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ABSTRACT
SHANNON DIANNE MCKEE PARDUE, Effects of an SRSD Reading Intervention Using Al-

Generated Materials on the Disciplinary ELA Skills of High School Students with Disabilities
(Under the direction of DR. KRISTEN BEACH)

Disciplinary literacy is a multidimensional, inquiry-driven construct that encompasses
reading, investigating, reasoning, speaking, and writing within a discipline. In secondary
education, reading shifts students from basic comprehension to evaluating, interpreting, and
synthesizing texts like disciplinary experts. In English Language Arts (ELA), this includes
forming evidence-based interpretations aligned with standards such as theme identification and
citing textual evidence. Using a multiple-probe across participants design, this study examines
the effects of CUT to the Message, a standards-aligned intervention embedded within the Self-
Regulated Strategy Development (SRSD) framework, on the reading comprehension and
engagement of high school students with disabilities (SWD) reading below grade level. Reading
comprehension is measured by a student’s ability to identify the narrative theme of a passage and
cite textual evidence. The study also compared outcomes using Al-generated and traditional
texts. Findings indicated improvements in engagement, strategic responding, theme
identification, and evidence citation, establishing a functional relation between the intervention
and reading comprehension performance. Results also revealed no meaningful differences in
performance levels or student perceptions between text types. This study supports discipline-
specific interventions and Al-generated materials as a promising, transferable tool for

disciplinary literacy.
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CHAPTER 1: INTRODUCTION
Context and Scope of the Problem

The National Assessment of Educational Progress (NAEP; 2025) administers nationwide
reading comprehension and proficiency exams every two years to fourth, eighth, and twelfth
grade students. The test examines students’ reading proficiency using locate/recall,
integrate/interpret, and critique/evaluate questions. These questions, presented in multiple choice,
short answer, and constructed response formats, ask students to read and analyze 200 — 800-word
poetry, nonfiction, and literary passages. In its 2025 report, NAEP highlighted a declining trend
in reading comprehension performance, noting that proficiency levels mirror those of the first
assessment administered in 1992. Moreover, results indicated 30% of eighth-grade students in
2024 and 33% of twelfth grade students in 2019 scored below proficiency level, or two grade
levels below, in reading. These low levels are particularly concerning for SWD, with even fewer
achieving proficiency. In 2024, only 9% of eighth grade SWD achieved proficiency. In 2019 (the
most current 12" grade data), only 11% of twelfth grade students scored at the proficient reading
level.

Supporting these findings, Fuchs et al. (2023) examined educational placement and
reading proficiency data as reported by the Office of Special Education Program (OSEP) and the
National Center for Education Statistics. Investigating a span of nine years, on average over 90%
of SWD who received 80% of their instruction in the general education classroom were reading
at least one level below grade level. Additionally, Atwell and colleagues (2019) analyzed
graduation rates and indicated just 68.2% of SWD graduated from high school, a percentage

significantly lower than their non-disabled peers.



These low reading proficiency and graduation levels require attention. Research suggests
students who struggle with reading comprehension face potential challenges with academic
achievement, graduation rates, post-secondary placement and settings, employment, and
community engagement (Afacan et al., 2017; Atwell et al., 2021; Sanders et al., 2019).
Additionally, deficits in reading comprehension may contribute to increased behavior challenges
and decreased motivation among students (Rollins et al., 2022).

Development of the Common Core State Standards

In response to ongoing concerns about reading achievement levels, the National
Governors Association (NGA) and the Council of Chief State School Officers (CCSSO)
introduced national Common Core State Standards (CCSS) in 2010 to increase rigor and unify
literacy instruction (Common Core State Standards Initiative [CCSSI], 2010a). To address
discipline-specific literacy demands and improve reading performance levels, the NGA and
CCSSO developed CCSS for ELA and Literacy in History/Social Studies, Science, and Technical
Subjects in 2010 (CCSSI, 2010a). These rigorous, evidence-based, and internationally
benchmarked standards are designed to prepare students for college and post-secondary
outcomes by emphasizing skill development in the areas of reading, writing, speaking, listening,
and communicating. The adoption and implementation of CCSS, however, has yet to improve
student reading proficiency (Song et al., 2022). Song and colleagues stated “In order for the new
standards to ultimately produce meaningful gains in student learning, the new standards must
first induce real changes in teacher knowledge and instructional practice, which are key
mediators in the pathway from the adoption of the new standards to improved student learning
(Cohen & Hill, 2000; Hill & Chin, 2018 p. 640). The need to translate standards into meaningful

changes in teacher knowledge and instructional practice calls for evidence-based strategies and



interventions that systematically support educators in implementing CCSS-aligned instruction
while targeting reading proficiency and outcomes.
Current Research on Reading Interventions in High Schools

Although the NGA and CCSSO introduced national standards to promote consistency in
literacy instruction, progress in reading proficiency remains limited. To address reading
proficiency levels, the field of education would benefit from interventions and instructional
materials aligned with these standards within the secondary school setting focused on SWD
reading below grade level. Presently, reading intervention research in secondary school settings
(Baye, 2018, Paul & Clark, 2016) with SWD (Rollins et al., 2022, Sanders et al., 2019) is
limited. Examining students in general education settings, a systematic review of reading
interventions conducted in secondary schools from 1999 to 2014 revealed only eight randomized
controlled trials that evaluated interventions targeting aspects of reading including fluency,
vocabulary, and comprehension (Paul & Clark, 2016). Of the eight studies identified, two
examined high school participants (i.e., Berkeley et al., 2011; Cantrell et al., 2010). Both studies
included strategy instruction but focused on intermediate literacy skills (Shanahan & Shanahan,
2008) such as word identification, visual imagery, and paraphrasing. Moreover, Cantrell et al.
(2010) reported in their study investigating the impact of Learning Strategies Curriculum (LSC)
on reading comprehension and reading strategies outcomes that the strategies examined did not
result in statistically significant (p > .05) gains for high school students, and learners only
demonstrated gains at the middle school level. Frankel et al. (2021) reported similar discouraging
effects with their qualitative meta-synthesis of reading interventions in secondary school settings.
Of the 21 studies reviewed from 2000 to 2020, insights gleaned from student perceptions of

reading performance and interventions, noted that while students were aware of their reading



abilities and challenges, interventions and educational placement often resulted in feelings of
confusion, embarrassment, frustration, and a lack of relevance or agency when reading. Given
the limited and inconsistent findings, a closer examination of reading models and theoretical
frameworks may provide insight into how to best address reading comprehension challenges
with secondary students.

Reading Models and Theoretical Foundations

When approaching reading proficiency and learner outcomes, it is important to first
understand the reading process. Reading models outline foundational components of reading and
outline frameworks that provide insight into reader strengths and weaknesses (Farrall, 2012).
Models such as the Simple View of Reading (Gough & Tunmer, 1986; Hoover & Gough, 1990),
Scarborough’s Rope (Scarborough, 2001), the Direct and Inferential Mediation Model (DIME;
Cromley & Azevedo, 2007), the Direct and Indirect Effects Model of Reading (DIER; Kim,
2020), and the Active View of Reading (Duke & Cartwright, 2021) depict how component skills
interact and impact reading comprehension.

The simple view of reading (Gough & Tunmer, 1986; Hoover & Gough, 1990), the most
basic of reading models, equates reading (R) as the product of decoding (D) and linguistic or
language comprehension (C); R = D x C. Scarborough’s Reading Rope expands the simple view
of reading and introduces strands within word recognition and language (listening)
comprehension that illustrate the interwoven nature of these components as readers become
skilled in reading (Scarborough, 2001). The DIME (Cromley & Azevedo, 2007) and DIER (Kim,
2020) models expand the reading models further by moving beyond word recognition and
language comprehension and identifying predictors and structural relations. As the models

evolve, the significance of background knowledge, strategy use, regulation, and inference, are



highlighted further providing insight into how best to support adolescents who read below
proficiency.

Evolving further, the Active View of Reading (Duke & Cartwright, 2021) synthesizes and
broadens research from the other models accounting for (a) contributors of reading difficulties,
(b) the overlapping nature of word recognition and listening comprehension, and (c) the
inclusion of active, self-regulatory processes in reading. The active view of reading
acknowledges the influence of active self-regulation (i.e., motivation and engagement, executive
function skills, strategy use) on word recognition, bridging processes, and language
comprehension. “Readers play a central role in making reading happen” (Duke & Cartwright,
2021, p. 530). Skilled readers read actively. Designed to guide instructional practice, this model
emphasizes the need for targeted interventions that extend beyond foundational reading skills
and consider motivation, background knowledge, strategy use, and self-regulation development.
Background Knowledge, Strategy Use, and Reading Comprehension

As these reading models demonstrate, reading comprehension is multidimensional and
builds on interrelated components rather than one individual skill. When designing and providing
interventions targeting reading comprehension, it is important to consider the nonlinear, dynamic
nature of reading and account for background knowledge, strategy use, and motivation. For
optimal outcomes, readers benefit from incorporating strategies that address multiple
components of reading such as vocabulary, decoding, comprehension, and motivation (Roberts et
al., 2008; Vaughn et al., 2024) across content areas and standards. Reading comprehension
strategies and interventions that encourage students to engage with reading passages while
activating connections with their existing knowledge, schema, and experiences are essential

components of effective instruction (Allen, 2003; Elbro & Buch-Iversen, 2013). Accordingly,



improving reading proficiency levels requires that instructional strategies and materials consider
the overarching reading process and the CCSS.

With multiple reading models identifying background knowledge as a key component of
reading comprehension, it is imperative that interventions and instructional materials properly
consider reader background knowledge levels. Collectively, background knowledge encompasses
a reader’s culture, experiences, linguistics, and world knowledge (Allen, 2003; Hattan et al.,
2023), and aids readers in connecting with a passage and facilitates knowledge acquisition and
comprehension (Hattan et al., 2015; Schmidt et al., 1989). Consistent with schema theory
(Anderson et al., 1977), readers use background knowledge to organize, decipher, and revise
information. The extent of a reader’s background knowledge directly impacts their ability to
make inferences and engage in meaningful learning (Ausubel, 1968; Hay, 2008). Without
background knowledge, readers may encounter challenges with making connections, inference,
and comprehension, particularly on literary tasks targeted by the CCSS.

Disciplinary Literacy Frameworks

Although reading models consistently account for background knowledge, and the Active
View of Reading (Duke & Cartwright, 2021) considers the active, self-regulatory processes (i.e.,
motivation and engagement, executive function skills, strategy use) involved in reading, scholars
examining disciplinary literacy suggest considering additional frameworks and models
(Shanahan & Shanahan, 2008; Schoenback et al., 2017) as students advance and transition into
secondary settings. Disciplinary literacy is a multidimensional construct that is inquiry driven
and requires procedural knowledge of how to read, investigate, reason, speak, and write within a

specific discipline (McConachie & Petrosky, 2010; Moje, 2008; Spires et al., 2018). In secondary



school settings disciplinary literacy includes four domains: ELA, science, social studies/history,
and mathematics (Spires et al., 2018).

Building on the definition of disciplinary literacy, Shanahan and Shanahan (2008)
conceptualized literacy as a three-leveled pyramid beginning with basic literacy, transitioning to
intermediate literacy, and apexing with disciplinary literacy illustrating the progression and
hierarchical nature of literacy. Basic literacy includes phonemic awareness, decoding, and the
knowledge of high frequency words. Intermediate literacy, much of which is targeted in reading
interventions (Paul & Clark, 2016; Filderman et al., 2022; Sohn et al., 2023), includes fluency,
word meaning, and comprehension. As described above, disciplinary literacy entails literacy
skills that are specialized to a particular discipline. For example, ELA disciplinary literacy skills
require readers to conduct literary analysis and interpretation integrating specific skills and
terminology. It is not enough for readers to define literary terms such as theme and evidence.
They must also be able to apply strategies and technical procedures associated with those terms.
Disciplinary literacy requires readers to identify the theme of a passage and cite textual evidence
to support their reasoning and interpretation.

Schoenbach et al. (2017) present a similar conceptualization with the Reading
Apprenticeship framework. Grounded in metacognition, the Reading Apprenticeship framework
encourages readers to think about and discuss their thought processes while they read. The
framework includes four dimensions: (a) social dimension (e.g., collaborative learning
environment, shared reading experiences), (b) personal dimension (e.g., confidence, reader
identity, motivation), (c) cognitive dimension (e.g., reading purposefully, problem solving,
monitoring understanding), and (d) knowledge building dimension (e.g., technical vocabulary,

disciplinary content, discourse practices). Illustrated as a metacognitive funnel, the Reading



Apprenticeship begins wide with “notice thinking,” and gradually narrows from “focus on
reading” to “focus on solving reading problems” to the narrowest level “focus on disciplinary
literacy practices.” As readers advance through the funnel they are encouraged to ask questions
about how and why they read and what strategies they should use to derive meaning from the
text. As this model conveys, as one develops disciplinary literacy skills they transition from
reading words to reading like a disciplinary expert or apprentice in that discipline (Moje, 2008,
2011; Shanahan & Shanahan, 2014). Figure 1 illustrates the theoretical overlap of the reading
models (e.g., Simple View of Reading [Gough & Tunmer, 1986; Hoover & Gough, 1990], Active
View of Reading [Duke & Cartwright, 2021) with disciplinary literacy and the Reading
Apprenticeship framework (Schoenback et al., 2017). Just as the reading models have increased
over time in complexity and the identification of components of the reading process, this
illustration emphasizes the trajectory students experience as they acquire disciplinary literacy
skills and progress towards apprenticeship.

Disciplinary literacy requires readers to form a deeper understanding of a discipline and
begin to think, read, and act as a disciplinary expert. When providing disciplinary literacy
instruction, it is essential that instruction be explicit and include strategy development that is
tailored to the discipline and aligned with its standards. Research in providing this instruction to
secondary SWD reading below grade level, however, limited (Filderman et al., 2022; Sohn et al.,

2023).



