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This report offers a selection of evidence-based recommendations and implications centered on the topic
of Language & Literacy. Recommendations have been curated from the What Works Clearinghouse
Practice Guides specifically for the multi-state Migrant Education IMPACT Grant, Year One.

Areas of Focus

When selecting relevant evidence-based recommendations from the WWC Practice Guides, focus areas
included:

e Literacy skill development and English language development;

e Strong or moderate levels of evidence, as defined by the What Works Clearinghouse and the ESSA
Tiers of Evidence Quality;

e Recommendations that can be applied to students in grades 5 through 11, with a wide variety of
English language literacy and reading skill levels.

Priority was given to practices with:

e the potential to be implemented at home, by parents/caregivers with a wide range of literacy skill
levels and often limited English proficiency;

e the potential to improve parent/caregiver engagement in their child’s learning and literacy
development.

Source: The What Works Clearinghouse Practice Guides

The What Works Clearinghouse (WWC)—an initiative of the Institute of Education Sciences (IES) within the
U.S. Department of Education—provides a clearinghouse of evidence-based practices with reviews of
education research, as well as tools and resources that aggregate, synthesize, and summarize research
findings. WWC Practice Guides are one such tool, developed by panels of experts and researchers to
provide recommendations that emerge from analyzing the landscape of evidence in a particular area. The
Guides provide how-to steps and tips for educators on implementing evidence-based practices, and when
released, are usually accompanied by an introductory webinar (recordings available on the WWC website).
More information on the development of the guides can be found here: WWC Practice Guide for Educators
Development Guidelines



https://ies.ed.gov/ncee/wwc/Document/238
https://ies.ed.gov/ncee/wwc/Document/238
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According to the WWC, a calculated effect size may be provided in a Practice Guide, to reflect the effect of
a full intervention reviewed in a study. The WWC contractor and panel will determine the instructional
components that were likely to cause an effect based on their prominence in the intervention program
investigated in each study that met WWC standards. Each study is then assigned to the evidence base for
a recommendation based on its relevant instructional components.

Methods

In this report, specific strategies and interventions are not the intended deliverable. Rather, we have
applied specific criteria — developed with the IMPACT grant staff — to curate WWC Practice Guide
recommendations, which emerge from many studies of many interventions through analysis of common
components likely to be driving outcomes. It should be noted, however, that we are not recommending
any single program, intervention, or strategy that may have been evaluated by a study in the Practice
Guides. Translating the WWC recommendations into actionable strategies and materials for distribution will
require additional literacy instruction expertise and a deep understanding of the population in need of
services and supports.

To provide annotations throughout this report and make connections between related evidence-based
practices, the following team members provided consultation:
e Karissa Lookingbill, M.Ed., Director of Professional Learning, Chester County Intermediate Unit
and Literacy Research Consultant to the PA Evidence Resource Center
e Laura Mikowychok, Project Manager, PA Evidence Resource Center

It is important to acknowledge the opportunity to appropriately adapt solutions for the needs and
challenges faced by migrant families. For example, we know that migrant learners and their families may
experience:

e Multi-sibling or multi-generational households as families share living spaces to reduce expenses

e Separation from family, as some parents or siblings move to follow agricultural crops

e Low graduation / high dropout rates

e Limited English proficiency, with varying levels of literacy in both their native (majority Spanish) and
second language (English)

e Acute poverty, which leads to more health and educational disadvantages, including limited care,
resources, and materials, being overage in school yet not performing at grade level, and
disproportionate attendance at high-needs schools

e Large gaps in instructional and assessment time, with lack of educational continuity from school to
school, and often missing records of credits earned

e Parents/caregivers who are limited English proficient and have the lowest educational attainment
background of any occupational group (Martinez et al, 1994)

e Parents/caregivers (or the student themselves) having labor-intensive, physically demanding, often
hazardous jobs, and sometimes multiple jobs leading to long hours away from home
Living in isolation from their communities
Inconsistent access to technology — both devices and internet connectivity — and often a lack of
proficiency with software platforms, login credentials, and user interfaces

e Psychological challenges that may stem from trauma, abuse, abandonment, deportation,
marginalization, forced labor or trafficking, or other adverse childhood experiences



These and other factors can complicate access to services and readiness to learn. Yet, we also endeavor to
take an asset-based approach, valuing the backgrounds and perspectives of migrant learners and families
as funds of knowledge that enrich their learning experience and their communities.



Results

Summary

Overall, the WWC Practice Guides offer instructional techniques that require the expertise of a certified
educator or trained literacy specialist to see measurable impacts on achievement. However, several of the
implementation tactics outlined in the Guides have the potential to be translated to an at-home setting, with
a parent/caregiver as facilitator, and with adaptations that result in meaningful learning experiences. These
translations to a home setting may improve engagement of students and parents/caregivers in language
and literacy development, and reinforce what is learned during the school day.

Sequencing

The recommendations in this report attend to many facets of reading, including phonology, phonemic
awareness, fluency, comprehension, and even student engagement and self-concept as a reader. Research
shows that skills must be explicitly taught and in an appropriate sequence; for English learners as with all
readers, foundations such as phonology, phonemic awareness, and phonics should be introduced first, and
skills in fluency and text comprehension are appropriate for an intermediate to advanced English learner
who has mastered foundational concepts and is ready to read for fluency and comprehension. This is true
even of English learners in the middle and upper grades, who will be the focus of the learning activities
developed for the grant.

Individualization

For many of the recommendations, there is an opportunity to customize learning for students based on
their reading level and English proficiency level. Once a student has developed skills in one area, they/their
family might introduce a more advanced activity. Ideally, more than one activity could be worked on at a
time; for example, a learner could work on phonology and phonics activities. They could also be read to, or
practice reading together with a caregiver in order to practice phonology.

