills astegrated, allowing students to create
pathways of learning and remembering in their mifissearch suggests that a balanced literacy
program will include many varied reading, writirgpeaking, listening, and viewing activities
(Snow, Burns, & Griffin, 1998; Lyon & Moats, 1997).
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In a study of an instructional program in whichdieers provided a wide range of reading
materials and the integration of reading, writisgeaking, and listening, 90% of students
recommended continuing the integrated-skills apgroa the following year (Su, 2007).

This balanced approach to literacy instructionpigaaent in th&€ommon Core State Standards
for English Language Arts and Literacy in History¢®&l Studies, Science, and Technical
Subjectswhich demonstrate a focus on reading, writirgjehing, speaking, and critical viewing
for college and career readiness (Common Core Statelards Initiative, 2010a).

Engagement and Motivation

The past view of learning as a passive experieaseshifted to a much more active view of
cognition. Learning is an active process of engagenif students are interested in what they
are learning, they will persist in spending thedtiamd energy needed for learning to occur (Hidi
& Boscolo, 2006; Guthrie & Humenick, 2004; Ecclédgigfield, & Schiefele, 1998). In this way,
engagement leads to motivation leads to learning.

Engagement and motivation are particularly impdriarieaching reading (Stipek, 2002).
Student engagement is a “powerful determinant ®ftifiectiveness of any given literacy
approach” (Strangman & Dalton, 2006, p. 559). Gethfoa, Wigfield, Tonks, Humenick, and
Littles (2007) found a connection between studetgrest and increased comprehension and
recall. Taylor, Pearson, Peterson, and Rodrigu@23R, too, found a connection between
engaged learning and reading comprehension growtwi SES schools. Guthrie and Wigfield
(2000) found that engaging reading instruction must

* Teach and encourage use of strategies

* Increase students’ conceptual knowledge;
» Foster social interaction; and

» Foster student motivation.

Motivation is the process by which a student engagea task and persists towards completion.
Cognitive science shows us that humans are innatetiyvated to search for meaning (Caine &
Caine, 1997b). The most effective instructionalrapphes are those that harness this natural
inclination, and are motivating and engaging tol&éaeners. The level of a student’s motivation
to read has been shown to predict growth in readimgprehension (Guthrie, Hoa, Wigfield,
Tonks, Humenick, & Littles, 2007).

To motivate their students, reading teachers shoardtruct lessons that are interesting, match
activities to students’ abilities, and connect regdnd writing and content-area learning (Bohn,
Roehrig, & Pressley, 2004) In addition, the usstodtegies also increases students’ motivation
to learn—because successful strategy use helpsrgtuth see that they have the ability to learn
(Schunk, Pintrich, & Meece, 2008).
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From Research to Practice

Scaffolding inJourneys

The Journeysgrogram provides specific support for teachersisge scaffold instruction for
their students to ensure that all students actju@eeading skills and strategies they need to
continue to read more challenging texts and tharaglish Language Learners in their
classrooms acquire social and academic languadieipnzy. Scaffolding is provided in many
ways, throughLanguage Support Cards, Leveled Readers, Vocabulamp Context Cards,
and notes throughout the Teacher’s Edition.

<<insert screen shot of Grade 2, Unit 1, TeacHedition, page T5>>

The teaching model employed throughout the progrdamo It, We Do It, You Do It —
provides scaffolding for all students to move tosgindependent application of the strategies
and skills learned.

In addition, for English Language Learners who nadditional support to master the skills and
strategies taught in the classroom, specific tiphglish Language Learners Scaffold- are
provided as sidebars throughout fleeirneysteacher’s Editions.

<<Show examples of these sidebar tips here — suitiisaone from Grade K, Unit 1, Lesson 5,

page T364 or this one from Grade 6, Unit 6, Lessbmpage T54>>

Graphic Organizers inJourneys

Graphic organizers are used throughoutli@rneysprogram to provide a framework for
improving students’ comprehension and the oppagunistructure their ideas about texts.
Graphic organizers included at various levels efglogram are shown below:

Graphic Organizers in Journeys

Grade K Grade 1 Grade 2 Grade 2 Grade 4 Grade £ Grade €
Flow Char | Bar Grapl Bar Grapl Bar Grapl Flow Char | Column Column
Chart Chart
Inference Char Column Column Idee-Support| Feature Ma | Flow Char
Map Chart Chart Map
Story May Checklis Diagran Diagran Inference Flow Char | Idee-Support
Map Map
T-Map Diagran Flow Char | Flow Char | Story May Four-Square | Inference
Map Map
Venn Grapt Idee-Support| Idee-Support| Three- Idee-Support| Story Maj
Diagram Map Map Column Map
Chart
Web Maj Timeline Inference Inference T-Map Inference T-Map
Map Map Map
K-W-L K-W-L Venn Story May Venn
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Char Char Diagran Diagran
Main Idea Main Idea Wek T-Map Wek
and Details | and Details
Chart Chart
Opinion Story May Venn
Chart Diagram
Story May T-Mag Wek
T-Map Venn
Diagram
Timeline Wek
Venn
Diagram
Welk

<<Insert screen shots of Grade 5, Unit 5, Lessqrsfident Edition page 533 (flow
chart/sequence); Grade 2, Unit 2, Lesson 9, Stugigitibn page 257 (3-column chart); Grade 4,
Unit 4, Lesson 19, Student Edition page 477 (idggpert chart)>>

In addition, inJourneysstudents are provided with opportunities to anatiteegraphic features
they encounter in texts. Considering how modelstextiploy graphics can help students think
metacognitively about the value of using graphgamizers in their own planning, studying,
thinking, and writing.

<<Insert screen shot of mini-lesson on Text anthGiaFeatures from online Lesson 14 Grade 4
-- http://hmheducation.com/tx/journeys/pdf/02 4099 JCOmMp-Lit-Guide-G4-HR-FF.pdf

Predictable Routines idourneys

TheJourneysrogram provides the predictable structure thaaesh shows that learners need.
Research has identified establishing predictahlénes from the beginning of the year as one of
the characteristics of highly effective teachersi{B, Roehrig, & Pressley, 2004) and the
consistent structure of tll®urneysprogram allows for teachers to do just that—esthbl
effective, predictable routines from Day 1.

The work of Rosenshine and Stevens (1986) revehégdffective teachers in well-organized
classrooms tend to follow similar predictable roas. They:

» Begin with a short review and statement of goals;
* Present new material in small steps;

* Give clear and detailed instructions and explanatio
* Provide time for guided and independent practice;
» Ask questions;

* Provide systematic feedback.
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Each of these steps is clearly supported by thaenizgtion and components of theurneys
instructional program.

The Suggested Weekly Focugrovides guidance for teachers in planning insioacthat is
predictably organized around whole-group, smalligraand independent learning. For example,
see the suggestions for Grade 1, Lesson 1 below:

<<insert screen shot of Lesson 1 on page 9 fromm@®DF of grade 1
http://hmheducation.com/journeys/pdfs/GriCLLG.pdfje 12 of 132>>

Note that this structure is followed in all subsexlessons:

* Interactive Read-Aloud/Shared Reading
*  Whole-Group Links

* Reading Minilessons

* Guided Reading

* Small-Group Links

» Literature Discussion

* Options for Independent Work

* Writing About Reading

TheWeekly Focus Wallpostersone for each week of instruction, available on;linehe
Teacher’s Edition, and as full-size postgmrayvide a blueprint for weekly instruction and a
weekly classroom look at the literature and skiikst provide the focus for each week. The
Planning and Pacing Chartsensure that instruction is organized around thd<of predictable
routines that research has shown are importargtémient learning.