Figure 1

Theoretical Conceptualization of the Overlap Between Reading Models and Disciplinary
Literacy
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Disciplinary Literacy and Reading Interventions for SWD Reading Below Grade Level

Research for students with reading difficulties, including those with disabilities reading
below grade level, in high school focusing on disciplinary literacy is limited. Most reading
intervention research involving secondary students focus on intermediate literacy skills which
are necessary, but not sufficient for proficient grade level reading. Sohn et al.’s (2023) and
Filderman et al. (2022) both conducted meta-analysis examining reading interventions at the
secondary level. In Sohn et al. (2023) meta-analyses investigating interventions targeting
adolescent reading comprehension outcomes, 37 studies from 1982 to 2021 were identified.
Interventions primarily supported reading comprehension via multicomponent strategies,
metacognitive strategies, computer aided instruction (CAI), and peer mediation. Multicomponent
strategies combined basic reading skills (e.g., phonics) with intermediate reading skills (e.g.,
comprehension, vocabulary), and metacognitive strategies combined comprehension with self-
monitoring and/or strategy use. While interventions designed to enhance reading comprehension
were found to be effective (g =.63), only 14 of the 37 studies included high school participants.
Of the high school studies included, multicomponent (n = 7) and metacognitive (n = 4) strategies
were predominately used, focusing primarily on expository texts (n = 13). Only two of the 14
high school studies included English Language Arts (ELA) narrative texts. Studies did not report
specifically on disciplinary literacy.

The findings reported in Filderman et al.’s (2022) meta-analysis of the effects of reading
interventions on comprehension outcomes for struggling readers in third through twelfth grade,
mirror Sohn et al. (2023). In the 64 studies identified in the Filderman et al. (2022) meta-
analysis, positive effects of reading comprehension interventions (g = .59) on reading

comprehension outcomes were reported. Fourteen of the studies were conducted with high
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schools. Of those studies (n = 14), reading comprehension interventions addressed main idea (n
=9), inference development (n = 2), text structure (n = 1), retell (n = 1), prediction (n = 3),
vocabulary (n = 3), and content knowledge (n = 4). The four interventions targeting content
knowledge (i.e., Bergerud et al., 1988; Billingsley & Wildman, 1988; Kent et al., 2015; Solis et
al., 2015) all used expository texts. The disciplines of social studies (Berkeley et al., 2011; Kent
et al., 2015; Solis et al., 2015) and science (Bergerud et al., 1988; Solis et al., 2015) were
incorporated into four of the studies, but most focused on intermediate skills such as
summarizing and explicit recall. Kent et al. (2015), did address disciplinary literacy, using team-
based learning to enhance content acquisition in social studies targeting comprehension related to
historical events, facts, and issues. Team based learning, however, resulted in a small (Hedges’ g
= .38) but non-significant effect in reading comprehension outcomes. In all studies addressing
content knowledge, ELA was not mentioned. Two studies did include narrative passages (i.e.,
Michaux, 2011; Zanowicz, 1996); however, these were presented alongside expository passages
and were not the primary focus of instruction or the investigation. The underrepresentation of
ELA narrative texts across both meta-analyses (Filderman et al., 2022; Sohn et al., 2023) and
lack of disciplinary alignment in general highlight the need for investigations that involve
explicitly teaching high school students strategies when reading and analyzing text in
disciplinary ways. Such investigations would shed light on the promise of supporting reading
comprehension in ways that promote access to discipline-specific standards and skills, rather
than focusing solely on intermediate skills.
Applying Disciplinary Literacy to English Language Arts

Presently, disciplinary literacy in ELA is an underdeveloped area of research and

warrants investigation. With guidance from the disciplinary literacy frameworks (e.g., Reading
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Apprenticeship Framework [Schoenbach et al., 2017]), interventions aligned with specific ELA
standards (e.g., theme identification, textual evidence citation) may extend research and provide
insight into how best to address standards instruction and general curriculum access.
Instructional focus should therefore transition from content presentation to addressing the
literacy requirements of each discipline.

Content reading and comprehension situates generic strategies and tools across subject
areas, passages, and disciplines (Hynd-Shanahan, 2013). However, as students advance into
middle and high school texts become more specialized, technical, and complex in which higher
levels of understanding and critical thinking are required (Shanahan & Shanahan, 2017). For
ELA this means examining literature, linguistics, and writing (Spires et al., 2018). Gravel (2018)
recommends that disciplinary literacy for ELA spans across four themes: (a) identify as a writer,
(b) read for meaning, (c) read like a writer, and (d) write like a writer. With “read for meaning,”
Gravel suggests readers studying ELA must advance beyond basic comprehension and
purposefully access background knowledge, assimilate new knowledge, consider connections,
and form opinions. In other words, readers must engage in becoming a literary critic, and
practice comparing, evaluating, synthesizing, and interpreting information (Rainey & Moje,
2012; Spires et al., 2018, Zygouris-Coe, 2012).

To engage in reading as a literary critic or apprentice, the demands of the discipline need
to be clearly defined. The CCSS require students to read, interpret, integrate information, and
comprehend complex texts (i.e., poetry, narrative and informational texts) across content areas,
using context clues to decipher unfamiliar terms and concepts (Vaughn et al., 2024), and
demonstrate an understanding of reading passages by referring to specific events, characters,

details, and structures (CCSSI, 2010a). Reading becomes purpose-driven (Rainey & Moje, 2012)
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with a goal of interpretation rather than just comprehension (Reynolds & Rush, 2017). With
literary texts, readers become cognizant of different structures (e.g., novels, short stories), genres
(e.g., science fiction, fantasy), and terminology (e.g., theme, figurative language) that are
discipline specific.

Goldman et al. (2016) recommended the following learning goals for literary reading: (a)
read closely (e.g., identify and interpret key details), (b) synthesize patterns (e.g., connections
within and across texts), (c) acknowledge the dialogue that occurs between the reader and author,
(d) justify claims and interpretations. These goals align with the rigor and expectations of the
CCSS, which encourage the development of content knowledge, reading, writing, and critical
thinking skills (Zygouris-Coe, 2012). As students advance in grade level, the CCSS progress
from restating explicit information presented in the text such as the topic or main idea, to
identifying inferential and discipline-specific details that communicate the author’s purpose and
craft and connect one text to another (CCSSI, 2010a ; Shanahan & Shanahan, 2012). Beginning
in fourth grade, the standards transition from identifying the main idea and explicitly describing
events, to identifying the theme and drawing implicit inferences (CCSSI, 2010a).

Proficiency measures such as state standardized tests (North Carolina Department of
Public Instruction, n.d.) and NAEP (2025) align directly with the CCSS and serve as a measure
of students’ college and career readiness. Although there is clear alignment between the
standards and proficiency measures (CCSSI, 2010; NAEP, 2025), many reading interventions
emphasize basic and intermediate literacy skills (Filderman et al., 2022), and do not explicitly
state if they are aligned with a particular discipline or the CCSS.

Research recommends establishing learning goals in ELA disciplinary literacy and

emphasizes the need for explicit, scaffolded instruction (Rainey & Moje, 2012; Spires et al.,
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2018), yet there are gaps in the literature as to how to provide this instruction. Expanding the
current literature base, a need exists for discipline-specific strategies (e.g., theme identification,
textual evidence citation) that authentically align with the purpose, relevance, and standards of
the discipline and empower students to interpret and analyze as an apprentice within that
discipline (Zygouris-Coe, 2012).

Theme Identification. The theme, or overall message of the story, extends beyond
defining the main idea or topic of a passage (Olson et al., 2010). As a foundational building
block for disciplinary literacy and ELA, theme identification requires students to interpret the
purpose of a passage and how it relates to individuals, families, societies, cultures, and the world
as a whole (LeBlanc, 2025). Teaching theme identification, therefore, requires secondary
educators to approach reading and literacy in a disciplined and systematic manner. With theme
identification, the student uses strategies to inferentially decipher the author’s overall purpose,
perspective, and meaning (Levine, 2018). Articulated best as a declarative statement, the theme
of a passage conveys a complete thought, which authors often implicitly present indirectly
throughout the reading in multiple points (Graesser et al., 2001; Kurtz & Schober, 2001).
Research suggests that students identify theme more effectively when they are able to make
connections with the reading outside of the passage and relate the theme and passage to their
own individual experiences, readings, backgrounds, and worlds (Kurtz & Schober, 2001; Levine,
2018). Because individual experiences and backgrounds contribute directly to how a reader
identifies the theme of a passage, interpretations may vary slightly depending on reader
perspective. For example, with the children’s tale Little Red Riding Hood, in which the main
character encounters danger by talking to a wolf in the woods, a younger reader may identify the

theme of the tale to be don’t talk to strangers. This is correct in that it is a complete thought,



15

applies to contexts outside of the text, and is introduced throughout the tale. However, an adult
reading the same tale may interpret the theme as being children can encounter danger when
unsupervised. Again, this is correct, it is just from a different perspective. Identifying the theme
of a passage is not automatic and students are most effective when they are taught to use
strategies, reflect mindfully, and critically interpret the passages’ meaning and purpose (Kurtz &
Schober, 2001; LeBlanc, 2025). Theme identification is an essential component of ELA
disciplinary literacy, yet few interventions address narrative passages much less focus on the
specific standard (Filderman et al., 2022; Sohn et al., 2023). Therefore, standards-aligned
interventions that specifically address theme identification are needed.

Textual Evidence Citation. Contributing to theme identification, citing textual evidence
is another essential component of ELA disciplinary literacy. Presented in fourth through twelfth
grade across ELA standards (i.e., reading, writing, speaking and listening), students are expected
to gather and convey both explicit and implicit textual evidence from their readings to verify
comprehension, build arguments, and evaluate other’s claims and use of evidence (CCSSI,
2010a). More than just listing quotes from a selected passage, citing textual evidence is directly
linked to the purpose of reading (Eppley, 2019) and college and career readiness (CCSSI,
2010a).

Citing textual evidence requires readers to draw connections in and outside of the reading
and identify a reader’s ability to compare sources, integrate and build knowledge, draw
conclusions, and articulate arguments (Dougherty Stahl, 2014; Fischer & Frey, 2014). With 80 —
90% of secondary reading standards employing citing textual evidence as a demonstration of
comprehension and understanding (Coleman & Pimental, 2012), it is imperative students are

explicitly taught what counts as evidence and how and when to provide it to support their
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responses and claims (Dougherty Stahl, 2014; Eppley, 2019). Because evidence varies across
disciplines (Dougherty Stahl, 2014) and narrative texts are often ambiguous and interpretation is
dependent on the reader’s experiences and perspectives (Deane, 2020), students may require
additional support with interpreting explicit and implicit text details. Instruction and
interventions teaching students how to cite textual evidence to best communicate their critiques,
analysis, and interpretations of readings (Eppley, 2019) within a specific discipline (Deane,
2020; Dougherty Stahl, 2014) are needed, so that students’ reading proficiency progresses and
they generalize citing textual evidence to other disciplines (Coleman & Pimental, 2012).
The Need for Standards-Aligned Instruction

As reflected in the NAEP (2025) performance data, the adoption of the CCSS in 2010 has
yet to improve student reading proficiency (Song et al., 2022). This may be attributed to how the
standards were initially introduced and implemented. Song and colleagues (2022) emphasized
the discrepancy between introduction and instruction stressing the importance of educators and
instructional practice play in CCSS implementation. While reading interventions have focused
on basic (e.g., Torgesen et al., 2001) and intermediate (e.g., Asaro-Saddler et al., 2018) literacy,
few have focused on disciplinary literacy and standards-aligned comprehension skills, such as
theme identification and textual evidence citation. These skills represent the higher order of
thinking that is demanded with the CCSS and assessed by the NAEP. Interventions are needed
that specifically target these skills to increase discipline literacy and access to grade-level ELA
standards for SWD reading below grade level In a survey conducted by the American Teacher
Panel (Kaufman et al., 2018), teachers reported being unclear as to how to properly align
instruction with CCSS, suggesting teachers would benefit from more guidance regarding

resources, implementation, and expectations related to CCSS. It is not enough to embed CCSS
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into the general education curriculum of the U.S.. For an effective impact, curriculum,
instructional strategies, interventions, and materials must equally be standards aligned (Coburn,
2004; Coburn et al., 2016; Song et al., 2021).

Emerging Approaches to Standards-Aligned Instruction

A potential tool for addressing standards-alignment and material access is Artificial
Intelligence (Al). Designed to imitate human intelligence using algorithmic analysis, inference,
interaction, and prediction (Topkaya et al., 2025), Al may serve as a viable tool for generating
standards-aligned instructional materials that are tailored to a particular discipline and an
individual student’s needs. Research supports using Al to generate reading passages and
assessment questions (Binhammad et al., 2024), as well as discipline-specific standards such as
theme identification and textual evidence citation (Pardue & Beach, manuscript under review,
2026). However, while support for generating the materials exists, research is limited on how
learners perform and perceive the materials. Focusing on instructional materials, research
supports Al’s ability to generate materials (Bulut & Yildirim-Erbasli, 2022), and results suggest
positive student and teacher material perceptions (e.g., Dejulio et al., 2024), yet, research is
underdeveloped with material generation and implementation, which limits evidence-based
support and replication.