Emerging Bilingual Parents as Partners, but not Instructors

In most cases, evidence of effectiveness is demonstrated in an environment where an expert (usually, a
teacher or literacy specialist) is working with the students in the study. In the IMPACT grant, parents
implementing the activities will not be educators themselves and are likely to not be fluent in English, and
there is a higher risk of students learning and/or practicing skills incorrectly if parents assume the role of
teacher. Therefore, parent activities are advised to be supplemental in nature, reinforcing what is taught
during the school day or providing literacy-related enrichment, rather than activities in which concepts are
introduced for the first time or rehearsed/practiced without monitoring.
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Practice Guide 1: Foundational Skills to Support Reading for

Understanding in Kindergarten Through 3rd Grade
Released 2016 « Full Guide (PDF)

Contextual Note: While students served by the IMPACT grant may be in grade 5 or higher,
this guide — designed for the early grades — offers recommendations for supporting
beginning readers acquiring word-recognition and letter-sounds skills.

Recommendation #2: Develop awareness of the segments of sound in speech and
how they link to letters.

Evidence: Strong “Seventeen studies that examined interventions to help students develop
awareness of segments of sound and letter—sound correspondence meet WWC group design
standards and include a relevant outcome (see Appendix D). All 17 studies found positive effects in
letter names and sounds and/or phonology outcomes: 12 studies found positive impacts on
phonology outcomes, and nine studies found positive impacts on letter names and sounds
outcomes. ... Overall, the body of evidence consistently indicated that the practices outlined in this
recommendation had positive impacts on students’ knowledge of letter names and sounds and
phonology.” (WWC, p.15)

Components:
1. Recognizing and manipulating segments of sounds in speech;
2. Understanding letter-sound relations; and
3. Linking knowledge of letter-sound relationships with phonemic awareness. (WWC)

Note: This recormmendation should be facilitated by a reading teacher or specialist.
However, these skills could be reinforced at home via recording, provided that the
practice activities don't require parents, who may be English learners themselves, to
hear and correct errors. On pages 14-21, the Practice Guide offers techniques for
developing these sKills.

Recommendation #3: Develop awareness of the segments of sound in speech and
how they link to letters.

Evidence: Strong “Eighteen studies that examined the effects of teaching students to decode
words, analyze word parts, and write words meet WWC group design standards and include a
relevant outcome (see Appendix D). In total, 13 studies had positive effects on word reading and/or
encoding outcomes:84 11 of these studies had positive impacts on word reading outcomes, and
four of these studies had positive impacts on encoding outcomes. No study that meets WWC
group design standards examined morphology outcomes. The 13 studies that found positive
effects contributed to the strong level of evidence.” (WWC, p.23)

Components:
1. Blending letter sounds and sound-spelling patterns from left to right within words;


https://ies.ed.gov/ncee/wwc/practiceguide/21
https://ies.ed.gov/ncee/wwc/practiceguide/21
https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/wwc_foundationalreading_040717.pdf
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Recognizing common sound-spelling patterns;

Recognizing common word parts, reading decodable words;
Recognizing regular and irregular high-frequency words; and
Introducing non-decodable words as whole words. (WWC)

oA~ WwN

Selected Techniques & Implementation Notes:

e Teach students to blend letter sounds and sound-spelling patterns from left to right
within a word to produce a recognizable pronunciation.
“Another way to demonstrate chunking or sounding out is to use a pocket chart with letter
tiles (see Example 3.2), magnetic letters, or an Elkonin sound box. Space the letters out
initially, and then move the tiles together as you read the word. Students can follow along
with tiles on their desks.” (WWC, p.24)

e Have students read decodable words in isolation and in text.
“Give each student a copy of a word list and/or connected text passage for the letter
combination being taught” (WWC, p.28; see examples provided).

“Using word lists to provide practice may help to accelerate learning by
training on a particular word part or device. Educators will need to
control the list and passages to the learner’s reading ability. For
example, while diphthongs are complex and appropriate for an
advanced reader, double f, |, or s letters in a single syllable word are less
so. A list of these words and a passage using as many examples as
possible can provide practice that builds skills faster.”

-Karissa Lookingbill
Literacy Specialist, Chester County Intermediate Unit

“Example 3.10. The “Star Words” activity:

1. For each student, the teacher puts three to five high-frequency words on
individual cards and connects the cards with a ring.

2. Throughout the week, other adults (aides, other teachers, or parents) ask the
student to read the words on the ring.

3. For each word the student reads correctly, the adult puts a star on the card.

4. When the student receives three stars on each card, more high-frequency words
can be added to the ring.” (WWC, p.30)

Note: For older students, the star-sticker example may not be as motivating as
it is for elementary-age students (for whom the referenced practice guide is
written). Consider alternate methods for students to keep track of words read
correctly and to build their list. For example, instead of stickers, a punch-card
approach might be used; when a word card is punched a certain number of
times, additional word cards or reading activities might become “unlocked” in
exciting topics that students get to choose. (Per |ater research-based
recommendations, avoid defaulting to toys, food, or other extrinsic motivators.)




NOTE: Cited in this report is Borman, Dowling, and Schneck (2008), a study of Open Court
Reading. The Open Court Reading program demonstrated unfavorable/negative outcomes in

later studies of effectiveness.
Borman, G. D., Dowling, N. M., & Schneck, C. (2008). A multisite cluster randomized field trial of Open Court Reading.
Educational Evaluation and Policy Analysis, 30(4), 389—-407.

NOTE: Cited in this report are Burroughs, Lange and Douetil (2007); May et al. (2013); Schwartz
(2005); and Sylva et al. (2008); which are studies of or including components based on Reading
Recovery. The Reading Recovery program demonstrated unfavorable/negative outcomes in
later longitudinal studies of effectiveness.

Curation Notes:
e Recommendation 1 was deprioritized due to low levels of evidence.
e Recommendation 4 was deprioritized due to a reliance on monitoring and correction of errors.



Practice Guide 2: Providing Reading Interventions for Students in Grades

4-9
Released: March 2022
Summary Document (PDF)

Full Guide (PDF)

Recommendation #2: Provide purposeful fluency-building activities to help students
read effortlessly.