In addition, theOpening Routinesof each lesson are consistent so that studentantepate
what is coming next. In Kindergarten, tBpening Routinesof each lesson include:

» Connect to the Essential Question
» Daily High-Frequency Words
» Daily Phonemic Awareness
» Daily Vocabulary Boost
In Grade 3, th®©pening Routinesof each lesson include:

» Connect to the Essential Question
» Daily Phonics
» Daily Vocabulary Boost

Collaborative Learning inJourneys

Small-Group activities help students develop adeeabased on their needs, challenges, and
preferences. IdourneysSmall-Group Lessons includguided ReadingandLiterature
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Discussions ThelLeveled Readersallow teachers to work with small groups who wiinefit
from teaching at a specific instructional levelLlterature Discussion,teachers bring together
a small group of children, grouped not by abilitit by interest in a topic, genre, or author.

Small-Group activities are an important part of dbarneysprogram. In thdourneysSuggested
Weekly Focus Small-Group Teaching occurs three to four daysveiry week. Thdourneys
Teacher’s Edition has outlind&Ready-Made Work Stationsleveled activities antleveled
Readersthat facilitate teachers’ planning for Small-Grotgaching.

Whole-Group and Small-Group Instruction idourneys

The six differenfTeacher’s Editionsat each level of thé@ourneysrogram offer comprehensive
instruction support in three different instructibnantexts: Whole-Group Teaching, Small-
Group Teaching, and Independent Literacy Work. Elathineydesson is organized around
Whole-Group Lessons, Small-Group activities, ardependent activities.

<<insert graphic of W-G, S-G, and Ind. Learningiirpage 1 of th€omprehensive Language
and Literacy Guide — sddtp://hmheducation.com/journeys/pdfs/GriCLLG @il graphic is
on page 4 of 132 of the pdf.>>

Whole-Group activities includimteractive Read-AloudsandReading Minilessons These
activities lay the foundation for the day’s insttion and give children the tools they need to
apply what they learn in other contexts, includ8rgall-Group and Independent learning
activities.Journeysesources for Whole-Group Teaching includeS$hedent Bookand the
Teacher’s Edition Read-Alouds.The Whole-Group read-alouds allow for a shareddation
for all students (Fountas & Pinnel, 2006) while thimilessons provide the opportunity for
focused instruction on a specific skill (Founta®#nell, 2001).

Small-Group activities help students develop adeeabased on their needs, challenges, and
preferences. ldourneysSmall-Group Lessons includ&uided ReadingandLiterature
Discussions ThelLeveled Readersallow teachers to work with small groups who wiinefit
from teaching at a specific instructional level guade them by supporting their ability to use a
variety of reading strategies (Fountas & PinelD@,2001). IrLiterature Discussion,teachers
bring together a small group of children, groupetby ability but by interest in a topic, genre,
or author.

Small-Group activities are an important part of dbarneysprogram. In thdourneysSuggested
Weekly Focus Small-Group Teaching occurs three to four daysveiry week. Thdourneys
Teacher’s Edition has outlind&Ready-Made Work Stationsleveled activities antleveled
Readersthat facilitate teachers’ planning for Small-Grolgaching.

Independent work includes meaningful and produciistévities for students to do while the
teacher is engaged in Small-Group Teaching. IRdtheneygrogram, ideas for independent
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reading and literacy work are provided in Sugggested Weekly Focug-or example, a prompt
to link to the week’s reading is provided each wkmlstudents to work in theReader’s
Notebooks.TheListening Center provides an opportunity for individual studentdisten to
models of fluent readingndependent Readingis also part of thdourneygrogram and has
been shown to be the best way for students to dpvehding skills. Resources that support
Independent Learning in tl®urneysgrogram include th&tudent Book Audiotext CD,
Vocabulary in Context Cards,andRead-Made Work Stations.TheVocabulary in Context
Cards contain high-frequency words used in the week&diture and student-friendly
explanation and activities around these words. JtweneysReady-Made Work Stationslink

to the week’s literature and skill in three stranfifiteracy instruction: comprehension and
fluency, word study, and writing. Three differeitigities are provided on each card, providing
children with multiple opportunities to practicesthkill.

<<Insert screen shots of Grade 6, Unit 1, Teachsttiion (print) pages T10-T11 Unit 1 Lesson
1 — Ready-Made Work Stations here>>

Varied Forms of Communication idourneys

The Journeygrogram develops students’ skills and abilitiespeaking, listening, reading,
writing, and viewing. The previous sections of treport have thoroughly documented the ways
in which reading is taught in tl®urneysprogram. Speaking, listening, writing, and viewarg

all developed in many ways throughout the levelthefprogram.

TheReading-Writing Workshop helps students develop their skills in planningftiing,

revising, editing, and publishing. THeurneysgrogram guides students through all stages of the
writing process — brainstorming, drafting, guidedtiwg, independent writing, and shared
writing. In addition, students develop in theirldigs to write in different modes — to describe,

to express, to inform, to narrate, to persuadeegpond. They develop their skills with the traits
of effective writing — ideas, organization, voigeyrd choice, sentence fluency, and conventions.

Students gain practice with various forms of wgtat every level ofourneys

Writing Forms in Journeys
Grade K Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6
Captions Captions Compare/ | Autobiography | Cause-and- Cause-and-{ Book Review
Contrast Effect Effect
Paragraph Paragraph Paragraph
Class Story Descriptiong  Description Compare/ | Descriptive Character | Cause-and-
Contrast Paragraph Description| Effect
Paragraph Paragraph
Descriptions | Dialogue Descriptive | Descriptive Dialogue Compare- | Commercial
Paragraph Paragraph Contrast Script
Paragraph
Fictional Labels E-mail Dialogue Fictional Descriptive | Compare-
Narrative Message Narrative Narrative | Contrast
Paragraph
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Invitation Letters Fictional Fictional Friendly Letter | Dialogue Descriptive
Story Narrative Paragraph
Labels Opinion Friendly Friendly Letter | Journal Entry Fictional | Dialogue
Paragraph Letter Narrative
Lists Personal Informational | Humorous Narrative Friendly Fictional
Narrative Paragraph Poem Composition Letter Narrative
Personal Poetry Instructions Instructions Opinion Journal Fieldnotes
Narratives Paragraph Entry
Poetry Report Opinion Narrative Poem| Personal Narrative | Friendly
Paragraph Narrative Paragraph | Letter
Report Sentences Persuasive | Opinion Persuasive Opinion Informational
Essay Paragraph Essay Paragraph | Essay
Response to | Stories Persuasive | Personal Persuasive Personal Opinion Essay
Literature Letter Narrative Letter Narrative
Paragraph
Sentences Summary Persuasive | Personal Persuasive Personal Opinion
Paragraph Narrative Paragraph Narrative | Paragraph
Paragraph
Thank-You | Problem/ Persuasive Poetry Persuasive Personal
Notes Solution Essay Essay Narrative
Paragraph
Research Persuasive Prewrite Persuasive Personal
Report Letter Letter Narrative
Paragraph
Response Problem/ Problem- Persuasive | Persuasive
Paragraph Solution Solution Paragraph | Essay
Paragraph Composition
Response Research Procedural Poem Persuasive
Poem Report Composition Letter
Response to | Response Public Service | Problem- | Poetry
Literature Paragraph Announcement | Solution
Paragraph
Story Response to Research Procedural | Problem-
Literature Report Paragraph | Solution
Paragraph
Summary Story Response to a | Research | Research
Paragraph Selection Report Report
True Story Summary Story Response | Story Scene
Paragraph Essay
Summary Summary Summary
Paragraph

TheJourneysRead Alouds(Day 1 of every lesson) provide regular opportesitior students to
develop their listening comprehension skillstening, Speaking, and Viewingare further
developed in varying ways at different levelslourneys