Additional research examining discipline-specific standards alignment, (e.g., theme
identification, textual evidence citation), learner outcomes associated with instructional
materials, and performance and perception comparison of Al-generated and textbook materials is
warranted. Comparison of material type may provide insight into the viability, acceptability, and

practicality of using Al to generate instructional materials.
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Study Purpose and Research Questions

With this study, I aimed to (a) investigate the effects of CUT to the Message, a researcher
created, standards-aligned intervention on the reading comprehension performance and
engagement levels of high school SWD reading below grade level when identifying the narrative
theme of a passage and citing textual evidence, (b) present Al-generated and traditional textbook
assessment passages to compare and examine student perceptions and performance, and (c)
evaluate the social validity of the intervention and reading materials.
Research questions included:
1. What is the effect of the CUT to the Message intervention on the reading comprehension
skills of high school SWD reading below grade level as measured by theme identification
and textual evidence citation?
2. After receiving the CUT to the Message intervention, how do reading comprehension
performance and participant perceptions of interest and clarity compare across Al-
generated and textbook passages for high school SWD reading below grade level?
3. How do high school SWD reading below grade level perceive the social validity of the
CUT to the Message reading intervention, the Al-generated passages, and the textbook
passages?
Study Significance

This study contributes to the limited evidence base regarding how ELA discipline-
specific interventions can support high school SWD reading below grade level. The CUT to the
Message intervention embedded within the SRSD framework, intentionally targets theme
identification and textual evidence citation, two discipline-specific ELA standards presented

across secondary ELA grade levels. Presently many reading interventions focus on intermediate
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literacy skills and general content comprehension (e.g., summarization [ Vaughn & Wanzek,
2024]; text structure [Boon et al., 2015]). However, this study examined reading comprehension
performance as measured by learner outcomes aligned with ELA CCSS. By aligning
interventions with the ELA disciplinary literacy expectations of secondary school settings, this
study addresses a current gap in literature (Filderman et al., 2022; Sohn et al., 2023) and provides
methods for increasing the accessibility of grade-level general education curriculum and
instruction for SWD reading below grade level.

Moreover, the use of Al-generated reading passages alongside traditional textbook
passages provides insight into the perceptions, performance, and generalization of high school
SWD reading below grade level. By introducing Al-generated passages tailored to a student’s
background knowledge and then assessing their performance on non-individualized Al-generated
and textbook passages, this study (a) examines the efficacy of using Al to tailor standards-
aligned instructional materials and (b) evaluates the viability of using such materials. Much of
the current literature involving Al-generated materials measures student perceptions and
motivations (e.g., Dejulio et al., 2024; Yilmaz & Aydin, 2025) but does not explicitly assess
student performance or compare the generalization of performance to non-Al-generated
materials. Addressing this gap in the literature, this study assessed student performance and
perceptions for both Al-generated and textbook materials. This analysis conveyed possibilities
and limitations when using Al to generate standards-aligned instructional materials.
Delimitations/Limitations

There are several delimitations to consider in this study. This was a pilot study and the
first examination of CUT to the Message; therefore, I selected the research design, setting, scope,

participant characteristics, and instructional materials based on the need for conducting an initial
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examination of the intervention to potentially inform future directions. First, given no prior
empirical support for the intervention, I selected a multiple-probe design across participants to
allow a detailed analysis of the participants’ learning processes, outcomes, and perspectives.
Second, due to geographical, time, and feasibility constraints, I conducted the study in one
school and examined four SWD reading below grade level with Individualized Education
Programs (IEP) who met specified oral reading fluency score parameters (i.e., upper middle
school, 2123 WCPM). I chose the minimum oral reading fluency score to circumvent challenges
with comprehension that may arise when decoding and fluency challenges are present (Duke &
Cartwright, 2021; Gough & Tunmer, 1986 ). Third, I limited the scope of the intervention to
narrative passages and specified standards (i.e., theme identification, textual evidence citation).
These standards are implemented across grades (i.e., 4 — 12) and establish a foundation for
additional ELA literary CCSS (CCSSI, 2010a). Lastly, I included instructional material
restrictions: (a) material parameters, (b) material presentation during intervention. I selected
material parameters (i.e., theme, Lexile level, word count) based on CommonL.it passage
analysis rather than including additional textbook resources. Moreover, due to sample size, time
constraints, and a need for three demonstrations of effect, I presented only Al-generated
materials during the intervention condition restricting material comparison to assessment
conditions.

Beyond delimitations, there are limitations to consider. Specifically, limitations included:
sample size, research design, researcher role, measurement tools, attendance, and instructional
confounds. First, due to sample size (N = 4) and school choice, geographical and demographical
diversity was limited across participants and settings. This, accompanied by the multiple-probe

across participants design and the low number of maintenance data points limited generalization.
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Second, given that this was a pilot study, I served as the interventionist, collecting and scoring all
data. To mitigate researcher bias, I conducted procedural fidelity and interobserver agreement
calculations. Third, the study contained measurement constraints. The rubric was a researcher-
developed, and, although reviewed by ELA teachers, it was not a validated, standardized
measure. Additionally, participants completed an exit ticket after each reading, which may have
produced patterns in responding and response fatigue. Fourth, attendance and school event
schedules (e.g., pep rally) delayed sessions and may have impacted dosage and data consistency.
Lastly, all participants continued to receive ELA and special education instruction during the

study. This may have introduced confounding instructional influences.
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Definition of Terms
Artificial Intelligence (AI) — Technological programs and tools designed to imitate human
intelligence via algorithmic analysis, interaction, inference, and prediction (Hwang et al., 2020;
Topkaya et al., 2025; Yilmaz & Aydin, 2025).
Al-Generated Instructional Materials — Instructional materials generated using Al (e.g.,
ChatGPT) in which the instructor or researcher provides parameters for material development
such as readability measures, instructional purpose, genre, and intended audience, and evaluates
outputs (Dejulio et al., 2024; Pardue & Beach, manuscript under review, 2026).
Citation of Textual Evidence — A student’s ability to provide explicit or implicit details orally or
in writing that convey their understanding and comprehension of a passage (Deane, 2020) while
simultaneously supporting the reasoning behind their analysis, interpretation, and critique of the
passage (Eppley, 2019).
Common Core State Standards - Rigorous, benchmarked, evidence-based academic standards
that are aligned with expected learner outcomes for each course of study (e.g., ELA,
mathematics) with the intent of preparing students for college and post-secondary employment
(CCSSI, 2010a, 2013, 2017).
CUT to the Message — A mnemonic strategy, embedded within the SRSD framework designed
to teach learners to identify the theme of a passage and cite textual evidence to support their
response. CUT to the Message teaches that the theme, or message, of a narrative passage must be
(a) a Complete thought, (b) Universal, and (c) Throughout the text.
Disciplinary Literacy — An inquiry driven, multi-dimensional construct across ELA, science,

social studies/history, and mathematics (Spires et al., 2018) in which discipline-specific



23

procedural knowledge for reading, investigating, reasoning, speaking, and writing is required
(McConachie & Petrosky, 2010; Moje, 2008; Spires et al., 2018).

Learning Disability (LD) — A disability identified by the Individuals with Disabilities Education
Act (IDEA; 2018) as a disorder in psychological processes which impact a student’s ability to
write or speak and can present as challenges with one or more of the following: listening,
thinking, speaking, reading, writing, spelling, and calculating mathematics.

Mnemonic — Learning strategies and cognitive cues (e.g., CUT to the Message) that facilitate
learning, knowledge acquisition, and recall (Bellezza, 1981) and assist learners in making
connections between existing prior knowledge and new information (Scruggs & Mastropieri,
1990).

Self-Regulated Strategy Development (SRSD) — An evidence-based, cognitive strategy taught
across six stages that incorporates self-regulation skills (e.g., goal setting, self-monitoring, self-
assessment) and uses explicit instruction to cater learning to the individual student while
facilitating motivation and engagement (Harris & Graham, 1999; Graham & Harris, 2018). The
six stages of SRSD include: (1) develop background knowledge, (2) discuss it, (3) model it, (4)
memorize it, (5) support it, and (6) independent practice.

Social Validity — A measurement of (a) social significance of goals and behaviors being targeted
for change, (b) the social appropriateness of the procedures in terms of ethics, feasibility, and
practicality, and (c) the social impact of effects on outcomes in terms of meaningfulness,
generalization, and sustainability (Ledford & Gast, 2024; Wolf, 1978).

Standards-Aligned Intervention — interventions and instructional strategies designed to

specifically target grade-level academic skills and standards (e.g., theme identification, textual
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evidence citation) within a designated discipline (e.g., ELA, science) as embedded within the
CCSS and assessed by the NAEP (Coburn, 2004; Coburn et al., 2016; Song et al., 2021).
Standards-Aligned Instructional Materials — instructional materials (e.g., reading passages,
graphic organizers) aligned with discipline-specific (e.g., ELA, history), grade-level academic
skills and standards (e.g., CCSS) that intentionally enhance opportunities for learning within a
designated course of study (Doan et al., 2022; Song et al., 2022).

Theme — the message or lesson conveyed indirectly by the author throughout a narrative passage

(Graesser et al., 2001; Kurtz & Schober, 2001; Levine, 2018)
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CHAPTER 2: LITERATURE REVIEW

To address the low reading proficiency of high school SWD reading below grade level,
discipline-specific and standards-aligned reading comprehension interventions and materials that
embed background knowledge activation and self-monitoring strategies are needed. |
hypothesized, interventions based on the self-regulated strategy development (SRSD)
framework, such as CUT to the Message, and reading materials that are scaffolded and generated
using artificial intelligence (AI) would improve the reading comprehension and engagement
outcomes of secondary SWD. This study investigated the effects of a researcher-developed
standards-aligned intervention, CUT to the Message, on the reading comprehension performance
and engagement levels of high school SWD reading below grade level. Specifically, the study
examined students’ ability to identify the narrative theme of a passage and cite textual evidence
across Al-generated and textbook passages. Furthermore, this study contributed to the
developing body of research investigating SRSD in reading with high school SWD, in which
research is currently limited.

In this chapter, I review literature related to reading comprehension interventions and
instructional materials. The review encompasses two key strands as represented in the conceptual
framework (Figure 2). The framework demonstrates how the SRSD based intervention, CUT fo
the Message, implemented using Al-generated passages, is hypothesized to improve the reading
comprehension performance and engagement levels of high school SWD reading below grade
level. The strands focus on integrating an SRSD-based intervention. I hypothesized that the
intervention CUT to the Message would enhance students’ ability to identify the narrative theme
of a passage and cite textual evidence. I also hypothesized that when compared to traditional

textbook materials, the implementation of Al-generated, standards aligned materials and the
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intervention CUT to the Message would positively impact the reading comprehension
performance (i.e., theme identification, textual evidence citation) and engagement levels of high
school SWD who currently read below proficiency.

In the first strand, I review reading comprehension interventions for high school SWD,
emphasizing explicit instructional approaches that examine background knowledge, self-
monitoring strategies, SRSD, and mnemonic supports. In the second strand, I review
instructional materials (i.e., reading passages), and highlight how Al-generated passages have the
potential to enhance strategy instruction, skill development within disciplinary literacy, and

learner outcomes and engagement.
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Reading Comprehension Interventions

As noted in Chapter 1, the reading frameworks, such as Scarborough’s Rope
(Scarborough, 2001), DIER (Kim, 2020), and the active view of reading (Duke & Cartwright,
2021), and findings from the National Assessment of Educational Progress ([NAEP], 2025)
suggest SWD often encounter distinct challenges with reading comprehension. Some of which
include limited background knowledge and difficulty with task engagement, maintaining focus,
and strategy use (Griinke et al., 2013; Reid et al., 2013) and self-regulation and self-monitoring
(Harris & Graham, 2009). Therefore, discipline-specific reading strategies that activate
background knowledge while encouraging self-monitoring and self-regulation (Harris &
Graham, 1999; Roberts et al., 2019) are essential to enhancing reading comprehension
proficiency of secondary SWD reading below grade level.

Research suggests many reading interventions for the secondary school setting
concentrate on enhancing specific intermediate literacy skills (Shanahan & Shanahan, 2008) such
as text structure (Boon et al., 2015), summarization (e.g., Vaughn & Wanzek, 2024), questioning
strategies (e.g., Joseph & Ross, 2018), and fluency (e.g., Swanson et al., 2016) rather than
standards-aligned interventions grounded in disciplinary contexts. In a best-evidence synthesis of
reading programs for students with learning disabilities (LD) within the secondary school setting,
Baye et al. (2018) identified only seven content-focused or standards-aligned programs. Of those
identified, all related to either social studies, science, or informational text and not narrative
passages or ELA standards. Moreover, of the studies reviewed in the meta-analyses of Filderman
et al. (2022) and Sohn et al. (2023) examining interventions targeting reading interventions for

secondary school students with reading difficulties, only two studies included narrative passages
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but they were presented alongside expository passages, and no discipline-specific standards were
noted.
Schema Theory and Prior Knowledge

With limited research addressing narrative and disciplinary ELA-aligned standards
interventions, theoretical frameworks introduced in Chapter 1 (e.g., Active View of Reading
[Duke & Cartwright, 2021]; Reading Apprenticeship Framework [Schoenbach et al., 2017]) and
schema theory, provide guidance in understanding why SWD reading below grade level
encounter reading comprehension challenges. With schema theory as a foundation (Anderson et
al., 1977), a reader’s prior knowledge guides them with organizing, interpreting, and revising
information. Hay et al. (2008) classified prior knowledge into the following dimensions:
conceptual richness, knowledge structure, and misconceptions. Conceptual richness implies that
individuals with wider depths of knowledge and experience have increased probabilities of
understanding and acquiring knowledge. Knowledge structure reflects how knowledge is
organized. Misconceptions can hinder knowledge acquisition and require attention and
correction. A reader’s ability to draw inferences and discern the meaning of a passage relates
directly to their repertoire of prior knowledge, how it is organized, and the accuracy of their
knowledge (Anderson et al., 1977; Ausubel, 1968; Hay et al., 2008). Accessing and building
prior knowledge, however, is not always automatic. Research demonstrates that students with
and without disabilities benefit from prior knowledge activation supports (Carr & Thompson,
1996; Mason & Hedin, 2011; Risko & Alvarez, 1986). Furthermore, Ausubel’s Theory of
Meaningful Learning supports interweaving background knowledge with reading strategies to
facilitate increased levels of understanding and meaningful interaction with the text (Klausmeier