Evidence Level: Strong “based on 33 studies. Nineteen studies meet WWC group design
standards without reservations because they were RCTs with low sample attrition. Fourteen studies
meet WWC group design standards with reservations because they were either compromised
RCTs, RCTs with high sample attrition, or QEDs, but the analytic intervention and comparison
groups in each satisfied the baseline equivalence requirement. In addition, the study samples
collectively included 17,385 students and 280 schools across multiple states” (WWC, p. 110).

Components of this Recommendation: “The 33 studies supporting this recommendation exhibited
a strong relationship between the evidence and recommended practices. Instruction in these
studies focused on various fluency-building activities to support students’ ability to read text
accurately with ease, expression, and appropriate pacing. The instructional practices included:

e Providing opportunities for students to engage in repeated reading of text.

e Emphasizing reading with prosody.

e Supporting students as they read a wide range of texts.

e Having students read routinely with a partner” (WWC, p. 95).

Selected Techniques & Implementation Notes:

1. Provide a purpose for each repeated reading.
“The panel recommends having students reread the same passage a total of 3-4 times,
each time with a different purpose. Purposes for rereading can focus students’ attention
on reading at an appropriate pace and with expression, answering questions, identifying
words they do not know, or reflecting on what students learned from the text or why they
think the group is reading the passage” (WWC, p13).

“Questions that provide students with a purpose for reading a passage:

« What happened in the passage you just read?

« What did you learn about ?

« What were the first two things that happened in this section?” (WWC, p.13).

“Students with reading difficulties may also benefit from hearing how the passage sounds
when it is read fluently. The teacher can read the passage fluently aloud or share an audio
recording of the passage being read fluently to show students how it should be read”
(WWC, p14)


https://ies.ed.gov/ncee/WWC/PracticeGuide/29
https://ies.ed.gov/ncee/WWC/PracticeGuide/29
https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/WWC-SummaryReadingInterven4-9.pdf
https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/WWC-practice-guide-reading-intervention-full-text.pdf
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“For these purposeful repeated reading activities, choose short, content-rich passages at
the students’ instructional level that include multisyllabic words, vowel and consonant
sounds and combinations, or vocabulary the students have previously been taught”
(WWC, p. 15).

“Whenever feasible, choose texts on topics students are learning about in their
subject-area classes, such as a short biographical paragraph on a historical figure related
to the social studies content in their class. Choose progressively harder passages on a
specific topic to help students develop content knowledge and build reading stamina”
(WWC, p15).

“It is important that passages provided are decodable passages
matching phonetic rules, ensuring ease of practice and proficiency in
repeated readings. This is especially true when selecting biographical
passages, which are suggested above and can be extremely complex,
with many academic vocabulary words and many variations of word
pronunciation. Engaging in repeated reading with a leveled text that
doesn’t have a control for syllable types can be confusing and more
difficult, particularly for a parent who does not know the language.
When a controlled or decodable passage is used, the syllable
types/ohonetics can be mastered and then translated to more difficult
passages.”

-Karissa Lookingbill
Literacy Specialist, Chester County Intermediate Unit

“Working on rereading with partners can be particularly motivating for adolescents, who
are much more oriented toward their peers than toward adults. ... Although none of these
students will be strong readers, a student who reads one year below grade level will be
able to detect many of the decoding errors of a student reading several years below.
Similarly, the lower-performing student will benefit from hearing a model of the passage
read relatively fluently that they can try to recreate when it is their turn to read. Both
students will read silently and orally with a purpose and will benefit from the partner time,
even if neither is able to detect every decoding error” (WWC, p.17).

Focus some instructional time on reading with prosody.

“Draw students’ attention to what prosody entails by dramatizing why prosody is
important. Read a short paragraph aloud twice. The first time, read it quickly without
expression and without stopping at punctuation marks. Then read the passage again, this
time at a conversational pace and with prosody. After reading, discuss which rendition of
the passage was easier to understand. Teach students to pause at commas, stop at
periods, raise or lower their voice when encountering a question mark, and show emotion
when encountering an exclamation point” (WWC, p.15).

Note: For households with limited English proficiency, parents may not be able
to model strong examples of reading with prosody and fluency in English.
Recordings could be one way to achieve this; in addition, the overall concept of
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prosody and reading with expression could be introduced and first practiced in
the student’s native language.

Regularly provide opportunities for students to read a wide range of texts.

“Reading a wide range of texts counterbalances the limitations of repeatedly reading the
same brief passage by exposing students to a variety of sentence structures and text
topics. ... Choose texts at the higher end of students’ instructional reading level. When
possible, choose texts that align to grade-level content or other topics of high interest to
the group of students. Periodically let students choose what they would like to read about
for this portion of the lesson. Often topics connected to students’ experiences can be
especially interesting to them” (WWC, p.16).

“Note that if a student has not been taught all syllable types or
phonics, reading a wide range of texts not controlled for syllable types
— even if providing great exposure to a variety of topics — will be
extremely difficult. A text not on a “level” but rather controlled for a
phonetic or syllable type will prove to aid more in the fluency rate and
prosody of the learner.”

-Karissa Lookingbill
Literacy Specialist, Chester County Intermediate Unit

Recommendation #3: Routinely use a set of comprehension-building practices to help
students make sense of the text.

Evidence Level: Strong “based on 34 studies. Twenty-three studies meet WWC group design
standards without reservations because they were RCTs with low sample attrition. Eleven studies
meet WWC group design standards with reservations because they were either compromised
RCTs, RCTs with high sample attrition, or QEDs, but the analytic intervention and comparison
groups in each satisfied the baseline equivalence requirement. In addition, the study samples
collectively included 17,168 students and 250 schools across multiple states” (WWC, p.94).

Components of this Recommendation: “The 34 studies supporting this recommendation exhibited
a strong relationship between the evidence and recommended practices. Instruction in these

studies focused on various comprehension-building practices to develop students’ ability to make

sense of the text. The instructional practices included:

Providing brief, purposeful exposure to world knowledge necessary for understanding the
text.

Teaching the meanings of words.

Teaching how to answer literal and inferential questions and generate questions about the
content during and after reading.