Grade KShare IdeasandShare Information: K-1: T297, T377 K-2: T57, T137, T217, T297,
T377 K-3: T137, T217, T297, T377 K-4: T57, T1379V2T377 K-5: T57, T137, T217, T297,
T379 K-6: T57, T137, T217, T297, T379

In Grade 3Listening, Speaking, and Viewingnstruction focuses on:
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» Compare and Contrast Media Messages
* Computer: Use the Internet

» Computer: Dictionary and Encyclopedia
» Computer: Review Internet Strategies

» Computer: Review of the Basics

* Follow and Give Directions

» Give a Speech

* Hold a Conversation or Discussion

* Interpret Poems

* Interview

» Listen Critically

» Listen for and Retell (Paraphrase) Main Ideas
» Listen to Compare and Contrast

» Listening for a Purpose

* Monitor Understanding and Ask Questions
* Organize ldeas for a Speech

* Presenting a Report

* Respond to Questions

* Retell a Story

* Use Nonverbal Cues

» Using Visuals

In Grade 6Listening, Speaking, and Viewingnstruction focuses on:

* Analyze and Evaluate Presentations

» Analyze Media Sources and Message

* Ask and Answer Questions

» Brainstorm Problems and Solutions

» Compare Print and Nonprint Information
» Conduct an Interview

» Create Visuals for Oral Presentation

» Deliver Oral Summaries

» Describe a Personal Experience

* Dramatize a Story

* Give and Follow Directions

» Give a Persuasive Speech

* Hold a Literature Discussion

* Hold a Debate

* Interpret Poetry

» Listen Critically: Persuasive Techniques
» Listen (for Information, for a Purpose, to Summeayiz
* Make a Multimedia Presentation

* Organize ldeas for a Speech

* Prepare Interview Questions
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* Viewing Symbols and Images

Engagement and Motivation idourneys

The Journeygprogram engages and motivates students by enghangll students will be
interested in the texts and activities in the paogiand will proceed at their own levels so that
they can all experience success in the progranedRels supports the fact that highly effective
teachers focus on supporting students’ engagementativation in reading (Dolezal, Welsh,
Pressley, & Vincent, 2003).

The many program features described in detail tjinout this report contribute to students’
engagement and motivation. Differentiated instauctiscaffolding for English language learners,
thel Do-We Do-You Doscaffolded instruction, explicit strategies instran, the combination

of Whole-Group, Small-Group, andindependentlearning activities, and tHeeveled Readers

all work together to ensure that students buildress of self-efficacy as they work through the
activities in the program. This sense of confidesgsures that students have the motivation to
persist in learning.

In addition, high-interest texts, topics, and therserve to engage readers throughout each level
of theJourneygrogram.
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Strand 4: Teaching with Effective Texts

It is essential to match readers with texts thaipsut their learning at a particular point in time.
A high-quality leveled book is your best tool farating readers where they are and moving
them forward.

(Fountas, 2010)
Defining the Strand

The selection of appropriate, engaging, and vdeagt$ is at the core of any reading program.

For students to be engaged in reading—and motitatpdrsist in reading—the texts that
teachers share with them must be at an appropnstreictional level and about an engaging

topic and theme. In addition, the inclusion of edrgenres exposes students to the different texts
they will encounter in and out of school and depsltheir reading skills with multiple genres.

Leveled texts are an important tool for readingieas. Texts that are too difficult will prove
frustrating. An effective instructional program Wwihatch readers to engaging and age-
appropriate texts that are written at the approgtevel for challenge without frustration.
Students who believe they can learn persist imiagr and as a result learn more than peers who
lack this sense of self-efficacy. Leveled texts sapport this building of readers’ confidence.

The use of engaging texts, too, is essential. Tibgtsare inappropriate or uninteresting for
students will disengage them from the comprehensiogess. High-interest books will engage
and motivate students.

Varied genres are another essential in an effeoti@ding program. Genre instruction is a
powerful tool for helping children develop the caetgncies of effective readers and writers. An
effective program will include a wide variety oktegenres to broaden students’ abilities to
enjoy, comprehend, and respond to varied textadtition, exposure to varied texts will prepare
students for the kinds of reading they will needéoable to do to be college and career ready.
TheCommon Core State Standards for English Languaggeaid Literacy in History/Social
Studies, Science, and Technical Subjdotaot focus just on requirements for English laagg)
arts, but also pay attention to the kinds of litggrakills and understandings students need for
success in multiple disciplines. Among these iglirgaacross genres (Common Core State
Standards Initiative, 2010a).

Through thelourneysBig Books (K-1), Leveled Readers, Decodable Reade), Core
Readers (1-2), Trade Books, Magazines (3+), andestuAnthology (3+) thdourneysprogram
provides leveled texts in varied genres and wiglic®and themes designed to engage and
motivate all readers.
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Research that Guided the Development of th@ourneysprogram

Leveled Texts

Matching instructional demand with students’ levaiskill and ability is crucial to student
engagement, motivation, and learning. Matchingnbk&uctional activity with the learner’s level
has sometimes been referred to as the Goldiloéksiple—activities should be not too hard or
not too easy, but just right for learning to oc(anLehn, Graesser, Jackson, Jordan, Olney, &
Rose, 2007; Metcalfe & Kornell, 2005; Wolfe, Schies, Rehder, Laham, Foltz, Kintsch, &
Landauer, 1998; Morris, Blanton, Blanton, NowacgiRerney, 1995). This match is
particularly important for students with learniniffidulties (Baker, Clark, Maier, & Viger,

1981) and for ELL students (Short & Fitzsimmons)20

Cognitive science shows that the brain learns aglymvhen people are challenged, but shuts
down when it perceives that the task or goal isassible to meet (Caine & Caine, 1997a). In
reading instruction, leveled texts can mean thiedihce between learners shutting down versus
learners perceiving the challenge as appropriaeeling the difficulty of texts assists students

in learning to read (Clay, 1991). According to Sn&urns, and Griffin (1998) “regardless of a
child’s reading ability, if too many of the wordsatext are problematic, both comprehension
and reading growth itself are impeded” (p. 213hefy leveled texts can also provide the
scaffolding struggling readers need to achieve-Bieptep success and build their confidence.

Varied Genres

Research suggests that the approaches students t&eeling and comprehending fiction and
nonfiction texts differ, and that students needeeigmces with and instruction in reading both
kinds of texts. A majority of reading that studewif do in school and in work is nonfiction. In
an effective literacy program, students need exoguhigh-quality fictiorand nonfiction texts.
“Part of the motivation behind the interdisciplipapproach to literacy promulgated by the
Standards is extensive research establishing @ floe college and career ready students to be
proficient in reading complex informational text .h& Standards are not alone in calling for a
special emphasis on informational text. The 20@@lireg framework of the National Assessment
of Educational Progress (NAEP) requires a highiaogeasing proportion of informational text
on its assessment as students advance throughatesg (Common Core Standards Initiative,
20104, p. 4)

Because classrooms today incorporate an expandietyvaf texts, students need to be
supported in learning how to read across multigktst” (Ogle & Blachowicz, 2002, p. 270)
Content-area teachers lack the expertise to effdgtteach reading, therefore, the responsibility
to teach content-area reading skills and strategftes falls to the English teacher—who can use
support him or herself in teaching reading of thasds of texts (ACT, 2007)

36|Page



Because the structures of content-area texts diffier narrative texts, comprehension strategies
for one do not necessarily transfer to the other.tliis reason, explicit instruction in multiple
genres is helpful. Williams (2005) conducted aesedf studies and found that at-risk students
were able to transfer what they learned to newstexten they were given explicit instruction
with a focus on text structure.