& Harris, 1966). This integration assists with solidifying the relationship between what is being
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read and the strategy that is being employed to comprehend the text. However, students often
require a cue, prompt, or technique to activate their prior knowledge (Hattan et al., 2024). Due to
challenges with strategy use and memory, SWD reading below grade level benefit from
additional instruction tailored towards building and activating prior knowledge to enhance
conditional, procedural, and declarative knowledge (Harris & Graham, 2009).
Metacognition, Motivation, and Self-Monitoring

Alongside building and activating prior knowledge, to comprehend proficiently, readers
benefit from self-monitoring and evaluation development (Graham et al., 2005). SWD reading
below grade level often display attention deficits, levels of learned helplessness, and lower
expectations for achievement and success which in turn may inhibit their ability to maintain
focus, attend to task, and engage with the text meaningfully (Reid et al., 2013). Given these
challenges, SWD reading below grade level benefit from reading strategies that address
motivation and engagement (Sanders, Jolivette et al., 2021a). Metacognitive theory emphasizes
the benefits of readers being able to monitor, evaluate, and regulate their own thinking and
knowledge acquisition (Brown & Campione, 1996). To address motivation and levels of
engagement when reading, it is critical that students are provided with strategies and
interventions that directly address self-monitoring, goal setting, and self-reflection (Harris &
Graham, 2009).
Scaffolded, Disciplinary and Standards-Aligned Interventions

To effectively provide instruction for SWD reading below grade level, properly
scaffolded reading interventions address multiple skills, behaviors, interests, identities, and
motivations (Alim & Paris, 2017; Harris & Graham, 1999) and align to Common Core State

Standards (Vaughn et al., 2022) and disciplinary literacy (Moje, 2015; Shanahan & Shanahan,
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2014). Harris and Graham (1999) emphasized a bi-directional relationship between academic
performance and learned helplessness suggesting SWD reading below grade level may struggle
with conducting self-regulation, understanding tasks, and creating or utilizing effective strategies
for enhancing academic success. These characteristics reinforce the potential benefits of
incorporating multiple skills, behaviors, and motivations into scaffolded, disciplinary and
standards-aligned reading interventions. SRSD is one such intervention. This study explores a
researcher-developed mnemonic device, CUT to the Message, built on the SRSD framework to
support narrative theme identification and textual evidence citation within ELA disciplinary
literacy.
Self-Regulated Strategy Development

SRSD is an evidence-based practice for teaching writing and a research-based practice
for reading skills (Rollins et al., 2022; Sanders et al., 2019). Developed in 1982, Graham and
Harris (2018) initially designed SRSD to address the writing skills and motivations of
elementary school students with LD. Built from research in strategy instruction, the writing
process, and self-regulation, SRSD interweaves multiple theoretical philosophies including
cognitive-behavioral theory (Meichenbaum, 1977), sociocultural theory (Vygotsky, 1978),
metacognitive theory (Brown & Campione, 1996), and social-cognitive theory (Zimmerman,
2000). Acknowledging the complexity of the learning process, Harris and Graham (2009) argued
that one theoretical framework would not sufficiently meet learner needs in relation to strategy
acquisition, motivation, self-regulation, content knowledge, skills, and abilities. Drawing from
Meichenbaum (1977) and cognitive-behavioral theory (Beck, 1979), SRSD incorporates explicit
modeling, self-talk, and self-instruction to teach students to become cognizant of their own

thinking and behavior throughout the learning process. Relying on teacher and student
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collaboration, SRSD is a dynamic criterion-based model that builds upon Vygotsky’s (1978)
sociocultural theory requiring dialogue, social interaction, and individualized instruction. The
personalization of instruction also is built upon metacognitive theory (Brown & Campione,
1996) and social-cognitive theory (Zimmerman, 2000). SRSD encourages students to claim
responsibility for their learning by explicitly teaching students to set goals, plan, and self-
evaluate their own thinking and learning processes thus enhancing their ability to self-monitor,
self-assess, and self-regulate.

SRSD uses explicit instruction catered to individual student needs and performance levels
while incorporating self-regulation skills such as goal setting, self-monitoring, and self-
reinforcement (Cook & Bennett, 2014; Harris & Graham, 1999). As a cognitive strategy
framework, SRSD includes six stages: (1) develop background knowledge, (2) discuss it, (3)
model it, (4) memorize it, (5) support it, and (6) independent practice (Harris & Graham, 1999;
Reid et al., 2013; Sanders, 2020). The stages are fluid in nature and taught and revisited based on
the student. A student with high levels of background knowledge may require less instruction in
the “develop background knowledge” stage when compared to a student with lower levels of
background knowledge. Additionally, a student in the “support it” stage may exhibit a need for
additional modeling and explicit instruction, and the “model it” stage may need to be revisited.
Embodying a criterion-based focus, SRSD is designed to facilitate students’ motivation and
engagement (Graham & Harris, 2018), thereby promoting individualization and calibrating the
intensity of instruction to student need (Harris & Graham, 1999; Ray, 2023).

SRSD has been identified as an evidence-based practice for providing writing instruction
(Ray, 2023). In the area of reading, researchers have investigated SRSD across a variety of

school settings and student populations (Mason et al., 2013; Sanders, Jolivette et al., 2021b). In a
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systematic review, Rollins et al. (2022) identified 16 studies that investigated the efficacy of
SRSD and reading comprehension interventions for students with or at risk of LD reading below
grade level. Researchers investigated secondary school students in six of the 16 studies, however,
only four of those studies were with high school students. Researchers primarily provided
interventions to students with emotional and behavior disorders (7 = 8) outside of the general
education classroom, such as residential treatment facilities, juvenile justice centers, and special
day schools (Ennis, 2016; Sanders et al., 2018; Sanders et al., 2020). Across all studies, the
review identified a total of 479 participants, including 86 students with LD: 56 at the elementary
level, 30 at the middle school level, and none at the high school level.

Despite this research, SRSD has yet to be classified as an evidence-based practice for
providing reading instruction to SWD reading below grade level. Sanders et al. (2019) conducted
a meta-analysis analyzing the effectiveness of SRSD in increasing the reading performance of
SWD. A total of 11 studies were reviewed, and reading performance across studies was coded as
written retell, oral retell, CBM-Maze, and/or comprehension questions. Their findings suggest
that although promising, SRSD cannot be considered an evidence-based practice for reading with
this population due to the limited number of studies and a small proportion of those studies (n =
2; Ennis, 2016; Sanders et al., 2018) meeting the Council for Exceptional Children’s ([CEC];
2014) Standards for Evidence-Based Practices in Special Education. Across the 11 studies, six
included high school students. Thus, further research is warranted regarding the effectiveness of
SRSD as an intervention for improving the reading comprehension performance of high school
SWD reading below grade level.

SRSD and High School Students. Research on SRSD and high school SWD is limited.

The literature analysis of Rollins et al. (2022) and Sanders et al., (2019) revealed seven overall
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studies involving high school students. Studies investigating SRSD and reading with high school
students took place in residential treatment facilities (Rogevich & Perin, 2008; Ennis, 2016),
special day programs (Hoyt, 2010; Sanders et al., 2018), resource classrooms (Johnson, 2011;
Johnson et al., 2012), and juvenile justice facilities (Sanders et al., 2021a). Participants primarily
included students with emotional behavior disorder (Hoyt, 2010; Sanders et al., 2018; Sanders et
al., 2021a) and attention deficit/hyperactivity disorder (ADHD) (Ennis, 2016; Johnson, 2011;
Johnson et al., 2012; Rogevich & Perin, 2008). While studies assessed disciplinary literacy skills
for expository nonfiction (n = 1), science (n = 3), and social studies/history (n = 4) passages by
having students retell key details either in writing or orally, the studies did not include narrative
passages, ELA disciplinary literacy, or explicit references to academic standards.

Sanders et al. (2019) calculated effect sizes using percentage of nonoverlapping data
(PND) and Hedges’ g. For the single case design studies (n = 4), visual analysis and percentage
of nonoverlapping data (PND) suggest SRSD is an effective reading comprehension intervention
for high school SWD. PND ranged from 100% (Ennis, 2016; Johnson, 2011) to 71% (Hoyt,
2010). Ennis (2016) used a multiple probe, multiple baseline, across participants design to
investigate the efficacy of TWA+PLANS (Think before reading, think While reading, think After
reading, and Pick goals, List ways to meet goals, And make Notes, Sequence notes) on the
reading comprehension, as assessed in written summarization, of high school students with
emotional behavioral disorders in a residential facility. Across participants, post-intervention
conditions demonstrated strong immediacy of effect and higher levels of summary element
performance with no overlap between baseline and post-intervention conditions.

Following Cohen’s (1988) guidelines, Sanders et al. (2019) reported large effect sizes

(Hedges’ g) for five of the six studies identified in their meta-analysis ranging from g = 3.774
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(SE = .828; Rogevich & Perin, 2008) to g = 1.082 (SE = .506; Sanders et al., 2018). In the
Rogevich & Perin (2008) quasi-experimental matched pair design study, researchers investigated
the effects of TWA-WS (Think before reading, think While reading, think After reading, with
Written Summarization) on the reading comprehension performance, as assessed in written retell,
of adolescent boys (n = 63) with behavior disorders (BD) and comorbid ADHD in a residential
treatment facility. Participants in the intervention groups demonstrated significantly greater gains
(n2 = .42) in reading comprehension when compared to practice groups. Sanders et al. (2018)
reported similar positive effects with their quasi-experimental interrupted time series design
study investigating the effects of TWA (Think before reading, think While reading, think After
reading) on the reading performance, as assessed with oral retell, of adolescent, special day
school students (7 = 65) with social-emotional and behavior challenges. Results suggested a
statistically significant therapeutic effect of the intervention on the students’ ability to retell (f =
.34, p =.003) key details from a science passage and decrease errors (ff =-.37, p =.0018) on
MAZE science vocabulary passages. Collectively, the quasi-experimental design studies
(Rogevich & Perin, 2008; Sanders et al., 2018) and single case design studies (e.g., Ennis, 2016)
demonstrated positive effects on high school students’ reading comprehension performance
across settings and disability categories following SRSD intervention. While limited in number,
the synthesis of these studies suggests SRSD may be effective in providing reading interventions
to high school SWD. While promising, additional research is needed to further support SRSD
with reading interventions as well as reading interventions that intentionally target discipline-
specific standards and literacy skills.

SRSD and SWD. Although research is limited regarding SWD reading below grade level

in high school, three studies suggest SRSD is effective in improving the reading comprehension
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performance of elementary school students with LD (Hedin et al., 2011; Johnson et al., 1997;
Mason et al., 2006). Using a multiple-probe across participants design, Mason et al. (2006)
investigated the effects of SRSD on the expository comprehension and informative writing
performance of fourth-grade students. Four of the nine participants were students with LD. Their
intervention TWA (Think before reading, think While reading, Think After reading) + PLANS
(Pick goals, List ways to meet goals, And, make Notes and Sequence notes) provided strategy
instruction and was assessed pre- and post-treatment using science and social studies passages.
Eight of the nine participants (three of the four students with LD) exhibited gains in oral retell
and all nine demonstrated positive growth in written retell, which they maintained over time.
They identified the main idea correctly and recalled a greater number of information

units. Differences were observed in participants’ ability to complete oral and written retells:
some students performed better with oral retells, while others exhibited higher accuracy with
written retells. Effect size was not reported.

In the second study, Johnson et al. (1997) used a quasi-experimental, multi-condition
approach to evaluate the efficacy of using SRSD as a strategy for analyzing story structure and
facilitating story recall across four conditions: strategy instruction, strategy instruction plus goal
setting, strategy instruction plus self-instruction, and strategy instruction plus goal setting and
self-instruction. The participants were 47 fourth, fifth, and sixth grade students with LD. Reading
performance was assessed via comprehension probes in which students were asked to orally
retell everything they recalled from the story, with points awarded for including the main idea,
key details, and elements of story grammar. Their findings indicated that students who received

the strategy instruction not only improved in their reading comprehension performance
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compared to those who did not receive the intervention, they also outperformed their peers
without LD.

In addition to improving the reading comprehension performance of elementary students
with LD, Jitendra et al. (2000) reported statistically significant gains in reading comprehension
performance after using SRSD to teach the main idea to middle school students with LD. In their
post-test, randomized control trial (z = 33), Jitendra and colleagues examined the impact of
SRSD combined with main idea and self-monitoring instruction on reading comprehension
performance as assessed by main idea multiple choice and written response questions. Results
indicated that students in the experimental group surpassed the control group in reading
comprehension. At posttest, the intervention produced large effects (ES = 2.51, multiple choice
responses; ES = 1.47, generated responses), and moderate to large effects at the delayed posttest
6 weeks later (ES = 0.55, generated responses; (ES = 1.11, multiple choice responses).

The aforementioned literature review suggests that SRSD is a promising intervention for
enhancing reading comprehension performance embodying the use of mnemonic devices and
strategy acquisition and application. As an essential stage of SRSD, the “memorize it” stage of
SRSD is typically introduced and taught throughout all stages (Harris & Graham, 2018). In this
stage, students are explicitly taught the strategy and supported in committing it to memory to
facilitate skill acquisition and application. The strategy is often introduced using a mnemonic.