Teaching how to generate gist statements.

Teaching students to monitor their understanding of text and make inferences while
reading” (WWC, p125).



Selected Techniques & Implementation Notes:

e Build students’ world and word knowledge so they can make sense of the text.
“Students need enough knowledge about a topic to read and understand a text on that
topic. ... Provide a brief 3- to 5-minute introduction on the topic before reading to help
students develop knowledge that might help them understand what they are reading. This
can be done by asking students to read an easier, brief passage before presenting the
higher-level text on the same topic” (WWC, p.22). “Another way to prepare students for
reading about a topic is to present a short 2—4-minute video clip, podcast, or brief
informational lecture with illustrations. For each resource, provide a purpose, such as
asking students to look for two things they learned about the topic from the video or
podcast that they will share with the group or with a partner when the video or podcast
ends” (WWC, p.23).

“It may be helpful to communicate to parents that background/world
knowledge can be provided with materials other than newspapers or
articles, which might be the assumption and may be beyond the
reading skills of their child. Photographs and videos can support
background knowledge. If they are visiting a library, they might
consider selecting graphic novels — great for adolescent readers —
that are not text-heavy and provide background knowledge. Also,
picture books — even those designed for younger readers, or ‘coffee
table books’ with limited text — often feature opportunities for deeper
and more complex thinking, while the language remains appropriate
to a beginner reading level.”

-Karissa Lookingbill
Literacy Specialist, Chester County Intermediate Unit

e Consistently provide students with opportunities to ask and answer questions to better
understand the text they read.
“Once or twice a week, provide additional opportunities for students to work with the
words and their meanings after reading. For example, ask students to provide examples of
the words, discuss non-examples of the words, or use the words to answer questions
about the text or topic either orally or in writing. Include previously taught words to
reinforce their meanings. Have students write the words and definitions in a log. These
logs can help students keep track of their learning and review words they previously
learned” (WWC, p.25).

Additional Notes:

e This suggests a practice that appears in a later recommendation
(Practice Guide 7, Recommendation #3) and is mentioned in other
skill-building practices: keeping a log. Students can log vocabulary
words learned, word maps, books read, challenging words encountered,
comprehension monitoring questions (discussed later in this
recommendation), and other aspects of their reading journey.




e This recommendation is also closely related to Recommendation #1
from the Foundations Practice Guide (WWC, p.6), which discusses
engaging students in “conversations that support the use and
comprehension of inferential language.” However, note that a parent
who is a non-native English speaker may have a difficult time assisting
their child with literal vs. inferential questions. If implementing this
recommendation, it will be important to provide parents with many
examples of questions to ask, and explain the idea of “inferential.”
Examples of this are illustrated in the Foundations guide.

e Teach students a routine for determining the gist of a short section of text.
“Routine for generating a gist statement:
1. Identify and mark the most important person (referred to as the who), place, or thing
(referred to as the what) in a section of text.
2. Mark and then list the important information about the most important person, place,
or thing.
3. Synthesize or piece together the important information to formulate a gist statement.
Write the gist statement in your own words.
5. Check that the gist statement includes all the important information in a short,
complete sentence that makes sense” (WWC, p.47).

&

“Work collaboratively with students to generate gist statements. After modeling generating
a gist statement using a routine or text structure once or twice, include students in
collaboratively generating gist statements by prompting them through the steps of the
routine” (WWC, p.54).

“Teach students to stop periodically and ask themselves what the section of text is about
or what the gist statement is for the section of text. When they think about what the
section is about, they can figure out whether what they are reading is making sense. If
they do not understand, they can reread the section slowly and carefully, if necessary.
They can also figure out which words are stumping them or try to think about what they
know about the topic” (WWC, p.60).

“An English learner may find it extremely difficult to write a gist
statement when writing is not yet proficient. This strategy may be best
for more advanced English learners, or if working on gist statements
with beginner English learners, consider that gist statements do not
have to be written; they could be discussed in conversation/out loud, or
expressed in a drawing.”

-Karissa Lookingbill
Literacy Specialist, Chester County Intermediate Unit

e Teach students to monitor their comprehension as they read.
“Before the end of the intervention session, ask students to write down what they learned
in the day’s lesson, what they are still confused about, and what they might have done to
help themselves understand better. This will help them to remember new information and


https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/wwc_foundationalreading_040717.pdf

think about what could help them in the future. Sentence starters can help students write
about what they learned. Have students choose 2—3 sentence starters to complete at the
end of class. ... Possible sentence starters to complete after reading:
1. Today | learned...
| was surprised by...
The most useful thing | will take from this lesson is...
One thing | am not sure about is...
The main thing | want to find out more about is...
After this session, | feel...” (WWC, p.62).

o0 s WwN

Curation Rationale:

e Recommendation #1 was deprioritized, despite a Strong level of evidence, due to its focus on
multisyllabic words and decoding concepts that are likely to be too complex for at-home
instruction by a parent.

e Recommendation #4 was deprioritized due to a lower evidence level (Moderate) and a reliance on
“Guiding students' use of technology to support reading of challenging text” as an instructional
practice. It is common for technology access to be inconsistent for migrant families.



Practice Guide 3: Teaching Academic Content and Literacy to English

Learners in Elementary and Middle School
Released: April 2014 « Summary Document (PDF) « Full Guide (PDF)

Contextual Note: While students served by the IMPACT grant may be in grade 5 or higher,
this guide — designed for the early grades — offers recommendations for supporting
beginning readers acquiring word-recognition and letter-sounds skills before they read for
fluency and comprehension.

Recommendation #1: Teach a set of academic vocabulary words intensively across
several days using a variety of instructional activities.

Evidence Level: Strong

“Six studies met WWC standards and found positive effects across a variety of outcomes from the
vocabulary, English language, and reading domains. Three of these six studies directly tested the
practice articulated in this recommendation and found that it is beneficial to provide intensive
instruction on a few select words across several days using a variety of instructional activities. The
remaining three studies provide evidence for some of the instructional practices described in this
recommendation. As the panel has a high degree of confidence in the effectiveness of the practice
described in this recommendation, and as there is no contradictory negative evidence, the panel
has assigned a strong evidence rating for this recommendation” (WWC, p13).