Engaging Topics and Themes

Texts used in the classroom should engage studatgsést and motivate them to continue
reading. Studies have shown a high correlation éetvwpersonal interest and text learning—and
these findings hold up “for both short and long tearratives and expository text, younger and
older students, and students with high or low mreg@ibility.” (Schiefele, 1999, p. 265) Students
who are interested in what they are reading ardaligengaged (Hidi & Boscolo, 2006); in

their study, Guthrie, Hoa, Widfield, Tonks, Humdgiand Littles (2007) found that “interest
and positive affect for reading invariably wereaxsated with high cognitive recall and
comprehension of text.” (p. 306) The use of intengstexts has been shown to increase
students’ generalized motivation for learning (GigthHoa, Wigfield, Tonks, & Perencevich,
2006)

Well-written nonfiction texts on topics of interestd fiction with interesting characters, exciting
plots, and familiar themes will engage readerseOfimoperties of texts that have been shown to
increase student interest include interesting ffchiefele, 1999; Fountas & Pinnell, 1996,
2001, 2006)), appealing format (Schraw, Bruning;\¥bada, 1995), relevance (Schraw &
Dennison, 1994), and appropriate language and eptitpFountas & Pinnell, 1996, 2001,
2006).
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From Research to Practice
Leveled Texts iddourneys

TheLeveled Readerdorm an essential core of tdeurneygprogram. The opportunity for
teachers to provide this type of leveled supparstadents reading on, below, or above grade
level is critical to the effectiveness of theurneysnstructional program.

Theseleveled Readers

* Were created and leveled by Irene Fountas.

* Are leveled by Guided Reading, DRA, and Lexile lsve

» Are packaged by Struggling Reader, On-Level, orlléhge Strands, or by Guided Reading
Level.

* Contain 75% nonfiction and informational text.

* Provide running records.

Using theJourneyd_eveled Readers Databasaeachers can search among theseeled
Readersfor those which best meet the needs of their stisdehy guided reading level, by
topic, by skill, or by content area.

Each of the over 600 readers throughout the progsamacompanied by an eight-pdgeveled
Reader Teacher's GuideThese guides aesigned to support these readers in a small-group
setting and to promote:

* Thinking Within the Text

* Thinking Beyond the Text

» Thinking About the Text

* Writing About Reading

» English Language Development
* Phrased, Fluent Reading

These guides include essential information to fatd instruction, including a selection
summary, an overview of the text, a suggestiorativating students’ background knowledge,
target vocabulary and definitions, and suggestiondiscussing the text to get students to think
within, beyond, and about the text. In additiorg ftans include writing prompts, instructional
strategies for ELL students, and suggestions foegaing critical responses to the texts.

<<Insert screen shot of Leveled Readers Teacherndes — include multiple pages from one
guide to show different components.>>

Online, thesé.eveled Readerscan become part of the individualized or small-grou
instructional plans through the on-lifidings To Dofeature. In addition, students can take
advantage of the option to listen to readers om@mlyhey follow along with the print in the online
version. This ability to listen to a text read dyathile following along with the print text is
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supported by research; presenting words orallywlistudents to process “text” through their
auditory channel as they process the print texiudin their visual channel. This finding that
students learn better from visuals plus narratsaeimed the Modality Principle and has been
supported through numerous studies of multimedimiag (Mayer, 2001).

Varied Genres inJourneys

Genre instruction is an important element ofbarneygprogram. The program includes texts
in varied genres at each level as shown here:

Genres inJourneys

Grade K Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6
Fable Biography Article Animal Advertisement| Article Autobiograph
Fantasy
Fairy Tale Fable Biography Biography Biography Aitgraphy| Biography
Fantasy Fantasy Fable Fable Expository| Biography Fantasy
Nonfiction
Informational | Folktale Fantasy Fairy Tale Fable Expository | Folktale
Text Nonfiction
Poetry Informational| Fiction Fantasy Fairy Tale Historical Historical
Text Fiction Fiction
Realistic Mystery Folktale and | Fiction Fantasy Humorous Informational
Fiction Traditional Fiction Text
Literature
Trickster Narrative Humorous Folktale Folktale Informational | Myth
Tales Nonfiction Fiction Text
Poetry Informational Historical Historical Mystery Mystery
Text Fiction Fiction
Realistic Narrative Humorous Informational | Myth Narrative
Fiction Nonfiction Fiction Text Nonfiction
Play Informational| Mystery Narrative Opinion Essay
Text Nonfiction
Poetry Legend Narrative Persuasive Play
Nonfiction Speech
Readers’ Myth Persuasion Persuasive | Poetry
Theater Text
Realistic Plays Photo Essay Play Readers’
Fiction Theater
Poetry Play Poetry Realistic
Fiction
Readers’ Poetry Readers’ Science
Theater Theater Fiction
Realistic Readers’ Realistic
Fiction Theater Fiction
Traditional Realistic Science
Tales Fiction Fiction
Science
Fiction
Tall Tale
Traditional
Tale

Trickster Tale
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The program provides instruction for students omgeharacteristics and provides in the
Teacher’s Edition, teaching points, questions, and materials tsagsachers in teaching about
genre. The questions and teaching points providade used over and over across the year as
students encounter different genres and increasdifficult texts within a certain genre.

<<Insert screen shots of pages 101 through 11Heidaurneys Comprehensive Language and
Literacy Guidgpages 104 — 114 in the PDF):
http://hmheducation.com/journeys/pdfs/Gr1CLLG pelf

Research has shown that explicitly teaching thecgires of a text—in this study, story
structures—improves students’ comprehension arall &tevens, Van Meter, & Warcholak,
2010). For an example of how genre instruction éslebed in specific lessons in theurneys
program, see these examples of fable and of p&reiry Lesson 1 in the GradeVhole-Group
Lessons

<<insert screen shot of grade 1 page 41 from ompldief theJourneys Comprehensive
Language and Literacy Guidbttp://hmheducation.com/journeys/pdfs/GriCLLG.pdbe 44 of
132>>

And these examples informational text and folkfeden Lesson 15 in the Grade/@hole-
Group Lessons.

<<insert screen shot of grade 6, pdf page 14 dfdf the online version of thiburneys
Comprehensive Language and Literacy Guide:
http://hmheducation.com/journeys/pdfs/clg/Gr6 CLGplmpdH>

The Journeygrogram also comes witbuggested Trade Book Title$or each grade level —
Kindergarten through grade 6. Each list includearamotated bibliography organized by genre,
including such genres as biography, fantasy, hcabfiction, informational text, mystery,

poetry, realistic fiction, science fiction, andditéonal tales. In addition, each list also inasd
icons for easy identification to point out whiclxteare considered classic texts and which texts
would be particularly effective for teaching sciensocial studies, music, math, or art.

<<Include sample pages from grades K, 3, and &- se

http://hmheducation.com/journeys/pdfs/Journeys CLLfade Titles K.pdf
http://hmheducation.com/journeys/pdfs/Journeys_CLLfade_Titles_3.pclf
http://hmheducation.com/journeys/pdfs/Journeys CLLfade Titles 6.pdH>

This attention to varied genres—and to literacthi content areas—is an emphasis of the
Common Core State Standards for English Languaggeakd Literacy in History/Social
Studies, Science, and Technical Subjé€tsnmon Core State Standards Initiative, 2010a)ieand
reinforced in different ways through teurneysprogram.
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Engaging Topics and Themes Journeys

The reading selections and bookdaurneysvere selected and written with the purpose of
engaging young readers. The fiction and nonfictexts tell engaging stories and inform
students about interesting topics.

In Kindergarten, students are engaged througlddbheneysBig Books, Leveled Readers,
Decodable Booksand suggestetirade Books.In grades 1 and 2, students r€&xate Readers,
Decodable Readers, Leveled Readers, Big BoolsidTrade Books.In grades 3 through 6,
the Student Anthology/Core Readers, Leveled Readers, Adnture Unit Magazines,and
Trade Booksengage students and spark their curiosity to |ewore.