Bellezza (1981) defined mnemonics as learning strategies, or cognitive cueing structures
that assist with knowledge acquisition and recall. Functioning as memory strategies, mnemonics
aid learners in connecting new information to existing prior knowledge by systematically
providing procedures for receiving and recalling information (Scruggs & Mastropieri, 1990). A

common form of mnemonics is letter strategies such as acronyms or acrostics, where letters
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within a word assist learners with remembering a list or sequence of events (Mastropieri &
Scruggs, 1998). For example, the word HOMES (Huron, Ontario, Michigan, Erie, and Superior)
can help a student recall the names of the Great Lakes and PEMDAS (parentheses, exponents,
multiplication, division, addition, subtraction) denotes the order of operations in math (Putnam,
2015; Zazkis, 2017). Putnam (2015) emphasized mnemonics serve as a tool to complement
instruction that requires practice and training. Mnemonic devices have been embedded in both
writing (e.g., Fitzpatrick & McKeown, 2020) and reading (Rogevich & Perin, 2008) SRSD
instruction. Empirical studies support using mnemonic devices such as POW + TREE (Mason et
al., 2013; Straub & Vasquez, 2015), HIT SONGS® (Ray & Graham, 2020, Ray et al., 2019),
TWA/QT (Li et al., 2016), and TRAP (Sanders et al., 2022) with improving student outcomes.

Mnemonics and Writing. In a review of empirical research supporting the use of SRSD
in providing writing interventions to secondary students with and at risk for LD, Ray (2023)
noted that the reviewed writing strategies used mnemonic devices to assist students within the
SRSD instruction and provide focus on the expected learner outcome. In the following sections, I
will provide article synthesis or summaries of studies supporting the effectiveness of mnemonics
within the SRSD instruction to support SWD reading below grade level.

POW + TREE. In their studies using the mnemonic POW+TREE, Mason et al. (2013)
and Straub and Vasquez (2015) effectively taught students with LD to write argumentative
essays. In their studies, students were taught to (a) Pick an idea, (b) Organize ideas, and (c)
Write and say more (POW) to assist with initiating writing tasks. Additionally, these researchers
use TREE (i.e., write a convincing Topic sentence, write a minimum of three Reasons why you
believe, write Explanations supporting each reason, and wrap it up with an Ending sentence) to

support students’ argumentative writing. In their quasi-experimental pretest/posttest study of
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seventh and eighth grade students, Mason and colleagues reported, those students in the
treatment group demonstrated significantly higher scores in writing organization and
persuasiveness (p <.001, ES = 1.55). Similarly, Straub and Vasquez (2015) found in their
multiple probe design across four adolescents with LD a functional relation between instruction
and persuasive writing quality, with gains in holistic scores (M = range = .7 - 2.6) and a PND-P
score of 100% (trend line).

HIT SONGS?’. Ray and Graham (2020) and Ray et al. (2019) also used a mnemonic to
teach argumentative writing. With their mnemonic HIT SONGS?, high school students with high-
incidence disabilities and struggling writers demonstrated the ability to write an introductory
paragraph, three body paragraphs, and conclusion as part of their preparation for the ACT college
entrance exam. HIT provided a strategy for the introductory paragraph: (a) Hook, (b) Introduce
the topic, and (c) Thesis. Using SONGS’ (Support your thesis, State the relationship between
your thesis and prompt perspectives, Summary) students employed a strategy for organizing and
writing the three-body paragraphs. Ray and colleagues (2019) used a multiple baseline across
participants design and found four 10th grade students showed gains in planning, argumentative
elements, word count, transition word use, and ACT writing scores. Similarly, Ray and Graham
(2020) reported statistically significant gains in planning (g = 5.54), organization (g = 6.98),
argumentative writing elements (g = 4.15), and overall writing quality (g = 4.86) in their
randomized controlled trial investigating 20 high school students with high-incidence
disabilities.

Mnemonics and Reading. While POW+TREE and HIT SONGS’ both embedded

mnemonics within the SRSD framework to teach argumentative writing, other mnemonic
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devices introduced with SRSD have also been examined for their impact on reading
comprehension outcomes (e.g., TWA, TRAP).

TWA. Using a randomized controlled trial, pretest/posttest design with two parallel
treatment groups, Mason (2004) compared the efficacy of two reading comprehension strategy
interventions: reciprocal questioning (students create and answer questions about the passage)
and SRSD using TWA (Think before reading, think While reading, think After reading).
Participants included 32 fifth grade students who scored below the 40™ percentile on the fourth
grade reading test, the Comprehensive Tests of Basic Skills. Comparing the two interventions,
students’ reading comprehension was measured by their ability to retell the main idea of the first
paragraph, summarize the third paragraph, and what they had read both orally and in writing.
Although differences between strategies were not present in the written retell, students in the
TWA treatment group demonstrated positive improvement in main idea with a large effect size
for the oral retell (ES = 1.16). Mason concluded that SRSD instruction using 7WA supported
students in improving their expository reading comprehension performance when compared to
reciprocal questioning.

In another study, Hedin and colleagues (2011) examined the impact of SRSD using the
mnemonic 7WA to teach a fourth and fifth grade student with attention-related disabilities. Both
students had individualized educational program goals for reading comprehension and scored
below meeting standards on the end-of-year state reading exam. Compared to baseline, both
students demonstrated improved reading comprehension performance through their ability to
retell main ideas and details from the reading passages. Researchers used a single-case, AB
design for this study and therefore could not demonstrate a true functional relation between TWA

and reading comprehension performance.



41

TRAP. Sanders and colleagues (2021a) investigated the effects of TRAP on the reading
comprehension performance of students with and at risk for emotional behavior disorder (EBD).
Students with EBD often exhibit instructional and academic needs that are consistent with those
of SWD reading below grade level. With the TRAP mnemonic, students completed the following
reading comprehension strategy: (a) Think before reading and activate prior knowledge by
recalling what you know about the topic, (b) Read the paragraph, self-regulating your reading
speed and noting any sections you may not understand, (c¢) Ask yourself what was important and
what was the paragraph mainly about, and (d) Paraphrase the paragraph, and put the main idea
and details into your own words. This underpowered cluster randomized controlled trial used a
pretest/posttest design to investigate the reading comprehension performance of adolescents in a
state-operated secure facility that provided treatment, programming, and educational services at
the middle and high school level. Of the 30 study participants, 14 students participated in the
treatment group, including seven students who received special education services. Reading
comprehension was assessed using a researcher designed rubric measuring written retells of the
main idea and key details. At posttest, the treatment group (M = 5.00, SD = 3.77) outperformed
the control group (M = 2.3, SD = 1.42), demonstrating a significant difference in mean scores
(7(14.64) =-2.17, p = .04).

In a similar study, Sanders and colleagues (2024) used an alternating treatments design to
examine the reading comprehension performance of a 7th grade, female student with EBD
receiving services in a residential facility. The study investigated three different modalities of
retell: oral, written, and written using a word processor. In their study, the participants
demonstrated an immediacy of effect in retell from pre- to post-intervention across all modalities

with trends stabilizing above baseline levels (PND = 100%).
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CUT to the Message. Although TWA and TRAP both demonstrated positive effects with
SRSD and reading interventions, there remains a critical gap in research on standards-aligned,
disciplinary literacy-focused SRSD reading interventions targeting high school SWD reading
below grade level. Notably, there is no widely used mnemonic distinctly designed to assist
students with identifying the theme of a narrative text. To address this need, I developed CUT to
the Message. Grounded in the SRSD framework, the mnemonic CUT fo the Message is one
strategy that may be effective for teaching and identifying theme while increasing reading
comprehension performance. CUT to the Message teaches students that the theme or message of
a narrative must be (a) a Complete thought, (b) Universal (i.e., connected to concepts outside of
the text), and (c) occurs Throughout the passage. The mnemonic is designed to activate prior
knowledge, provide opportunities for self-regulation, and explicitly teach a strategy for
identifying theme that students can perform independently. With limited research investigating
the effects of SRSD and reading for high school SWD (Sanders et al., 2019) and the lack of
mnemonics and strategies for identifying the narrative theme of a passage, future research is
needed to examine the effects of SRSD with the mnemonic CUT fo the Message on the reading
comprehension performance of high school SWD reading below grade level.
Summary

To improve reading proficiency, it is essential reading interventions activate background
knowledge, target discipline-specific literacy skills, promote self-regulation, and develop
comprehension strategies while encouraging students to engage and build meaningful
connections with the text. This is especially true for SWD reading below grade level, who often
face challenges with strategy use, background knowledge activation, task engagement, and

attending to task. Empirical studies support SRSD as a promising framework for teaching
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reading comprehension (e.g., Sanders et al., 2021b) and self-regulation strategies (e.g., Rollins et
al., 2022) to SWD. Studies support SRSD’s effectiveness in elementary (e.g., Mason et al., 2013)
and middle school (Jitendra et al., 2000) settings often using mnemonics (e.g., Hedin et al., 2011)
to facilitate strategy development and enhance reading comprehension performance. However,
SRSD research in reading and with high school SWD reading below grade level is limited. This
warrants further investigation. My standards-aligned intervention, CUT to the Message, builds on
the SRSD framework and is designed to explicitly teach students to identify the theme of a
narrative passage and cite textual evidence while enhancing overall reading comprehension
performance, self-regulation strategies, and engagement levels.
Instructional Materials

To improve reading proficiency, strategies and interventions can be strengthened by
effective instructional materials and curriculum (Song et al., 2022). Doan and colleagues (2022)
explained that instructional materials, whether comprehensive or supplemental, intentionally
enhance learning opportunities for a designated course of study.

Adopted in 2010, by the National Governors Association (NGA) and the Council of Chief
State School Officers (CCSSO), the CCSS are internationally benchmarked, rigorous, evidence-
based standards designed to address low reading proficiency levels in the United States (U.S.)
while simultaneously preparing students for college and postsecondary employment (CCSSI,
2010a). The CCSS were chosen for multiple reasons: (a) their wide use and research base
nationally, (b) their alignment with the targeted student outcomes of this study (standards RL.9—
10.2 [theme identification] and RL.9-10.1 [textual evidence citation]), (c) their guidance in

aligning and evaluating materials based on quantitative, qualitative, and reader and task
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considerations (CCSSI, 2013, 2017), and (d) their role in supporting alignment and access to the
general education curriculum for individuals with disabilities.
Common Core State Standards Reading Complexity Recommendations

To aid in instructional material development and selection, the CCSS provides guidelines
(CCSSI, 2017, Appendix A) for selecting informational and literary texts when teaching English
Language Arts (ELA) and Literacy in History/Social Studies, Science, and Technical Subjects
(CCSSI, 2017). Appendix A was initially released in 2010 (CCSSI, 2010b), and revised in 2013
(CCSSI, 2013) and 2017 (CCSSI, 2017). It outlines a three-part approach to measuring text
complexity, with the goal of ensuring students are appropriately challenged and prepared for
post-secondary success (CCSSI, 2017). The approach equally emphasizes (a) quantitative
dimensions of text complexity, (b) qualitative dimensions of text complexity, and (c) reader and
task considerations.

Quantitative Measures. Standards-aligned instructional materials adequately prepare
students for college and post-secondary employment (Doan et al., 2022) and vary in readability
and complexity while providing opportunities for meaningful engagement (Kosanovich et al.,
2010). Text comprehension and discourse comprehension theories posit relations between
background knowledge, reading comprehension, and text complexity (Kintsch, 1988; McNamara
& Magliano, 2009). Where background knowledge and comprehension are reader dependent
(Hattan et al., 2024), complexity is influenced by text features (e.g., passage structure, sentence
length, syntax, word frequency). These features may facilitate or hinder a reader’s ability to draw
inferences and comprehend (Dahl et al., 2021). Examining word count, sentence length, and
word frequency can provide quantifiable text complexity measures (CCSSI, 2017). Appendix A

(CCSSI, 2013) recommended seven automated tools to aid educators in quantifying cohesion and
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text complexity (e.g., ATOS by Renaissance Learning, Flesch-Kincaid, the Lexile® Framework

for Reading by MetaMetrics). These tools analyze sentence, text, and word characteristics,
categorizing them into grade-level bands (Han & Shin, 2016) and guiding educators in matching
passages to students and grade-level expectations.

Qualitative Measures. To evaluate text complexity qualitatively, Appendix A (CCSSI,
2017) encourages educators to make “informed decisions” (p.5) via four factors: (a) levels of
meaning, (b) structure, (c) knowledge demands, and (d) language conventionality and clarity.
Examining levels of meaning requires educators to assess the text’s explicitness, and whether the
meaning is directly stated or implicit with hidden or multiple meanings. Structure refers to how
the passage is organized and presented. Texts with simple structures follow a logical sequence
and may include graphics and text features (e.g. headings, bold words) to aid in understanding.
More complex structures may deviate from conventional sequencing or include graphics and
headings. Knowledge demands correspond to the depth of disciplinary, cultural, and literary
knowledge the reader must possess to comprehend the passage. Language conventionality and
clarity address vocabulary complexity, figurative or ambiguous language, and how explicit
language is used within the passage. The frequency and level of academic vocabulary within a
passage directly contribute to its overall text complexity (Hiebert, 2011; Jackson et al., 2016).
These four qualitative factors are subjective in nature. They exist on a continuum of difficulty
that develops over the course of a year and grade-level (CCSSI, 2017). Because they are
subjective and dependent on professional judgement, qualitative interpretations may vary among
educators which can affect the equity, quality, and quantity of materials presented to students

(Watkins & Ostenson, 2015).
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Reader and Task Considerations. In comparison to the quantitative and qualitative
dimensions of text complexity, less guidance is provided for evaluating reader and task
considerations (CCSSI, 2017). Educators are encouraged to consider students’ reading skills,
motivation levels, and knowledge (CCSSI, 2017). Reading skills refer to cognitive capabilities
such as fluency, inference skills, and reading stamina. Motivation addresses readers’ interests and
purposes for reading, as well as their confidence in their reading ability (Duke et al., 2011; Kim
et al., 2016). Knowledge may encompass background knowledge, strategy use, language and
vocabulary, and content (Anderson et al., 1977; Ausubel, 1968; Hattan et al., 2024; Hiebert,
2011; Kintsch, 1988). Educators are also advised to consider the intended purpose of the reading
task (e.g., skill acquisition, review, retention) and the desired learner outcome when matching
texts to students (CCSSI, 2013, 2017). As with qualitative analysis, reader and task
determinations are reader dependent and subjective, relying on professional judgement (Coburn
et al., 2016). In practice, these judgements encompass all students, ensuring that materials are
properly modified and/or adapted to meet individual learning needs (CAST, 2018; McLeskey et
al., 2017, Ok et al., 2017). Judgements may, however, vary among educators and impact equity
and access.