Components of this Recommendation:
e “Choose a brief, engaging piece of informational text that includes academic vocabulary as a
platform for intensive academic vocabulary instruction.
Choose a small set of academic vocabulary for in-depth instruction.
Teach academic vocabulary in depth using multiple modalities (writing, speaking, listening).
e Teach word-learning strategies to help students independently figure out the meaning of
words” (WWC, p.6).

Selected Techniques & Implementation Notes:

e Choose a small set of academic vocabulary for in-depth instruction.
“The panel suggests choosing a small set of words—perhaps five to eight words from the
selected text—for instruction over the course of several lessons” (WWC, p.16).

Selection of words should attend to six criteria outlined in the guide on page 16:
e “Words central to understanding the text.
Words frequently used in the text.
Words that might appear in other content areas.
Words with multiple meanings.
Words with affixes.
Cross-language potential. (“Words that have cognate relationships across languages (e.g.,
investigacion and investigation) are often a good way for students to learn new words
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while improving their confidence in doing so. Not all languages lend themselves to
cross-language connections. Spanish, Portuguese, and other Romance languages will be
easier than others for students to connect to English.)” (WWC, p.16-17).

e Teach academic vocabulary in depth using multiple modalities (writing, speaking, listening).
“Provide student-friendly definitions of the target academic words and apply these definitions to
the context of the text” (WWC, p18).

Word maps involving the identification of synonyms, antonyms, examples and non-examples
can solidify word knowledge. “Synonyms, antonyms, examples, and non-examples help
pinpoint and reinforce the definition of the word ... It is important to use both examples and
non-examples to clarify student understanding of words” (WWC, p.19). An example is given on
page 19 of the Practice Guide.

“Engage students in activities that will increase exposure to and experiences with the word.
Activities such as crosswords, charades, sketching, and drawing to represent word meanings
can help increase exposure to and experience with target academic words. These vocabulary
activities are also useful for cumulative review of words that were previously taught. If not
overused, these activities can be interesting and engaging for students” (WWC. p.21).

Recommendation #4: Provide small-group instructional intervention to students
struggling in areas of literacy and English language development.

Summary of Evidence: Moderate “Six studies that met WWC standards provide evidence for this
recommendation and for all but one of the suggested How-to steps. The interventions tested in
these studies focused not only on foundational reading skills but also on vocabulary, listening
comprehension, and/or reading comprehension. These six studies resulted in impacts across the
domains of pre-reading, reading, vocabulary, and English language development. Across the set of
studies, five of the fourteen domain effect sizes were positive, and nine were non-discernible.
Given these inconsistent findings, the panel decided on a moderate evidence rating for the
recommendation” (WWC, p.60).

Selected Techniques & Implementation Notes:

e Provide additional instruction in small groups consisting of three to five students to students
struggling with language and literacy.
“In the panel’s opinion, English learners should receive instructional interventions in small
groups consisting of three to five students. In the panel’s view, small, homogeneous groups are
useful when focusing on foundational skills such as phonemic awareness, decoding, fluent
reading of connected text, or select areas of English language development that students have
not mastered. However, when providing instruction in the areas of writing and oral language, or
on more intricate tasks involving listening or reading comprehension, the panel’s view is that
teachers should consider effective ways to group students heterogeneously. Students in
heterogeneous groups are likely to benefit from hearing opinions or oral language expressions



from students at different proficiency levels. Monitor progress of students in the groups at least
twice a month, and preferably more frequently. Regroup the students as needed based on their
progress (e.g., moving students making rapid progress to higher-performing groups based on
curriculum-embedded or benchmark tests)” (WWC, p.62).

“To avoid off-task or other problematic behavior during small-group lessons, and to make
efficient use of time, the panel recommends that instruction be fast-paced and that the length of
any particular activity be relatively brief. In a 30-minute lesson, the panel suggests including six
to eight engaging activities that are connected to the content being covered and the English
language skills being emphasized. These activities can maintain students’ attention if the overall
lesson is fast-paced” (WWC, p.62).

e For students who struggle with basic foundational reading skills, spend time not only on
these skills but also on vocabulary development and listening and reading comprehension
strategies.

“... Rather than asking questions that require a simple yes or no answer, give prompts that allow
for a more meaningful discussion of the target vocabulary words. ... [which] also provides an
opportunity to build students’ expressive language skills.
o ‘Tell me how hot is different from damp.
e ‘Tell me what it is like if the light is dim.’
e ‘ltis important that we do not tell lies. We must tell the truth. If | broke a lamp | would tell
the truth and say that | broke the lamp. Tell me about a time when you told the truth about
something’ (WWC, p.65).

NOTE: Cited in this report is Ransford, Kaldon, et al. (2010), an RCT on small-group instruction
focused on literacy (Leveled Literacy Intervention System-LL|) vs. business as-usual condition.
Leveled Literacy Intervention (LLI) has come under scrutiny for its misalignment with the

Science of Reading.

Ransford-Kaldon, C. R., Flynt, E. S., Ross, C. L., Franceschini, L., Zoblotsky, T.,, Huang, Y., & Gallagher, B. (2010).
Implementation of effective intervention: An empirical study to evaluate the efficacy of Fountas & Pinnell’s Level Literacy
Intervention System (LLI) 2009-2010. Memphis, TN: University of Memphis, Center for Research in Educational Policy.
Retrieved from http//www.memphis.edu/crep/pdfs/lli-efficacy.pdf

Curation Notes:

Recommendation #2 was deprioritized, as its outcomes are in content-area knowledge such as
science and social studies, rather than in language and literacy development (the focus of this
work).

Recommendation #3 was deprioritized due to a Minimal level of evidence.


http://www.memphis.edu/crep/pdfs/lli-efficacy.pdf

Practice Guide 4: Improving Adolescent Literacy: Effective Classroom and

Intervention Practices
Released: August 2008 « Full Guide (PDF)

Recommendation #1: Provide explicit vocabulary instruction.