The final unit for grades 3 through 6 is called dJoerneysAdventure Unit. This unit serves as
an end-of-year review of the major comprehensiailssknd strategies and the vocabulary
essential for growth in the coming year. dventure Unit is a student magazine designed to
be high-interest and engaging for students at thesse levels.

Each of the eight-page lessons plans, provideddoh of the leveled readers, provides
additional details about ti&haracteristics of the Textthat can aid teachers in selecting texts
that will be particularly engaging to their studenthisCharacteristics of the Texttable

provides details about the genre, structure, contlieemes and ideas, and complexity of the text.

<<Could include screen shot here of the coversevkled Readers — fanned across each other
(don’t need full shot of cover separately) fromigas grade levels to give sense of engaging
topics/themes and engaging age-appropriate grapbecs>>
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Strand 5: Connecting Writing and Reading

We have long known that the amount of reading anitthgy children do is directly related to
how well they read and write. Classrooms in whilthhee students learned to read and write are
classrooms in which the teachers gave more tharsérvice’ to the importance of actually
engaging in reading and writing. They planned thiire so that children did a lot of reading
and writing throughout the day—not just in the T@idutes set aside for reading and language

arts.

(Cunningham & Allington, 2007, 7)
Defining the Strand

Reading and writing are connected—at the word Iéveld recognition, spelling) and at the text
level (comprehension, composition) (Berninger, Ahbabbott, Graham, & Richards, 2002).
Reading and writing share a bidirectional relatiopswriting instruction improves reading
comprehension and reading instruction improves @sitipn (Shanahan, 2006). Students who
write about what they read show more evidenceiti€al thinking and students who read show
improved composition (Biancarosa & Snow, 2006)edmating reading and writing has been
shown to increase word learning (Baker, Simmon&agne’enui, 1995b; Klesius & Searls,
1991); support ELL students (Francis, Rivera, Les#ieffer, & Rivera, 2006a); improve
revision (MacArthur, 2007); and positively impalsetquality of students’ independent writing
(Corden, 2007). This integrated model of literaxppparent in thEommon Core Standards for
English Language Arts and Literacy in History/Soé&gaudies, Science, and Technical Subjects
“although the Standards are divided into ... strdndsonceptual clarity, the processes of
communication are closely connected...[and requiraf students be able to write about what
they read.(Common Core Standards Initiative, 2010a, 4)

Effective integrated reading-writing instructiorcorporates several components. First, students
study language at the sentence level and studyrmgaanin grammar study, connections to the
context of authentic writing help students betteitevand edit their own work (Hillocks, 1986;
Weaver, 1997). Second, students write for purptsgsare relevant and meaningful. And, third,
students write in multiple genres that mirror tle@iges to which they are exposed in reading. In
genre study, students who are exposed to diffeggemtes are able to analyze these examples and
“to emulate the critical elements, patterns, ancthembodied in the models in their own
writing.” (Graham & Perin, 2007, p. 20) Becausegahres are not equally familiar, instruction

in varied genres is important (Downing, 1995; Le&Kohns, 2000).

The National Commission on Writing (2003) foundtthreost students do not possess the writing
skills they need and that writing must take a @drlace in instruction. Th&urneysprogram
effectively integrates reading and writing instrantthroughout each level of the program to
develop these much-needed skills in writingJdnirneysgrammar and writing instruction occur
every day.
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Research that Guided the Development of th@ourneysprogram
Grammar Instruction

While regular writing improves overall writing aibyl (Ball, 2006), instruction in the varied
elements of quality writing, including grammar, rteke place if students are going to be
competent and effective communicat@sch instruction is most beneficial and effectiveew
presented as part of writing assignments and #esvihat are meaningful to students (Fearn &
Farnan, 2005; Hillocks, 1986; Polette, 2008; Weat8987). Students who are taught grammar
when working on a specific piece of writing shograater application than do those students
taught grammar as a separate activity (Calkins418pandel, 2001).

Some specific instructional techniques have beewslby research to be particularly effective
in improving students’ writing. IWriting Next,Graham and Perin (2007) identified sentence
combining as one of the 11 effective, researchdakaments or strategies. The sentence-
combining approach has been shown to be effectitteelementary school students (Saddler &
Graham, 2005) and English language learners (FaRorera, Lesaux, Kieffer, & Rivera,
2006Db).

Writing for a Purpose

We write for specific purposes, so it follows thateach students to write, teachers must embed
writing instruction in meaningful and varied purpsesFor students to develop the writing skills
they will need in their future academic and workenences, they must learn to write for varied
meaningful and useful purposes (Kiuhara, GraharHag&ken, 2009; Applebee & Langer,

2006).

Researchers have identified writing to persuadaftom, to describe, and to convey research
findings as essential purposes for writing for ®sscin school and work (ACT, 2005; National
Commission on Writing, 2005; National CommissionWriting, 2004). The 2011 NAEP
framework (National Assessment Governing Board02@hd the Common Core Standards
(Common Core Standards Initiative, 2010a) both ligbhthe need for students to produce texts
for varied purposes. In NAEP, at the elementargllestudents are asked to write to persuade, to
explain, and to convey experience.

Distribution of the Communicative Purposes by Gratethe 2011 NAEP Writing Framework

Grade To Persuade To Explain To Convey Experience
4 30% 35% 35%
8 35% 35% 30%
12 40% 40% 20%
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Writing in Varied Genres

Instruction in the varied forms of writing and thstructures is important, as students are not
equally familiar with all genres of writing (Dowrgn1995; Lenski & Johns, 2000). The ability
to think and write across disciplines is neededvigh 1989) to meet Zicentury demands
which require that students become proficient wsiteble to flexibly adapt their writing to
varied genres and contexts. The ability to prodiazeus types of writing is an important
element of the Common Core standards (Common Qate Standards Initiative, 2010a).

In a synthesis of research on effective instrudi@trategies for teaching writing in the
elementary grades, Chapman (2006) concluded that@hasis on both procemsd product is
essential for developing writers with the skillgldtexibility to produce varied genres. One
essential to effective writing instruction is “diteng attention to textual features...to help
children develop ‘genre awareness’...” (39)

Writing instruction is particularly effective wheéeachers sequence the modes of writing
according to their connection or immediacy to théex (Langer, 1986a; Moffet, 1965, 1981,
1983). For this reason, beginning with personatimgi—descriptive and narrative—engages
students who are then ready to develop informatipieaes, which require investigation, and
finally to more cognitively challenging persuasiweargumentative writing (Moffett, 1981,

1983). While a thoughtful sequence of instructiopmorts students with these varied genres, this
is not to suggest that all students are not capeEhieiting in different genres. Research
demonstrates that young writers and strugglingrold#ers can learn to write in varied types of
genres (Harris, Graham, & Mason, 2006).

Engaging students in a variety of meaningful wgtactivities has been shown to improve their
writing skills. In their analysis of NAEP data, Appee and Langer (2006) found a correlation
between the quality of students writing and theesypf writing they had been assigned to do in
the classroom.
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From Research to Practice
Grammar Instruction inJourneys

In Journeysgrammar instruction is embedded in the contexeafling and writing. Students
learn concepts and rules of grammar through their @and others’ writing.

Grammar instruction follows the same teach, revieamnect pattern that is followed elsewhere
throughout thelourneygprogram. New concepts are taught, and learned ptsiaee reviewed

to reinforce learning and make connections betwewat is newly learned and what is being
retained.