Exemplar Recommendations. To assist with the selection of informational and literary
passages, the CCSS released Appendix B (CCSSI, 2010c), providing text exemplars and sample
performance tasks. Initially released in 2010 (CCSSI, 2010c) and adjusted in 2017 (CCSSI,
2017b), the exemplar list, vetted by educators, administrators, and researchers (Aston, 2017)
provides samples of texts that adhere to the CCSS’ expectations in terms of complexity, quality,
and range. Recommendations are divided into grade-level bands, and categorized by stories,

drama, poetry, and informational texts by subject area (i.e., history/social studies and science,
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mathematics, and technical subjects). Complexity encompasses the quantitative, qualitative, and
reader and task considerations as outlined in Appendix A (CCSSI, 2017). Quality relates to
literary merit, cultural significance, and rich content of classical, historical, and sometimes
contemporary literary works. Range implies representation of a variety of publication dates,
authors, and content. Sixteen story selections are provided for ninth and tenth grade (e.g.,
Odyssey [Homer, 8th century BCE], 7o Kill a Mockingbird [Lee, 1960], “The Gift of the Magi”
[Henry, 1905]).
Limitations in Text Selection

Despite the clarity provided by Appendices A and B (CCSSI 2010b, 2010c), research
suggests limitations in how texts are selected and implemented (Lenski et al., 2016). Separate
from the recommended CCSS text complexity guidelines and exemplar texts, school districts and
administrators promote the use of textbooks and curriculum (e.g., textbooks, basal readers,
literature anthologies, digital libraries) to address reading comprehension and instruction
(Darragh & Boyd, 2019; Pak et al., 2020). When used, textbooks directly affect what information
is presented and how it is taught (Polikoff et al., 2018; Rezat et al., 2021; Schmidt et al., 2002).
Whether reading (e.g., basal readers, literature anthologies, digital libraries) or discipline focused
(e.g., math, science textbook), these materials are often chosen by state and district personnel,
policy makers, and school administrators (Doan et al., 2022; North Carolina Department of
Public Instruction, n.d.; Tennessee Department of Education, n.d.; Texas Education Agency,
n.d.). While the materials present as CCSS aligned, research highlights concerns regarding
alignment (Braker-Walters, 2014) and use and availability (Kaufman, 2022; Watkins &

Ostenson, 2015).
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Alignment. Few studies have examined alignment of ELA materials in the secondary
setting, rather, studies have primarily focused on elementary reading materials and mathematics.
Although Doan and colleagues (2022) reported that two-thirds of teachers surveyed in their study
considered standards-aligned materials adequate for preparing students for state and national
assessments, empirical studies suggest conflicting findings (e.g., Braker-Walters, 2014; Polikoff,
2015; Thomas & Dyches, 2019). Polikoff (2015) evaluated the CCSS alignment of four separate
mathematics books (Math Connects, enVision Math, Go Math!, Saxon Math Intermediate 4) and
found them misaligned. Analysis revealed overemphasis of procedures, memorization, and
selected standards, as well as neglecting other standards and underemphasizing conceptual skills
and advanced cognitive demands.

Similar to Polikoff’s (2015) evaluation of mathematics textbooks, studies examining
reading textbooks suggest misalignment (Braker-Walters, 2014; Skinner et al., 2018). Skinner et
al. (2018) conducted an evaluation of a “widely used” reading program identified as a Common
Core program that targeted literacy development for elementary students with weekly basal
readers, assessment tools, leveled materials, student worksheets, and a teacher’s edition. Material
analysis revealed clearly identified lesson objectives, targeted standards, and opportunities for
vocabulary acquisition; the readability levels, however, were found to be too advanced. Skinner
and colleagues noted materials (weekly-leveled readers, anchor texts) measured above grade
level and suggested the program’s readability misalignment and lesson pacing may inhibit
student choice, independent reading, and engagement.

Also examining reading text alignment, Braker-Walters (2014) analyzed the content,
genre, and passage length of three fourth-grade basal reading programs (Journeys, Treasures,

Reading Street). Researchers found all three textbooks to be misaligned, with informational
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passages averaging 31% of the text selections, and 16% of the textbook pages. This strays from
the CCSS recommendation of balanced literary and informational passage representation
(CCSSI, 2017), and mirrors Polikoff’s (2015) findings, of selected standards (literary) being
overrepresented while others are neglected (i.e., informational text). As these studies suggest,
misalignment across readability levels, content areas, and standards reveals limitations with text
selection.

Standards-Aligned Materials Use and Availability. School districts and administrators
traditionally promote recommended textbooks, digital resources, or standards-aligned materials
for teachers to use (EdReports, 2023; McCutcheon, 1980). However, teachers report access to
materials is often limited by budget constraints, limited quantities, and overall availability
(Aston, 2017; Watkins & Ostenson, 2015). Even when available, research suggests that these
materials are not being used or are used at low levels (Doan et al., 2022). Beyond the underuse of
school-provided materials and limited supply, many teachers deliver instruction using
supplemental materials (Hu & Torphy, 2020; Perry et al., 2017), whether self-created (Aguilar et
al., 2022; Polly, 2017) or found on the internet (Kaufman et al., 2020; Tosh et al., 2020). Silver
(2021) estimated up to two-thirds of K-12 teachers in the United States are supplementing
materials from unvetted web resource pools such as TeachersPayTeachers.com (TpT).

Investigating teacher decision making perspectives of teachers when selecting text,
Watkins and Ostenson (2015) surveyed 330 middle and high school ELA teachers. Teachers
reported text selection’s importance in relation to student growth and motivation, but noted
selection was restricted by availability and resources. Identifying a text, reading it, and ensuring
reader and task considerations takes time. Although 80% of teachers had literature anthologies in

their classrooms, only 7% used them intensively (50% or more of instructional time) and 32%
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weekly. Doan and colleagues (2022) reported similar findings. In their study, an estimated 66%
of ELA and Math teachers found materials adequate for preparing students for mastery, and 80%
of ELA teachers had principals supporting and tying performance evaluations to standards-
aligned material use. However, usage rates remained low. Only 26% of ELA teachers used
materials weekly and 17% intensively. Across both studies, teachers depicted (a) purpose, (b)
curriculum applicability, (c) readability level, (d) teacher knowledge, and (e) access as primary
factors for text selection (Doan et al., 2022; Watkins & Ostenson, 2015).

Often accessible texts are viewed as outdated and unrelatable to the experiences and
communities of today’s students (Aston, 2017; Lenski et al., 2016; Pak et al., 2020). Pak et al.
(2020) noted in their four-school district case study analysis of standards-aligned curriculum
implementation, that teachers reported materials as inauthentic, unengaging, and misaligned with
student ability, suggesting teachers struggle with selecting texts that meet reading levels, rigor,
instructional alignment, and students’ interests and background knowledge. With selection
differing across states, districts, and schools, policy makers are encouraged to improve consistent
and accountable material adoption and implementation (Doan et al., 2022; Pak et al., 2020;
Watkins & Ostenson, 2015).

In contrast to research investigating limited use of school-provided materials, Silver
(2021) reported high rates (66%) of supplemental material use by teachers. Their systematic
review of supplemental-relevant literature revealed teachers implemented supplemental materials
to (a) address student needs, (b) decrease planning time, and (c) provide lessons that were not
part of the officially adopted curriculum. Often selected for their appearance and images,
supplemental materials may be teacher-created or sourced from non-vetted web sources such as

Twitter, Pinterest, Instagram, TpT, and social media. Collectively, these findings and those of
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Watkins and Ostenson (2015) and Doan et al. (2022), suggest teachers are not consistently using
the textbooks and standards-aligned materials provided, reflecting an overall lack of use and
access.

Students with Disabilities

When selecting instructional materials, studies reflect teachers’ concerns about meeting
the individual needs of students, including SWD and multilingual learners (Lenski et al., 2016;
Taub et al., 2020). To better tailor materials to IEP goals and grade-level standards, texts and
materials are often adapted to increase engagement, vocabulary exposure and acquisition, print
awareness, and comprehension performance (Apitz et al.,2017; Browder et al., 2007; Mims et
al., 2012). In a national survey of licensed special educators, who are Council for Exceptional
Children members (n = 1,467), 72% reported modifying curriculum “most of the time” or
“always” when supporting SWD (Fowler et al., 2019). This process, however, takes time and
educators report challenges with modifying and creating the materials (Ahammed, 2021; Pak et
al., 2020). Examples of these modifications when addressing reading comprehension may
include text-structure supports such as graphic and thematic organizers (Alvarez & Risko, 2010;
Elbro & Buch-Iversen, 2013; Risko & Alvarez, 1986), text-level adaptations such as augmented
texts (Hudson et al., 2014: Sermier Dessemonetet et al., 2024), and technology-based
supplements (Marino et al., 2014).

Three studies suggest text-structure supports, text-level adaptations, and technology-
based supplements are effective in improving the performance outcomes and engagement levels
of SWD (Baser & Arslan-Ari, 2024; Hudson et al., 2014; Lannin et al., 2024). In a mixed-
method study examining how ELA, Special Education, and Science teachers used, selected, and

created scaffolded science, technology, engineering, and mathematics (STEM) passages and
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multimodal materials to support middle school students in science and reading, Lannin and
colleagues (2024) combined text-level adaptations and text-structure supports. Teachers (n = 11)
purposefully scaffolded materials to build concepts and disciplinary knowledge, connect with
background knowledge, and aid in vocabulary acquisition. Although student outcomes were not
explicitly reported, teachers noted students with LD exhibited growth and increased levels of
confidence and reading stamina. Lannin et al. suggested developing and scaffolding the STEM
text sets promoted equitable learning experiences, provided structure, and supported grade level
standard achievement for SWD. Teachers noted positive impacts for student learning, but found
developing and implementing the text sets time-consuming.

Hudson and colleagues (2014) also combined text-level adaptations with text-structure
supports in their multiple probe design across participants investigating the effects of a peer-
delivered system of least prompts and adapted science read-alouds on the listening
comprehension of upper elementary students with moderate intellectual disabilities. Researchers
adapted the texts for the study from a fourth-grade science textbook and supplemental online
material. The adapted text was written at one to two grade levels below the original materials and
consisted of a summary that defined essential vocabulary and detailed the main ideas of the text.
While effect size was not reported, all participants increased the percentage of correct responses
(modeled) and independent correct responses (unmodeled). Results suggest the peer-delivered
system of least prompts and adapted text intervention improved listening comprehension
responses, however Hudson et al. noted generalization to new science lessons did not occur.

Using technology-based supplements, Baser and Arslan-Ari (2024) examined the efficacy
of designing, implementing, and evaluating technology-based instructional materials for SWD

using Web 2.0 tools (e.g., Kahoot, Powtoon). Provided with a six-step, instructional design



53

process, teachers (n = 61) used the technology-based instructional materials to support student
learning and skill development. Teachers reported the greatest skill development in math (n = 25)
and reading (n = 13). While student outcomes were not explicitly reported, teachers described the
materials as beneficial to student learning. Teachers encountered challenges with developing the
materials, finding it difficult to meet student needs and select which Web 2.0 tool to use.
Findings also suggested material implementation and use may be hindered by resources, time,
access, and technology skills.

Whether through text-level adaptations with text-structure supports (Hudson et al., 2014;
Lannin et al., 2024) or technology-based supplements (Baser & Arslan-Ari, 2024), aligning
standards-based materials with IEP goals and the abilities of individuals with disabilities takes
time and effort. While research suggests positive outcomes for students (Sermier Dessemonetet
et al., 2024), the feasibility and sustainability of adapting and creating these materials remains a
challenge (Pak et al., 2020). Moreover, research outlining the scope and processes for these
adaptations is limited. This highlights the need for practical, sustainable solutions that educators
and special educators can use when creating and adapting instructional materials for all students,
including those with disabilities.

Artificial Intelligence (AI) may be one viable solution. Given the emergence of Al in
education (Chen, 2020), research investigating how educators can use tools such as ChatGPT to
assist them with efficiently producing and drafting standards-aligned instructional materials is
warranted. Research in this area may provide insight into how to effectively enhance access,

alignment, and equity across materials.
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Artificial Intelligence

Designed to imitate human intelligence through interaction, algorithmic analysis,
inference, and prediction (Hwang et al., 2020; Topkaya et al., 2025; Yilmaz & Aydin, 2025), Al
has the potential to serve as a viable option for finding, adapting, and creating standards-aligned
instructional materials for SWD. In a mixed meta-method complemented with quantitative
analysis, Topkaya et al. (2025) investigated the applications of Al in primary education (n = 37).
Mostly used in science and mathematics, Al applications were presented as a viable option for
reducing teacher workload, providing immediate feedback, supporting and enhancing student
educational performance, and fostering intrinsic and extrinsic motivation. Ouyang and Jiao
(2021) positioned Al as three separate paradigms in education: Al-directed, Al-supported, and
Al-empowered. Aligned with these paradigms, emerging research supports Al efficiently
producing annotated summaries (Merine & Purkayastha, 2022), assessment questions (Bulut &
Yildirim-Erbasli, 2022), reading passages (Delulio et al., 2024; Lee et al., 2023), and
reading/language assessments (Bezirhan & von Davier, 2023; Burstein et al., 2022) in response
to a prompt or sample text.

Al-Directed and AI-Supported Paradigms. Within education, Al research and
implementation has largely focused on Al-directed and Al-supported learning (Chen, 2020; Dong
et al., 2025). With the first paradigm, Al-directed learning, Al tools, such as intelligent tutoring
systems (e.g., del Olmo-Mufioz et al., 2022) and learning management systems (Veluvali &
Surisetti, 2022), deliver information following a predefined course of study and the learner
serves as a recipient (Ouyang & Jiao, 2021).