Evidence: Strong “based on six randomized controlled experimental studies and three well
designed quasi-experiments that demonstrated group equivalence at pretest. An additional six
studies with weaker designs provided direct evidence to support this recommendation. A single
subject design study also provided evidence about the effect of vocabulary instruction on
students’ outcomes. The research supporting explicit vocabulary instruction includes students in
upper elementary, middle, and high schools from diverse geographic regions and socioeconomic
backgrounds and addresses a wide variety of strategies of vocabulary instruction” (WWC, p.11).

Components:
e Dedicate a portion of regular classroom lessons to explicit vocabulary instruction.
e Provide repeated exposure to new words in multiple contexts, and allow sufficient practice
sessions in vocabulary instruction.
e Give sufficient opportunities to use new vocabulary in a variety of contexts through
activities such as discussion, writing, and extended reading.
e Provide students with strategies to make them independent vocabulary learners. (WWC)

Selected Techniques & Implementation Notes:

e Provide repeated exposure to new words in multiple contexts, and allow sufficient
practice sessions in vocabulary instruction.
“Words are usually learned only after they appear several times. In fact, researchers
estimate that it could take as many as 17 exposures for a student to learn a new word.
Repeated exposure could be in the same lesson or passage, but the exposures will be
most effective if they appear over an extended period of time. Words that appear only
once or twice in a text are typically not words that should be targeted for explicit
instruction because there may never be enough practice to learn the word completely.
Students should be provided with the definitions of these infrequent words” (WWC, p.13).

Note: An English learner may also benefit from repeated reading exposure to
everyday words encountered in the home or in life-skill development, and
parents may be well-positioned to practice or reinforce these common words
with contextual activities. Parents who are learning English may also benefit
from seeing and repeatedly reading these words.


https://ies.ed.gov/ncee/WWC/PracticeGuide/8
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https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/adlit_pg_082608.pdf

Recommendation #3: Provide opportunities for extended discussion of text meaning
and interpretation.

Evidence: Moderate “The panel considers the level of evidence for this recommendation to be
moderate, on the basis of four small quasi-experimental studies and one large correlational study.
... The small body of research identified to directly support this recommendation is supplemented
by a recently completed meta-analysis of 43 studies that used slightly more lenient inclusion
criteria than the literature search for this practice guide, as well as a large descriptive study of
middle and high schools that were selected because they were “beating the odds” in terms of their
student literacy outcomes” (WWC, p.21).

Relevant Components:
e Carefully prepare for the discussion by selecting engaging materials and developing
stimulating questions.
e Ask follow-up questions that help provide continuity and extend the discussion.
e Provide a task or discussion format that students can follow when they discuss text in
small groups. (WWC)

Selected Techniques & Implementation Notes:

e Provide a task or discussion format that students can follow when they discuss text in
small groups.
“For example, assign students to read selections together and practice using the
comprehension strategies that have been taught and demonstrated. In these groups
students can take turns playing various roles, such as leading the discussion, predicting
what the section might be about, identifying words that are confusing, and summarizing.
As these roles are completed, other students can then respond with other predictions,
other things that are confusing, or different ways of summarizing the main idea. While
students are working together, the teacher should actively circulate among the groups to
redirect discussions that have gone astray, model thinking strategies, or ask students
additional questions to probe the meaning of the text at deeper levels” (WWC, p.24).

“Develop and practice the use of a specific “discussion protocol’ ... Follow five guidelines:
ask questions that require students to explain their positions and the reasoning behind
them, model reasoning processes by thinking out loud, propose counter arguments or
positions, recognize good reasoning when it occurs, and summarize the flow and main
ideas of a discussion as it draws to a close. To be effective these types of discussions do
not need to reach consensus; they just need to give students the opportunity to think
more deeply about the meaning of what they are reading” (WWC, p.24).

The authors recognize that “Teachers lack the skills in behavior management, discussion
techniques, or critical thinking to guide productive discussion and analysis of text
meanings. ... Most teachers will need some form of professional development to build their
skills as discussion leaders or organizers. Within schools, it could be very helpful for
content-area teachers to experience these kinds of discussions themselves as a way of
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learning what it feels like to participate in effective, open discussions. ... The following
resources provide helpful information and strategies related to improving the quality of
discussions about the meaning and interpretation of texts:

Adler, M., & Rougle, E. (2005). Building literacy through classroom discussion: Research-based
strategies for developing critical readers and thoughtful writers in middle school. New York:
Scholastic.

Applebee, A. N. (1996). Curriculum as conversation: Transforming traditions of teaching and
learning. Chicago: University of Chicago Press.

Beck, I. L., & McKeown, M. G. (2006). Improving comprehension with Questioning the Author: A
fresh and expanded view of a powerful approach. New York: Guilford.

Beers, K. (2003). When kids can’t read—what teachers can do: A guide for teachers 6-12.
Portsmouth, NH: Heinemann.

Langer, J. A. (1995). Envisioning literature: Literary understanding and literature instruction.
New York: Teachers College Press” (WWC, p.25).

Recommendation #4: Increase student motivation and engagement in literacy

learning.

Evidence: Moderate “The panel considers the level of evidence to support this recommendation

to be moderate, on the basis of two experiments and one quasi-experimental study that had no
major flaws to internal validity other than lack of demonstrated baseline equivalence. Three studies
of weaker design, six experimental and quasi-experimental studies with low external validity, and
two meta-analyses also provided additional evidence to support this recommendation. The
recommendation to improve adolescent literacy through classroom instructional practices that
promote motivation and engagement is further supported by substantial theoretical support for the
role of motivation and engagement to support long-term growth in complex literacy skills” (WWC,

p.26).
Components:
1. Establish meaningful and engaging content learning goals around the essential ideas of a
discipline as well as the specific learning processes students use to access those ideas.
2. Provide a positive learning environment that promotes students’ autonomy in learning.
3. Make literacy experiences more relevant to students’ interests, everyday life, or important
current events.
4. Build in certain instructional conditions, such as student goal setting, self-directed learning,

and collaborative learning, to increase reading engagement and conceptual learning for
students. (WWC)

Selected Techniques & Implementation Notes:

Establish meaningful and engaging content learning goals around the essential ideas of
a discipline as well as around the specific learning processes used to access those
ideas.
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“..if students set their own goals, they are more apt to be fully engaged in the activities
required to achieve them” (WWC, p.28).