<<Insert Grade 6, Unit 6, pages T218-T219 — Da$soYerview of punctuation.>>

In grades 1 through 6, a two-page spread on gransnagpart of each lesson in the student’s
Core Reader.The left page shows a grammar rule with a graptgemzer and suggestions for
applying the skill through &urn and Talk discussion or &ry This! activity; the right page
connects this grammar rule with a writing applioati

<<Insert screen shots of Grade 5 Student Book/Reexler — pages 554-555 — Grammar lesson
on the verb®eandhave->

Projectablesand the studerRractice Booksoffer an easy way for teachers to introduce
grammar concepts and provide the opportunity fedestts to practice and apply concepts.

<<Insert screen shot of Prepositions projectaldmfGrade 4 18.6>>

Daily Proofreading Practice provides a quick, daily opportunity for studentapply their
skills.

<<Insert screen shot of Grade 5, Unit 5, Lessorpage T122 — Grammar — Perfect Tenses — if
possible circle the Daily Proofreading Practicd,ibalude a small image of the whole page.>>

JourneyDigital, Destination Reading,offers additional grammar activities aligned with
lessons for additional practice.

Throughout thedourneysprogram, students receive comprehensive instruatiafi the
grammar concepts and skills they need to be cleetective writers and editors.

Grammar in Journeys
Grade K Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6
Adjectives Action Parts | Abbreviations| Abbreviations Abbreviations Abbreidais | Articles and

of Sentences Demonstratives
Exclamatory | Adjectives Action Verbs| Adjectives Adjectives Adjpes Proper
Sentences Adjectives
Nouns Adverbs Adjectives Articles Adverbs Adverbs Appbas
(Singular
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and Plural)

Prepositions | Contractions  Adverbs Adverbs Complete| Commas Clauses
Sentences
Pronouns Exclamations Commas (in Capitalization| Conjunctions| Comparisons  Coordirgtin
Series, Dates Conjunctions
and Places,
and
Sentences)
Proper Naming Parts| Complete Contractions | Contractions| Conjunctions  Subordimgtin
Nouns of Sentences| Sentences Conjunctions
Punctuation | Nouns Contractions | Forming the | Negatives Contractions| Contractions
(Singular and Past Tense
Plural)
Questions Prepositions| Irregular Irregular Nouns Direct and Making
and Verbs Verbs Indirect Comparisons
Prepositional Objects
Phrases
Sentences Pronouns Nouns Nouns Participles Negatives Nouns
(Singular and| (Plural, (Common,
Plural, Possessive, Proper,
Possessive, | Proper) Possessive,
Proper) Singular,
Plural)
Subjects and| Proper Noun§ Prepositions Prepositions Prepositianslouns Objects (Direct
Verbs (Common and Indirect)
and Proper,
Possessive,
Singular and
Plural)
Subject-Verb| Punctuation Pronouns Pronouns Preposition&repositions | Phrases
Agreement Phrases and
Prepositional
Phrases
Tenses Questions Quotation | Punctuation Pronouns Pronouns Prepositiong
Marks
Verbs Sentences Statements| Sentence Proper Proper Progressive
and Questions Fragments Mechanics Mechanics Forms (Past,
Present, Future
Statements Subject-Verl) Sentence Punctuation Punctuation Pronouns
Agreement Run-Ons (Demonstrative,
Indefinite,
Interrogative,
Possessive,
Reflexive,
Subject and
Object)
Subjects and | Subjects and | Subjects and | Subjects and | Quotations Punctuation
Verbs Predicates Predicates Predicates (Colons,
Commas, End,
Semicolons)
Tenses Verlo be Subject-Verb | Tenses Sentences | Sentences
Agreement (Complete, (Complete,
Complex, Complex,
Compound) | Compound,
Compound-

46 |Page



Complex)

Verb ¢o be Verbs (Past, | Tenses Titles Subjects and Interjections
and other Present, and Predicates
verbs) Future)
Verbs Transitions Tenses (Past,Subject-Verb
Perfect, Agreement
Present,
Simple)
Verbs Transitions Subjects and
Predicates
Verbs Tenses
Voice (Active | Titles and

Abbreviations
Verbs (Action,
Linking, Main,
Regular and
Irregular,
Transitive and
Intransitive)
Voice (Active,
Passive)

and Passive)

Writing for a Purpose inJourneys

In theReading-Writing Workshop model followed bylourneysweekly writing lessons are
based around a purpose for writing — write to rtarnarite to inform, write to express, write to
persuade, write to respond.

TheJourneysprogram includes suggested prompts for each weekiding on th&uggested
Weekly Focuspage for students to write in a Reader’s Noteboukracord their responses to
the reading. Each lesson also includes a writinigiag such as the one shown below, in which
students write to persuade:

<<insert screen shot of the Grade 6, Unit 6, Le&®rYour Turn assignment — preferably
Student Edition pages 64-65>>

Each of the over 600 readers throughout the progsamacompanied by an eight-pdgeveled
Reader Teaching Plardesigned to support readers. Each of these plahglas a section on
Writing about Reading which provides a Writing Prompt which invites stateto write and

think about what they have read. Writing about vithay have read in this way helps students to
expand their thinking, construct knowledge and gaieenew thinking, and clarify their
understandings.

TheJourneysReady-Made Work Stationslink to the week’s literature and skills and provia
weekly writing activity for students.
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<<Insert screen shot of left side of the page iad&r2, Unit 1, Lesson 1, T11 — Think and Write
Read-Made Work Stations.>>

To gain additional practice in writing for varyipgirposesjJourneysiriteSmart provides
electronic support for grades 2 and up studentsingrthrough interactive student models,
interactive graphic organizers, interactive revidiessons, and editable rubrics for different
modes of and purposes for writing.

Writing Varied Genres inJourneys

TheReading-Writing Workshop for grades 1 and up introduces writing activitiesttare done
for specific purposes which vary by genre and idelspiraled traits for reinforcement as
students progress within and across grade levels.

Writing Forms in Journeys

Grade K Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6
Captions Captions Compare/ | Autobiography | Cause-and- Cause-and- Book Review
Contrast Effect Effect
Paragraph Paragraph Paragraph
Class Story Descriptiong  Description Compare/ Descriptive Character | Cause-and-
Contrast Paragraph Description| Effect
Paragraph Paragraph
Descriptions | Dialogue Descriptive | Descriptive Dialogue Compare- | Commercial
Paragraph Paragraph Contrast Script
Paragraph
Fictional Labels E-mail Dialogue Fictional Descriptive | Compare-
Narrative Message Narrative Narrative | Contrast
Paragraph
Invitation Letters Fictional Fictional Friendly Letter | Dialogue Descriptive
Story Narrative Paragraph
Labels Opinion Friendly Friendly Letter | Journal Entry Fictional | Dialogue
Paragraph Letter Narrative
Lists Personal Informational | Humorous Narrative Friendly Fictional
Narrative Paragraph Poem Composition Letter Narrative
Personal Poetry Instructions Instructions Opinion Journal Fieldnotes
Narratives Paragraph Entry
Poetry Report Opinion Narrative Poem| Personal Narrative | Friendly
Paragraph Narrative Paragraph | Letter
Report Sentences Persuasive | Opinion Persuasive Opinion Informational
Essay Paragraph Essay Paragraph | Essay
Response to | Stories Persuasive | Personal Persuasive Personal Opinion Essay
Literature Letter Narrative Letter Narrative
Paragraph
Sentences Summary Persuasive | Personal Persuasive Personal Opinion
Paragraph Narrative Paragraph Narrative | Paragraph
Paragraph
Thank-You | Problem/ Persuasive Poetry Persuasive Personal
Notes Solution Essay Essay Narrative
Paragraph
Research Persuasive Prewrite Persuasive Personal
Report Letter Letter Narrative
Paragraph
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Response Problem/ Problem- Persuasive | Persuasive
Paragraph Solution Solution Paragraph | Essay
Paragraph Composition
Response Research Procedural Poem Persuasive
Poem Report Composition Letter
Response to | Response Public Service | Problem- | Poetry
Literature Paragraph Announcement | Solution
Paragraph
Story Response to Research Procedural | Problem-
Literature Report Paragraph | Solution
Paragraph
Summary Story Response to a | Research | Research
Paragraph Selection Report Report
True Story Summary Story Response | Story Scene
Paragraph Essay
Summary Summary Summary
Paragraph
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Strand 6: Meeting All Students’ Needs through Diffeentiation and Strategic
Intervention

Optimal learning takes place within students’ “zered proximal development”—when teachers
assess students’ current understanding and teashcoacepts, skills, and strategies at an
according level.