With the second paradigm, Al-supported learning, the learner actively engages and

collaborates with Al in a more student-centered learning environment. Examples of Al-supported
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learning include automated assessment tools (e.g., Yian-Shu et al., 2014), educational robots
(e.g., Salas-Pilco, 2020), gamification (e.g., Bachiri et al., 2023), and personalized learning (e.g.,
Binhammad et al., 2024).

Binhammad et al. (2024) combined Al-directed and Al-supported learning in their mixed
methods study investigating GPT-4’s ability to generate personalized learning materials. Twenty
teachers and developers from varied fields generated, uploaded, and embedded educational
resources into a course learning management system (LMS). Twenty undergraduates enrolled in
an Object-Oriented Programming course used the generated resources within the course’s LMS.
Generated resources included lesson titles, course content, and learning outcomes. Teachers and
developers reported student performance varied with the Al-generated materials. While some
students’ scores increased, others did not. Students self-reported increased levels of engagement.
Teachers and developers also noted engagement benefits but voiced concerns about data security,
privacy, and the potential for bias. Binhammad and colleagues (2024) emphasized, when using
Al, it is critical to vet the Al model and consider students’ levels of background knowledge and
interests.

Al-Empowered Learning. With Al-empowered learning, the third paradigm, learners
use Al to actively shape outputs in a dynamic and emergent process that augments human
intelligence (Ouyang & Jiao, 2021). Research supports Al-empowered learning in education with
technology such as chatbots (Chang et al., 2022a; Chang et al., 2022b). In a meta-analysis of 13
empirical studies across eight countries, Zhang et al. (2025) examined the effects of Al
technologies on learning outcomes. Within their analysis, the application of chatbots and
generative Al in education (n = 6) were found to be statistically significant (p <.0001) with a

large overall effect size of 1.02 on educational outcomes noted as learning achievement, grades,
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vocabulary instruction, and punctuation scores. These findings suggest positive educational
outcomes, however, most studies included undergraduates (n = 5) and focused on student
interaction and student outcomes. While promising, chatbots and generative platforms are built
and trained from information that represents users’ inputs (Sasikala & Ravichandran, 2024). Al
can be biased, inaccurate, and repetitive (Pardue & Beach, manuscript under review, 2026;
Weidinger et al., 2021; Yan et al., 2023). Teachers need to remain a critical component of the
learning environment examining content for objective and educational alignment, accuracy,
relevance, and age appropriateness (Sasikala & Ravichandran, 2024; Xin, 2024).

Material Generation. At the educator level and from the lens of material generation, the
Al-empowered paradigm is comparatively under-researched. Studies suggest Al-empowered
learning holds promise with optimizing instructional methods (Bulut & Yildirim-Erbasli, 2022;
Delulio et al., 2024), generating instructional materials (Pardue & Beach, manuscript under
review, 2026), and impacting student engagement and learning outcomes (Yilmaz & Aydin,
2025).

Bulut and Yildirim-Erbasli (2022) conducted a descriptive study investigating the ability
of GPT-2, a transformer model, to generate reading passages and corresponding assessment
questions for teaching reading comprehension. After pre-training GPT-2 with classic, human-
written children’s stories (7 = 3,700), researchers evaluated the generated passages for grammar,
logical sequencing of events, fluency, cohesion, and human voice resemblance. While passages
often repeated words and sentences and appeared more explicit than implicit, promising results
emerged with GPT-2 generating fluent, logically ordered, grammatically correct passages that
resembled human authors. Additionally, the accompanying assessment questions were reported

as appropriate, answerable, and grammatically correct. Bulut and Yildirim-Erbasli concluded
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GPT-2 may be a viable option for generating reading passages and assessment questions, thus
providing a solution for accessing additional reading materials.

Also examining ChatGPT, in a design and development study, Dejulio and colleagues
(2024) researched supporting teachers in using ChatGPT to generate high interest reading
passages for students who benefited from additional supported reading instruction. The study,
piloted with graduate students mentoring elementary and middle school students requiring
additional reading support, promoted Computer Assisted Texts for Early Reading (CATER) via a
ten-step model. The model included: (1) assess teacher knowledge, (2) discuss text complexity,
(3) experiment with Al, (4) assess mentee, (5) compose connected text based on mentee’s
responses with Al, (6) learn about images and book features, (7) revise books, (8) share books,
(9) reflect on the process, and (10) complete post-assessment. Stories generated with this study
focused on foundational reading skills such as phonemic awareness, decoding, fluency, and
vocabulary. Specifically, one participant addressed consonant blends, compound and complex
sentences, and included personal mentee pictures. Participants noted that their mentees found the
stories to be interesting, relevant, and accessible. Moreover, researchers reported that participants
demonstrated increases in Al literacy and reading specific skills. However, the study reported on
teacher professional development and student engagement levels and did not explicitly report
readability levels or learner outcome measures.

Building off Delulio et al. (2024) and Bulut and Yildirim-Erbasli’s (2022) inquiry of AI’s
ability to generate reading passages, Pardue & Beach (manuscript under review, 2026)
investigated the Al tool, GPT-4 and its ability to generate narrative passages at the tenth-grade
level designed to teach theme identification and textual evidence citation. Passages were

generated following McKeown and Williams’ (2024) writing task analysis mnemonic TAPP
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(Topic, Audience, Purpose, Parameter). Prompts included (a) topic (i.e., one of five selected
themes), (b) audience (i.e., tenth-grade students), (c) purpose (i.c., narrative passage that
implicitly references the theme at least three times), and (d) parameters (i.e., three paragraphs in
length; diverse ages, character traits, cultures, and settings) (Pardue & Beach, manuscript under
review, 2026). Analysis of prompt adherence, readability, and cultural representation revealed
that while GPT-4 was able to generate passages that met a specified prompt structure,
inconsistencies in readability levels and patterns of omissions, overrepresentation, and
underrepresentation across cultures presented. Examining standards-alignment specifically,
Pardue & Beach reported 93.33% of the generated passages complied with the prompt topic,
purpose, and parameter components. This suggests that GPT-4 has the capacity to generate
standards-aligned instructional materials tailored to theme identification. The study also
emphasized the importance of human screening and oversight when generating instructional
materials, noting variability across readability levels, repetition across storylines, settings, and
character traits, and the potential for introducing biases and stereotypes.

Beyond its potential to just generate materials, Al also holds promise in increasing
student engagement levels. Using a quasi-experimental pretest-posttest, Yilmaz & Aydin (2025)
investigated the impact of using Al-generated materials on the reading motivation levels of 30
English as a foreign language (EFL) Turkish university learners. Measuring motivation using a
four-point Likert scale and the Motivation for Reading in English Questionnaire (MREQ),
researchers compared the effects of Al-generated materials (experimental group) to traditional
materials (control group) on motivation levels. Questions measured intrinsic motivation and
extrinsic drive to excel, academic compliance, text compliance, and social sharing. Findings

revealed a decrease, (.07 points) though not statistically significant (p =.29), in motivation levels
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overall for participants in the control group (textbook materials). Scores from the experimental
group (Al-generated materials) indicated a statistically significant (p = .01) increase in reading
motivation, with motivation levels increasing from 2.76 to 2.98 (.22 points). Noting a consistent
increase across all measures of motivation for the Al-generated materials group, Yilmaz & Aydin
support the use of Al-generated materials, suggesting materials may be viewed as more relevant
and engaging because of their ability to align to student needs and expectations and may
positively impact reader motivation levels. Given that student interest and engagement are social
validity indicators in this study, beyond its ability to generate materials, Al-generated content has
the potential to positively impact students’ perceptions and interests levels.

For special education teachers, these studies suggest Al may provide efficient and
sustainable ways to select, adapt, and generate materials that align with IEP goals and increase
access to general education curricula and standards. While they support AI’s ability to generate
materials and engage students, a need for examining the efficacy of using the materials and their
effects on student engagement and learning outcomes remains.

Summary

As an initiative to combat low reading proficiency levels, the U.S. adopted the CCSS.
Internationally benchmarked, evidence based, and designed to prepare students for college and
career readiness, the standards provide guidance for selecting rigorous, appropriately complex
texts. Instructional materials should be evaluated using quantitative, qualitative, and reader and
task considerations. While guidance is provided (CCSSI, 2017, Appendix A, Appendix B), it is
inconsistently applied. Research suggests that instructional materials recommended and
approved by districts and schools are often insufficient, misaligned, (Pak et al., 2020; Doan et al.,

2020) and underused (Watkins & Ostenson, 2015). Whether due to misalignment to the
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standards, the reader, or task, teachers are using supplemental materials (e.g., self-created, web
accessed) to better meet the needs of their students, including SWD. Special educators often
create or adapt instructional materials to promote general education curriculum access and
alignment with IEP goals (Fowler et al., 2019). However, the creation and adaptation of materials
depends on teachers’ professional capacity and available time (Ahammed, 2021; Pak et al.,
2020). This may vary across educators and affect the quality, accessibility, and equity of
materials.

These challenges underscore the need for practical and sustainable solutions. To equip
educators with a solution for selecting, adapting, and using standards-aligned instructional
materials, research is needed investigating the use of Al-generated materials. Whether Al-
directed, Al-supported, or Al-empowered, research supports Al’s expanding role in education
(Ouyang & Jiao, 2021; Weidinger et al., 2021). Al tools, such as ChatGPT, have been used to
create assessments (Bezirhan & von Davier, 2023), generate narrative passages and stories
(Delulio et al., 2024; Pardue & Beach, manuscript under review, 2026), and increase levels of
reader motivation (Yilmaz & Aydin, 2025). While these studies suggest promising applications,
research is emerging, remains limited, and findings are mixed in the impact of standards-aligned,
Al-generated materials when providing instruction to SWD reading below grade level in the
secondary school setting. This study builds on research by comparing Al-generated with
traditional textbook materials, and directly examines theme identification, textual evidence
citation, and reader perceptions of interest and clarity among high school SWD reading below

grade level.
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CHAPTER 3 - METHOD

The purpose of this study was threefold. First the study examined the effectiveness of
using CUT to the Message, a standards-aligned intervention embedded withing the SRSD
framework, on the ability of high school SWD reading below grade level to identify the narrative
theme of a passage and cite textual evidence. CUT to the Message is designed to improve
reading comprehension and aligns with the CCSS 6 — 12 reading standards for literature (i.e., cite
textual evidence, identify theme) (CCSSI, 2010a). Second, the study aimed to compare the
learner outcomes and perceptions of Al-generated materials and traditional textbook passages
when identifying theme and citing textual evidence. Lastly, the study assessed the social validity,
via student perceptions, of the CUT to the Message intervention and both the Al-generated and
textbook passages.
Research Questions

1. What is the effect of the CUT to the Message intervention on the reading comprehension
skills of high school SWD reading below grade level as measured by theme identification
and textual evidence citation?

2. After receiving the CUT to the Message intervention, how do reading comprehension
performance and participant perceptions of interest and clarity compare across Al-
generated and textbook passages for high school SWD reading below grade level?

3. How do high school SWD reading below grade level perceive the social validity of the
CUT to the Message reading intervention, the Al-generated passages, and the textbook

passages?
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Recruitment and Consent Process

Before beginning the study and recruitment, I received approval from the university
Institutional Review Board (IRB) to ensure all procedures protected the rights and confidentiality
of study participants. Upon receiving IRB approval and principal support, I recruited 4 high
school students receiving special education services for reading in the general and special
education classroom from one high school. Recruitment occurred in two phases.

Phase 1

I met with the principal of the school and reviewed the student inclusion criteria for
participation and addressed any questions regarding inclusion, recruitment, and the study itself. I
then emailed a copy of the caregiver recruitment script (Appendix A), recruitment letter
(Appendix B), and consent email (Appendix C) to the principal for disbursement to the
caregivers of students meeting the inclusion criteria. The principal also provided a paper copy of
the recruitment email and consent form. All recruitment materials contained my email and
contact information for assistance and clarification purposes.

Caregivers who did not respond, received a follow-up email or call from the caregivers one
week later. Caregivers choosing not to participate in the study did not receive a follow-up email
or phone call. I only gained access to student and caregiver identity upon consent.

Caregivers completed the consent form via Docusign or returned the form to the principal. I
received all Docusign forms digitally and collected the remaining consents from the principal
directly.

Phase 2
Upon completion of caregiver consent, I met with all potential participants explaining the

study (Appendix D) and their right to choose or decline participation. I gave students a copy of
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the student recruitment letter (Appendix E) and the student assent form (Appendix F) to review
with their case manager and caregiver(s). Students interested in participating returned a paper
copy of the assent form to the school principal. While follow-up provisions were planned (i.e.,
email, phone call), all students returned the assent forms the next day and agreed to participate in
the study. Students received a non-monetary item (pencil), noncontingent on participation, for
returning the form promptly (i.e., less than one week).

Upon caregiver consent and student assent, I verified inclusion criteria and administered the
Qualitative Reading Inventory 6™ edition (QRI — 6; Leslie & Cardweel, 2017) for screening
purposes.

Participants and Setting
Participants

Four participants agreed to participate. To maintain confidentiality, participants are identified
by pseudonyms. All participants were enrolled and took part in the general education curriculum
aligned with the CCSS at a designated public charter high school, in the southeastern United
States located in a suburban community. For the 2025 — 2026 school year, enrollment included
475 students with 0.1% American Indian/Alaskan Native, 1.9% Asian, 10.1% Black, 11.3%
Hispanic, 7.0% two or more races, 69.6% white, 49% female, 51% male, and 30% of students
qualifying for the federal free or reduced-price lunch program, an indicator of socioeconomic
status. Participants in this study included students with LD and autism (AU) who shared similar
instructional needs and access as determined by their Individualized Education Programs.