“Verbal rewards or praises for student educational performance can be categorized by
focus: ability or effort. Praising students for being smart, fast, or knowledgeable can lead to
students’ perception that their achievement is an indicator of their intelligence or ability.
These students are likely to develop performance goals—for example, the goal of
achieving good grades or looking smart. When faced with failure, students with
performance goals might infer that they do not have the required ability and seek only
those opportunities that make them look smart. On the other hand, students praised for
their effort might view ability as an expandable entity that depends on their effort. These
students are likely to develop learning goals—for example, the goal of enjoying
explorations and challenges or acquiring new skills and knowledge. They might interpret
failure as an indicator of their lack of effort rather than lack of ability. Research also shows
that when teachers stress performance outcomes, students develop performance goals.
Likewise, when teachers put more emphasis on the learning process and provide a
supportive environment where mistakes are viewed as growth opportunities instead of
failures, students are more likely to develop learning goals” (WWC, p.28).

“Studies have consistently shown that students who have learning goals are more
motivated and engaged and have better reading test scores than students who have
performance goals. In one experimental study researchers randomly assigned students to
one of two conditions. In the first condition they told students that many people make
mistakes at the beginning of a task and become better with practice. They encouraged
students to see the task as a challenge and to have fun trying to master it. In the other
condition students were told that people are either good or not so good at certain tasks
and that their completion of the task would indicate how good they are at it. The
researchers found that students in the first condition put more effort into deep processing
of semantic meaning of words and had better memory of the words learned. The points
raised above emphasize the importance of helping students acquire authentic, personally
meaningful learning goals” (WWC, p.28).

Provide a positive learning environment that promotes student autonomy in learning.
“Allowing students some choice of complementary books and types of reading and writing
activities has a positive impact on students’ engagement and reading comprehension.
Empowering students to make decisions about topics, forms of communication, and
selections of materials encourages them to assume greater ownership and responsibility
for their engagement in learning” (WWC, p.28).

Make literacy experiences more relevant to student interests, everyday life, or
important current events.

“.. Use a science topic in the news or one that students are currently studying, such as
adolescent health issues, to build students’ reading, writing, and discourse skills” (WWC,
p.28).
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“Teachers may believe that they can encourage students’ learning by emphasizing external
incentives and reminding students of the impact of learning on grades. However, research has
suggested that this strategy actually has detrimental effects on students’ motivation and
engagement. When teachers put pressure on students to work hard to achieve good grades,
students’ levels of text recall and reading comprehension are lower than when teachers note that
they are interested in the amount of information that students can remember and understand and
that it is up to students to determine how much they would like to engage in learning. Two
meta-analyses of the literature have shown that providing extrinsic rewards to students may
increase students’ initial motivation to read as well as their pleasure and interest in learning about
the world. Earning tangible rewards, such as toys, food, and prizes, and avoiding punishments
were found to have more detrimental effects than receiving verbal rewards” (WWC, p.27).

Curation Notes:
e Recommendation 2 was deprioritized, as direct instruction using comprehension strategies
(unspecified in the report) is work best suited to a certified teacher.
® Recommendation 5 was deprioritized, as it requires trained specialists.



Practice Guide 5: Effective Literacy and English Language Instruction for

English Learners in the Elementary Grades
Released: April 2014 - Full Guide (PDF)

Recommendation #3: Provide extensive and varied vocabulary instruction.

Evidence Level: Strong “This recommendation is based on three studies conducted specifically
with English learners. This recommendation is also indirectly supported by a strong body of
research conducted with native English speakers” (WWC, p.19).

Components of this Recommendation:

e Provide high-quality vocabulary instruction throughout the day.

e Teach essential content words in depth.

e Use instructional time to address the meanings of common words, phrases, and expressions
not yet learned. (WWC)

Selected Techniques & Implementation Notes:

e Vocabulary instruction for English learners should also emphasize the acquisition of
meanings of everyday words that native speakers know and that are not necessarily part of
the academic curriculum.

“This instruction can emphasize the meanings of common phrases and expressions, not just
single words. ... During reading instruction, teachers can teach many of these common words
explicitly—in roughly the same way that they teach content words, but much more quickly. They
can teach many words as they arise in the classroom, drawing attention to the potentially
confusing words and phrases. District practice should ensure that these words are also taught
and reviewed during English language development.” (WWC, p.21)

Recommendation #5: Schedule regular peer-assisted learning opportunities.

Evidence Level: Strong “This recommendation is based on several high-quality experiments and
quasi experiments with English learners. In addition, many peer-assisted studies also have been
conducted with native-English-speaking students, and the results have consistently supported the
positive impact of peer tutoring on student learning outcomes” (WWC, p.28).

Components of this Recommendation:

e Provide high-quality vocabulary instruction throughout the day.

e Teach essential content words in depth.

e Use instructional time to address the meanings of common words, phrases, and expressions
not yet learned. (WWC)

Selected Techniques & Implementation Notes:

e Also consider the use of partnering for English language development instruction.


https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/20074011.pdf
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“The Panel members know that there was no experimental research on this topic, but we still
consider this to be a promising practice, based on the documented success of peer-assisted
learning in other areas of language arts.” During the part of the day reserved for English
language development, for example, peers would work together on reading connected text to
each other and then discussing the text in a structured way. Students could read short
passages of text and then practice summarizing the text for a few minutes, using specific
summarization strategies. Or, after reading the text, they could answer questions, generate
“gist” statements, or use another comprehension procedure, such as “prediction relay,” thinking
ahead in the text and predicting what might happen based on the story content to that point.”
(WWC, p.29)
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Practice Guide 6: Improving Reading Comprehension in Kindergarten

Through 3rd Grade
Released 2010 « Full Guide (PDF)

Contextual Note: While students served by the IMPACT grant may be in grade 5 or
higher, this guide — designed for the early grades — offers recommendations for
supporting beginning readers.