(Vygotsky, 1978)
Defining the Strand

Effective instruction successfully meets the nesfdsudents with a wide range of ability levels
and backgrounds. Effective teachers differentiasériiction. Effective curricular programs
address the needs of struggling students, advdeasaters, and English language learners. A
wide body of research supports the idea that faimiag to occur, learning activities must match
the level of the learner (Tomlinson & Allan, 2000).

Any reader can struggle with a particular text. $treggling readers who need differentiated
instruction, though, are the ones who struggle widst texts—those who lack the strategies to
make sense of what they read and the engagempetdist in what they read. High-quality
instruction for these students includes authenirp@ses for reading and writing across content
areas, the use of specific scaffolds, and less@ide¢ach essential strategies (Collins, 1998;
Cunningham & Allington, 2007). Increasing theseadstuts’ motivation is also essential.

Students for whom English is a second language watgly in their academic success, but for
many, developing English proficiency and meetingdgrlevel expectations is a struggle.
English language learners (ELLS) “require effecingructional approaches and interventions to
prevent further difficulties and to augment andmuptheir academic development.” (Francis,
Rivera, Lesaux, Kieffer, & Rivera, 2006a, 1)

For advanced learners, teachers must work to etisatréhese students continue to progress—
and to feel engaged and challenged. Differentiatisguction for these students can involve
increasing pacing, providing extra opportunitiesifmependent practice and exploration, and
extending lessons to make them appropriately angilbe.

In theJourneysgprogram, specific suggestions and materials fde#htiation support each of
these groups. Strategic intervention materialsuteWrite-In Readers andIntervention
Toolkits. ELLs are supported througlanguage Support CardsandEnglish Language
Learner Leveled ReadersAdvanced learners are challenged through levebdd snd small-
group instruction tailored to their levels of reaeis. More specifics on haleurneyssupports
each of these populations is provided in the folfmasections of this report.
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Research that Guided the Development of th@ourneysprogram
Struggling Readers

As stated above, struggling readers are those adiothe skills in phonics and decoding to read,
lack the strategies to comprehend what they reati|aeck the engagement to persist in reading.

For these students, demonstrations of effectiaesiy use and continued opportunities to apply
strategies learned are essential components atigfanstruction (Cunningham & Allington,
2007; Allington, 2001; Fielding & Pearson, 1994 n#aruster, Anderson, & Ostertag, 1987;
Raphael & Pearson, 1985; Baumann, 1984). Struggiaders benefit from the same
instructional strategies from which all learneradfé, but also benefit from more intensive
instruction on skills (Au, 2002). Graphic organgand predictable learning sequences have
been shown to be effective with struggling lear{@ullins, 1998) as have integrating reading
and writing, setting authentic purposes for litgractivities, and providing consistently high-
quality classroom instruction (Cunningham & Allingt 2007).

All struggling readers do not struggle for the sasasons. They differ in their needs for
instruction. Some need additional instruction iompilss, decoding and word recognition. Others
need instruction focused more closely on compreberstrategies (Pressley, Gaskins, &
Fingeret, 2006). What these students do not negldwsed-down instruction which will ensure
that they remain behind their peers (Allington & Wisley, 1995).

Increasing the motivation of struggling readengagticularly important because of the close
connection between motivation and reading achiemgnas discussed in the earlier section of
this report on engagement and motivation.

English Language Learners

English language learners benefit from the sameskai effective instructional strategies from
which all learners benefit (Chiappe & Siegel, 20Bfctor, Carlo, August, & Snow, 2005). The
five key components of reading, as identified by lWational Reading Panel (2000), are clearly
helpful to second language learners—including utdton in phonemic awareness and phonics
(Mathes, Pollard-Durodola, Cardenas-Hagan, LinaoATson, & Vaughn, 2007), fluency,
comprehension, and vocabulary—as is explicit irc$ton in oral language and in writing
strategies and structures (August & Shanahan, 208éghn, Mathes, Linan-Thompson, &
Francis, 2005). Francis, Rivera, Lesaux, Kieffed Rivera (2006a) suggest that while the first
two are particularly important for early readehs tast three components are critical during all
stages of reading development. Explicit instructiostrategies for comprehension are an
important part of an instructional plan for thesgdents, and has been shown to lead to higher
levels of comprehension among these students (Kéing Vaughn, 2004). Grammar
instruction, embedded in the context of writing esiences, has been shown to benefit these
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students as well (Scarcella, 2003). And, the udedafnology—including word processing—has
been shown to be beneficial as well (Silver & Rei893).

In addition, English language learners (ELLS) hswme specific instructional needs. Added
instructional time, through grouping or other agaments, benefits these students (Linan-
Thompson, Cirino, & Vaughn, 2007). Additional insttion in vocabulary—and specifically in
academic language-benefits these students (Francis, Rivera, Ledaeftier, & Rivera, 2006a;
Carlo et al., 2004; Zimmerman, 1997; Rousseau, BaRamnarain, 1993; Perez, 1981). While
ELLs are likely to acquire conversational Englistsity, academic language is most likely
acquired through direct instruction and classroapeeences (Teale, 2009; Jacobson, Lapp, &
Flood, 2007; August & Shanahan, 2006). Instructi@t is multimodal, that is, instruction which
connects the visual and the verbal, appears totteadhievement gains among this population
(Early & Marshall, 2008; McGinnis, 2007). In addti, the work of Short and Fitzsimmons
(2007) revealed nine promising practices for depialg literacy among ELLs:

Integrated reading, writing, listening, and spegkimstruction

Explicit instruction in the components and processfareading and writing
Direct instruction in reading comprehension streggeg

A focus on vocabulary development

Development and activation of background knowledge

Theme- and content-based language instruction

Strategic use of native language

Integrated technology use

Increasing motivation through choice

©CoNoOOR~WNE

Advanced Learners

Like English language learners and struggling leesnadvanced learners require differentiation
in their instruction as well. Those who are advahicethe subject need to be sufficiently
engaged to be motivated to continue to challengm#elves. Differentiation in activities and
delivery can accomplish this purpose (Rogers, 200mlinson, 1995, 1997; VanTassel-Baska
& Brown, 2007), as can centering activities aroigsies, problems, and themes that are of
interest and relevant to these children (VanTaBsska & Brown, 2007).

A number of practices have been identified by neteas particularly effective with this
population of students. A learning environment wité following characteristics has been
demonstrated to be effective for advanced learners:

» On-going assessment of students, in varied mokiely lio give students the most
opportunity to demonstrate their knowledge and;skil

» Multiple learning options and varied instructiosaiategies;

» Variable pacing;

» Engaging tasks for all learners; and
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» Flexible grouping (Tomlinson, 1995).