Recommendation #5: Establish an engaging and motivating context in which to teach
reading comprehension.

Evidence Level: Moderate “There is moderate evidence that motivating and engaging practices
(e.g., cooperative learning) improve students’ reading comprehension. Although the evidence for
some practices described here is strong, the overall rating is moderate for two reasons. First,
engaging practices were tested in combination with other practices, making it difficult to attribute
improvements in reading comprehension to the engaging practices. Second, studies examined the
impact of engaging practices relative to other resource-intensive reading instructional approaches
(e.g., tutors or small groups) and found that engaging practices did not affect reading
comprehension differently from these other practices. The panel believes that it would be more
relevant to compare engaging practices relative to the effect of typical reading instruction and
expects, under this comparison, that engaging practices would have a positive impact on reading
comprehension. However, the literature did not explore this contrast.” (WWC, p.34)

Components of this Recommendation:

e Provide high-quality vocabulary instruction throughout the day.

e Teach essential content words in depth.

e Use instructional time to address the meanings of common words, phrases, and expressions
not yet learned.

Selected Techniques & Implementation Notes:

e Help students discover the purpose and benefits of reading.
“Teachers should model how the ability to read affects our daily life, provides enjoyment, and
helps students learn about the world. ... When walking students to the cafeteria, a teacher might
stop to read the students a memo posted on a bulletin board that notifies teachers of a
meeting” (WWC,, p.35)

“Teachers should give reading a prominent role in the classroom. ... fill their classrooms with
books that are appealing to students ... creating attractive and prominently located “literacy
centers,” or classroom libraries ... [with] comfortable seating, small reading rugs, or pillows to
make the reading experience especially enjoyable” (WWC, p.35)


https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/readingcomp_pg_092810.pdf
https://ies.ed.gov/ncee/WWC/Docs/PracticeGuide/readingcomp_pg_092810.pdf
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“Teachers can also cultivate student interest in reading through hands-on activities that
exemplify a theme. For instance, acting out a scene in a book, drawing, or other crafts can
engage students’ interest in a subject by making it real to them” (WWC, p.35)

Create opportunities for students to see themselves as successful readers.

“When students do complete challenging tasks or acquire new skills, provide frequent and
specific praise. Working with them to set goals, monitoring their progress toward those goals,
and providing frequent positive feedback on their performance can boost students’ confidence,
which the panel believes increases students’ intrinsic motivation to read” (WWC, p.36).

Give students reading choices.

o “Allow students to choose from a variety of reading activities or centers.

o Permit students to choose the order in which they complete their work.

o Encourage students to think of questions that lead them to texts that will hold their
interest.

o Allow students to choose how to respond to a text.

o Give students a choice in where they can read.

o Allow students to choose from a selection of texts that serve an instructional purpose.”
(WWC, p.36-37)

Give students the opportunity to learn by collaborating with their peers.

“The panel believes that collaborative learning activities are most productive under two
conditions: (1) when the students perceive their roles as valuable and (2) when teachers
motivate students to help their peers learn rather than simply giving their peers the answer.
Examples of collaborative learning opportunities include the following:

e Ask students to read the same text and then talk to a partner about what they read, what
they predicted, and any connections they made while reading.

e Pair a student who wants to read a book that is too difficult with a higher-performing
reader. Both students can read aloud, alternating paragraphs or pages. As the
higher-performing student practices reading fluently, he or she is also modeling fluent
reading to the other student.

e Teachers should guide students in providing constructive support to their peers.

e Pair students to retell a story, identify the main characters or story setting, or make
predictions about how the story will end.

e Pair or group students to learn interesting facts from informational texts. Students can take
turns sharing their favorite fact from the same text. Teachers can provide guidance about
where students can look for interesting facts.

e Group students to use how-to texts to perform a simple task. Students can take turns
following the instructions step-by-step to complete the task as a group. Model strategies
for the students to use when reading how-to texts.

e Group students to perform a scripted version of a story they have read, create their own
dramatization of a story, or write a new story.” (WWC, p.37)
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Practice Guide 7: Structuring Out-of-School Time to Improve Academic

Achievement
Released: July 2009 - Full Guide (PDF)

Recommendation 3: Adapt instruction to individual and small group needs.

Evidence: Moderate “The panel judged the level of evidence supporting this recommendation to
be moderate. Learning environments that are adaptive to individual and small group needs are
widely believed to be effective in fostering achievement. Within the context of OST, the literature is
not definitive, and, in general, positive effects cannot be directly attributed to the use of the
strategies outlined in this recommendation. However, looking more closely at the actual
implementation of practices related to this recommendation, there is a pattern of more positive
academic effects associated with programs that more closely correspond to this recommendation.
Therefore, the panel believes that OST programs can be more successful if they attempt to
understand the academic needs of the students they serve and adapt their programs to those
needs.”

Selected Techniques & Implementation Notes:

e Use formal and informal assessment data to inform academic instruction.
“For example, reading instructors can use a running record to evaluate reading behavior
and keep track of mistakes that a student makes while reading. The record can be used to
identify trouble spots and monitor student progress over time” (WWC, p.26).

Note: This recommendation connects to Practice Guide 2,
Recommendation #3, where a reading log is suggested for tracking
progress. A reading log used at home can provide informal data with
examples that can support parent-teacher conversations.

e Use one-on-one tutoring if possible; otherwise, break students into small groups.
“A one-to-one ratio enables the most individualized attention for students and facilitates
the continuous assessment of student progress and academic needs” (WWC, p.26).

e Provide professional development and ongoing instructional support to all instructors.

“Inexperienced instructors should be observed and coached in the initial stages of
teaching to monitor quality and to identify the need for additional training” (WWC, p.27).

Curation Note: Other recommendations were deprioritized due to low levels of evidence.
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