Rogers (2007) adds that advanced learners nesadathaillenge, opportunities to work with
peers, and varied instructional delivery. Additiltyiavhile group work and working with peers
are beneficial for these students, independemilegiis a key to an effective instructional
program to challenge these advanced learners. Rbsmaggests that “gifted learners are
significantly more likely to prefer independentadyuindependent project, and self-instructional
materials.” (Rogers, 2002) So, whole group, smalg, and independent activities will all
serve specific purposes in meeting the needs séthieidents.
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From Research to Practice

Struggling Readers idourneys

The Journeygrogram was designed to support the learning aftatlents. The effective
instructional practices throughout the program supgtruggling readers in multiple ways and
provide guidance for implementing daily individuad instruction with struggling readers. The
authors oflourneysecognize that while “ambitious outcomes are appatg for all students,
one-size-fits-all instruction is not the best we d®.” (Lipson, 2011) In th@ourneygrogram,
Write-In Readers provide intervention for readers who struggle (thosading at a year or more
below reading level) aneading Tool Kits provide targeted skill-based intervention. The
Week at a Glanceat the beginning of each lesson provides an owereighe week’s strategic
intervention instruction—which is then elaboratedrenfully in the back of the Teacher’s
Edition, where th& eal Intervention Tabs provide specific suggestions for strategic
intervention to meet the needs of struggling reader

TheWrite-In Readers are provided for students in grades 1 and up amgravided both in
print and as an online experience. E&tbp, Think, Write activity is designed to support and
reinforce the key skill or strateglyook Back and Respondpages offer hints that help children
search the text for key information.

Online, theJourneygprogram provides the kinds of listening and readingport from which
research shows that struggling readers benefit\Wiite-In Reader Online is at the heart of
Journeydntervention strategy. Online, students can listetihe selections at a slower speed and
at a fluent reading speed. Whiteboard featureshartd provided online support students as they
go deeper into texts to increase their comprehansio

TheJourneysReading Tool Kits allow for targeted intervention in specific skills.

In the Primary Kit, thddourneysprogram provides targeted instruction and inteneanin the
five areas critical to reading success—phonicsnphoc awareness, vocabulary, fluency and
comprehension—through multiple tools, including:

» | Do, We Do, You Do organization that provides amportant gradual-release model and
scaffolds student learning

* 90 lessons in each of the five domains (for a tot@50 lessons)

» TheSkill Index that enables teachers to easily personalize oigiru

In the Intermediate Literacy Toolkit, tleurneygprogram provides:

» focused instruction in key reading skills
» activities that can be used for small-group orvidiial instruction
» leveled books that offer additional reading andl siplication
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English Language Learners idourneys

The Journeygrogram was designed to support the learning aftatlents. Scaffolded
instruction for ELL students is provided throughtha Teacher’s Edition. The effective
instructional practices throughout the programambus components of the program support
ELLs such as with the:

Language Support Cardswhich build background and promote oral languagaewh
developing students’ knowledge and understandirtggbf-utility vocabulary and
academic language. These cards help teacher mte-¢atcal skills and support varied
ELL vocabulary needs—building background, promotingl language, and developing
high-utility and academic vocabulary. (They areerehced in the back of the Teacher’s
Editions, behind the teal tabs.)

English Language Learner Leveled Reader&hich offer sheltered text that connects to
the main selection’s topic, vocabulary, skill atétegy and include an audio CD which
models oral reading fluency.

Write-In Readers provide for reinforcement of target vocabulary séextual themes,
while providing strategic intervention on targetdils and strategies through text-based
guestions and hints for struggling readers.

Red Intervention Tabsprovide specific suggestions for meeting the nedds_L
students.

TheWeek at a Glancecomponent, which provides an overview of the stiate
intervention and English language instruction facleweek of instruction. <<insert
screen shot of Week at a Glance — such as Grddeits, Lesson 29, Teacher’s Edition,
page T139>>

In addition, the program meets the specific elesisanggested by research to be effective with
ELLs. Research by Echevarria, Vogt, & Short (2Q&810a, 2010b) cites as proven practices
that effective teachers of ELLs should:

Provide high-quality literacy instruction with acnmodations for ELLs

Write, post, and orally share content and lessgectibes for each lesson

Adapt content and materials as needed for ELLs

Explicitly link lesson concepts to students’ baakgrnds and past learning (see section in
this report withJourneyseferences)

Introduce, write, review, and highlight key vocadmyl throughout each lesson (see
Vocabulary—Strand 1—in this report fdourneyseferences)

Provide students with regular opportunities to lesening strategies (such as decoding,
predicting, questioning, monitoring, summarizinggdaisualizing)
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» Scaffold student learning (such as throdghrneyd Do, We Do, You Do structure)

» Employ varied groupings and opportunities for whgleup and small-group interactions

* Incorporate and integrated reading, writing, spegkand listening

In addition, research syntheses by August and 3laan@006); Genessee, Lindholm-Leary,

Saunders, and Christian (2006); and Gersten, B&kamahan, Linan-Thompson, Collins, and

Scarcella (2007) suggest that, in addition to thwva elements, teachers can support ELLs with:

* Predictable routines (see section in this repogredlictable routines falourneys
references)

» Graphic organizers that support comprehension fect (see section in this report on
graphic organizers falourneygseferences)

» Practice in reading words, sentences, and stagest(dents will throughout every
component of thdourneygrogram)

Every lesson idourneysprovides guidance for teachers on how to meepénecular needs of
English Language Learners.

For example, see these suggestions from Kindergadeline Lesson 16:

Front-Load Vocabulary

Make sure children know the meaningdaafk, yard, tree, grass, flowers, birdmdme.Use the
illustrations and explanation to help clarifjeanings.

Or, these suggestions from grade 3, Online Lesdo6dod Dogs, Guide Dogs

English Language Development

Reading Support

After reading aloud, help students make a lishtériesting language and new words. They may wish
include the types of assistance dogs, the breeésiaonthe qualities of guide dogs.

Cognates

Support Spanish speakers by pointing out cognatd®itext. Understanding the Spanish words may
help students learn the English words; for exantpd@sporte publico (public transportation), intedigte
(intelligent), desobediencia (disobedien@)dindependencia (independence).

to
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Advanced Learners idourneys

Leveled Readersn Journeysrovide specific types of reading support for alidents, whether
they read on, below, or above grade level. Teadtazach grade level can search for leveled
readers by reading level — below, on, or aboveagtadke! — or by Fountas-Pinnell level.

Research suggests that whole-group, small-groupiraiependent learning are all important
components of an instructional program that wilelffective for advanced learners. The
Journeysprogram explicitly guides teachers in how to useltiurneygnaterials in three
different instructional contexts: Whole-Group Teiagf) Small-Group Teaching, and
Independent Literacy Work. Eadburneydesson is organized around Whole-Group Lessons,
Small-Group activities, and Independent activities.

<<insert graphic of W-G, S-G, and Ind. Learningirpage 1 of th€omprehensive Language
and Literacy Guide — sddtp://hmheducation.com/journeys/pdfs/GriCLLG anidl graphic is
on page 4 of 132 of the pdf.>>

Small-groupLiterature Discussionsin Journeysare particularly engaging and motivating to
advanced learnerasteachers bring together a small group of childgeauped by interest in a
topic, genre, or author.

Independent work idourneysncludes meaningful and productive activitiesgtardents to do
while the teacher is engaged in Small-Group TeachmtheJourneyprogram, ideas for
independent reading and literacy work are providdtie Suggested Weekly Focug-or
example, a prompt to link to the week’s readingrisvided each week for students to work in
their Reader’s Notebooks. Independent Readinig also part of thdourneysprogram allows
advanced learners to challenge themselves witlehilgivel texts and engaging topics.

Finally, theJourneygrogram recognizes that a one-size fits all insimnal program will not
meet the needs of all students. Even in the suiggsdor specific populations, such as English
Language Learners, tdeurneyprogram provides suggestions for differentiating lgwvel of
instruction, such as in this example in the Grade&cher’s Edition:

<<Insert Unit 1, page xix in the Grade 2 TeachEdgion — ELL suggestions for Beginning,
Intermediate, Advanced, and Advanced High.>>
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