Students met the following inclusion criteria: (a) enrollment in 9" through 12% grade, (b)
provision of special education services in the general education classroom according to their IEP,

(c) demonstration of reading fluency at an upper middle school level or above (123 words correct
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per minute [ WCPM] at the upper middle school level) (d) teacher recommendation based on
student performance and attendance, (e) caregiver consent, (f) student assent. See Table 1 for a
summary of the participants’ demographics.

Table 1

Participant Demographics

Name OREF -
Age Grade Gender Ethnicity Diagnosis WCPM

Randall 14 9 M White AU/ OH 159

Bertie 15 9 F Hispanic LD 123

Jerome 15 10 M Black AU/ OH 124

Cleo 15 10 F White OH/LD 158

Note. AU = Autism; OH = Other Heath Impairment, LD = Learning Disability, ORF = Oral Reading Fluency,
WCPM = Words Correct Per Minute

After reviewing grade level, IEP, and performance status, I assessed each student’s reading
fluency level using the Qualitative Reading Inventory 6' edition (QRI — 6; Leslie & Cardwell,
2017) to ensure participants met inclusion criteria regarding reading fluency. During the QRI — 6
assessment, each student orally read one QRI — 6, upper middle school level passage (Appendix
G), and I documented the total words read, number of miscues, and elapsed time. Using this data,
I calculated the WCPM. For screening purposes participants needed to read a minimum of 123
WCPM at the upper middle school level to qualify for the study. This threshold was
approximately ten words below the 50™ percentile (median = 133) for eighth grade students’ oral
reading fluency scores per Hasbrook and Tendall (2006).

Randall. Randall was a ninth grade, white, 15-year-old male student. After receiving consent
and assent, Randall scored 159 WCPM on his upper middle school level QRI — 6 ORF
assessment. He participated in ELA in the general education classroom with support from a
special education teacher and received special education services in reading, writing, and self-
advocacy/self-determination for 20 min daily in the special education classroom. Under the

eligibility of AU and other health impairment, Randal received specialized instruction and
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support with (a) identifying the main idea and (b) summarizing a passage after reading. In the
school setting, Randall had a history of encountering challenges with inferencing, story retell,
staying on topic, initiating assignments, and completing assignments within a 50 min period
without multiple (i.e., more than 3) instructional prompts.

Bertie. Bertie was a ninth grade, Hispanic, 16-year-old female student. After receiving
consent and assent, Bertie scored 123 WCPM on her upper middle school level QRI — 6 ORF
assessment. She participated in ELA in the general education classroom with support from a
special education teacher and received special education services in reading (30 min) and math
(30 min) daily in the special education classroom. Under the eligibility of learning disability,
Bertie received specialized instruction and support in reading with (a) accurately identifying the
meaning of words in a grade-level passage and (b) answering reading comprehension questions
by citing explicit and implicit pieces of evidence to support her answers. Her IEP reported Bertie
was comprehending at a 5™ grade level per her iReady scores. In the school setting, Bertie
exhibited difficulties with comprehending grade-level passages, determining the point of view
and theme of a story, identifying vocabulary, summarizing texts, and citing textual evidence.

Jerome. Jerome was a tenth grade, Black, 15-year-old male student. After receiving consent
and assent, Jerome scored a 124 on his upper middle school level QRI — 6 ORF assessment. He
participated in ELA in the general education classroom with support from a special education
teacher and received special education services in behavior, and social/emotional skills for 60
min daily. Under the eligibility of AU and other health impairment, Jerome received specialized
instruction and support with completing and turning assignments in on time and self-monitoring
his performance and missing assignments. In the school setting, Jerome performed below grade

level in ELA. Scoring 31% on his English II check-in, Jerome demonstrated challenges with
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citing textual evidence, identifying the theme and central idea of a passage, vocabulary, and
analyzing author’s perspective. In the school setting, Jerome encountered challenges with
inferencing and comprehending grade-level passages, initiating and completing assignments,
attending to task, and identifying and analyzing literary elements (e.g., theme, mood,
characterization, author’s perspective) beyond the main idea and explicit retell of sequential
events.

Cleo. Cleo was a tenth grade, white, 16-year-old female student. After receiving consent and
assent, Cleo scored a 158 on her upper middle school QRI — 6 ORF assessment. She participated
in ELA in the general education classroom and received special education services daily in
reading comprehension (15 min) and social emotional skills in the general education classroom
(10 min) and academic skills in the special education classroom (30 min). Under the eligibility of
other health impairment (diagnosis of Attention Deficit Disorder) and learning disability
(specifically noting dyslexia), Cleo received specialized instruction and support with (a) citing
textual evidence to support analysis of what the text says explicitly and implicitly when given a
comprehension passage, (b) determining the meaning of words and phrases as they are used in
the text, and (c) using self-regulation and emotional management skills during challenging
academic tasks. In the school setting, Cleo encountered challenges with inferencing, analyzing
and interpreting passages, citing textual evidence, remaining on topic and answering reading
comprehension questions completely and concisely, sustaining attention, and completing and
submitting assignments. Cleo’s attendance throughout this study was inconsistent. She missed

multiple days (5) delaying data collection and intervention sessions.
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Intervention Agent and Secondary Observer

I acted as the intervention agent and implemented the CUT to the Message reading
intervention using Al-generated materials. At the time of the study, I was a Board-Certified
Behavior Analyst (BCBA) and a certified special education teacher. I was a third-year doctoral
student and Graduate Research Assistant in the Department of Special Education and Child
Development at the University of North Carolina at Charlotte and had previously taught high
school ELA in special and general education classrooms for five years. During the study, I
assisted the principal with recruitment, verified inclusion criteria, and conducted baseline probes,
intervention lessons, and post-intervention/maintenance probes one-one-one with students.

The secondary observer acted as a research assistant and performed fidelity checks and
assisted with scoring learner outcomes (i.e., CUT to the Message rubric). She was a licensed
special education teacher with 24 years of experience in teaching and studying reading. She was
a second-year doctoral student in the Department of Special Education and Child Development
at the University of North Carolina at Charlotte and spent 16 years providing literacy training
and implementation support for teachers and administrators on the science of reading. The
research assistant performed fidelity checks of audio recordings for 25% of all sessions (baseline,
intervention, post-intervention, maintenance) across all participants. She conducted interobserver
agreement on the CUT to the Message rubric scoring 20% of each participant’s data across all
sessions (Kratochwill et al., 2010).

Materials
Instructional Materials
With guidance from Building Comprehension in Adolescents: Powerful Strategies for

Improving Reading and Writing in Content Areas (Mason et al., 2012), I developed a CUT to the
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Message visual aid (Appendix H), a goal setting chart (Appendix I), and self-monitoring
performance graph (Appendix J) to aid in lesson delivery, self-monitoring, and self-regulation.

Reading Materials. The study required a total of 70 passages (55 Al-generated, 15
textbook). I used eight to ten passages to teach the CUT to the Message during intervention
sessions; half below grade level (eighth grade) and half at grade level (ninth, tenth grade).
Incorporating below grade level texts during the intervention sessions permitted scaffolding of
materials which encouraged access, comprehension, and skill development while students
learned the intervention (Vygotsky, 1978). Students read only Al-generated passages during the
intervention phase. During baseline, post-intervention, and maintenance sessions, students read
grade-level, Al-generated and textbook passages. Students read one passage during each
assessment session, with two assessments per day (i.e., Al-generated, textbook). I presented
passages randomly alternating treatment presentation with the first passage randomly selected
and the order not repeating more than two consecutive sessions.

Grade Level Material Parameters. To establish readability measure parameters (i.e., word
count, Lexile level) for this study’s reading materials I conducted a descriptive analysis of grade
level and below grade level materials. Given that the CCSS (CCSSI 2010a; 2010b; 2017)
combine ninth and tenth grade standards and readability levels (e.g., Lexile 1050—1335), for
this study grade level was defined as ninth and tenth grade texts. To identify specific word count
and Lexile level parameters at grade level, I analyzed grade level passages from the CommonLit
(n.d.) text library for assessment. CommonLit is an approved and recommended resource that is
provided at the school of study and accessible to all teachers. As a digital library, CommonLit

categorizes texts by grade level, genre, Lexile level, and standard. For the purposes of this study,
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I applied the following filters to the CommonLit search engine to select texts: (grade (ninth and
tenth), Lexile level (maximum of 1263L), genre (narrative), standard (RL2 [theme]).

The maximum Lexile level of 12631 was selected based on guidance from the CCSS
Appendix A (CCSSI, 2017) by calculating the midpoint of the recommended ninth and tenth-
grade Lexile band (1050L — 1335L). A minimum Lexile level was not included in the search to
account for the inclusion of passages that may fall quantitatively below a Lexile range but are
considered developmentally and qualitatively appropriate for ninth and tenth-grade students
(Hiebert & Mesmer, 2013; Nelson et al., 2012). The search resulted in 94 total passages at the
ninth (n = 61) and tenth (n = 33) grade level. Descriptive analysis across all passages noted the
(a) title, (b) author, (c) year published, (d) CommonLit identified narrative theme, (e) the number
of words per passage, and (f) the Lexile level. Table 2 provides detailed descriptions of the
textbook passage characteristics.

Across all grade level textbook passages (N = 94), the mean Lexile level was 911L (510L —
1250L), and the mean word count 2,816.3 (288 - 9050). With this study, I only selected passages
at or below the mean word count (M = 2,816.3). This was to ensure that reading session length
durations remained reasonable, as the focus of this study was on comprehension and not reading
stamina.

Below Grade Level Material Parameters. 1 conducted a similar analysis to define below
grade level parameters. I defined below grade level texts, as eighth grade texts (e.g., Lexile
925—1185) (CCSSI, 2010b). Following the same procedure as before, I applied the following
filters in the CommonL.it search engine: grade (eighth), Lexile level (maximum of 1055L), genre
(fiction), standard (RL2 [theme]). The maximum Lexile level of 1055L was selected based on

guidance from the CCSS Appendix A (CCSSI, 2010b) by calculating the midpoint of the
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recommended sixth through eighth grade Lexile band (925L—1185L). The search resulted in 32

passages (Table 3) with a mean Lexile level of 806.9L (420L—1050L) and a mean word count of

2495.6 (465-5395).

Table 2

Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Lexile Word
Title Author Year Published Level Count Theme
Ninth Grade Passages (n
=61)

A Defenseless Creature Chekhov 1887 790 1760 People can use different
strengths to get what they
want

A Jury of Her Peers Glaspell 1917 800 8200 Women are often
underappreciated and
underestimated

A Matter of Prejudice Chopin 1894 1000 2579 Prejudice is often based on
misunderstanding and
stubbornness

A Retrieved Reformation  O. Henry 1903 870 2843 People can change, for better
or for worse

A Village After Dark Ishiguro 2001 840 4801 Despite knowing the truth,
sometimes we idealize the
past

A Whole Nation and a Petrakis 1970 930 6716 We should learn to accept

People who we are and embrace it

An excerpt from The Unknown 1973 620 380 Violence is not the answer to

Story of Cain and Abel feelings of jealousy or anger

from Genesis 4

An Uncomfortable Bed de Maupassant 1909 820 956 Paranoia can make fools out
of people

Approximations Simpson 1983 650 4190 It is better to have something
imperfect that is real than to
have something perfect that is
a fantasy

Archne Coolidge 2001 1180 1307 Pride and overconfidence can
lead to a person's demise

Cheboygan Day Allen 2021 860 5512 While it may seem harmless
to some, bullying can have
painful and life-changing
consequences

City of Specters Bandi 1993 1060 6455 It can be dangerous to
question people in charge and
what is expected of you

Contents of a Dead Man's  Finney 1956 1130 1991 Time is limited and should be

Pocket

spent on what one values most
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Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Lexile Word
Title Author Year Published Level Count Theme

Daughter of Invention Alvarez 1991 900 4581 The freedom to express
oneself is valued by many, but
some people discourage it and
fear its consequences

Dealer's Choice Lenaha 2024 780 4428 People are in charge of the
decisions they make

Everyday Use Walker 1973 730 3590 Sometimes adopting a new
heritage can result in the
rejection of a person’s true
heritage and family history

Excerpt from " My Mouradian 2013 1040 1049 War can cause daily life to

Mother's Voice" The change in a moment's notice

Proclamation without warning

Excerpt from "Five Weeks Verne 1863 1070 693 Alternative methods of travel

in a Balloon" may offer practical benefits as
well as pleasurable
experiences

Excerpt from "The World  Alger 1880 800 1368 If you a generous and

Before Him"* hardworking, life will reward
you

Excerpt from Song of the  Cather 1915 1050 1563 Relationships with family

Lark members can be complicated
and confusing

Excerpt from the "Bleak  Dickens 1853 1070 1609 Different people can view

House" particular situations in very
different ways

Excerpts from Romeo and Shakespeare 1593 905 433 Love makes people more

Juliet willing to change and face
obstacles

Girl Kincaid 1978 510 688 Acceptance in society often
means following strict rules

Harrison Bergeron Vonnegut 1961 810 2189 Forcing uniformity on people
doesn't result in equality, but
rather causes conflict and
unhappiness

Home Chekhov 1887 1000 3597 As much can be learned from
creativity as from logic

Home for the Holidays Cooper 2016 705 677 Facing adversity together can
reveal what is most important
in a relationship

Huevos Estrellados De La Cruz 2021 800 1623 It's never too late to rebuild a
relationship with your parents

Miss Brill Mansfield 1920 840 1964 Despite our desire to feel a

connection with others, we
often are alone
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Table 2 (continued)

Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Lexile Word
Title Author Year Published Level Count Theme

Montreal 1962 Baldwin 1962 1160 1279 It is important to hold onto
who you are when you are in
a new place

One Hundred Knives in Malla 2015 880 3549 People of all ages and

the Air experiences sometimes feel
unsuccessful or
misunderstood

Orpheus and Eurydice Ovid (More) 1 BCE 1200 1033 True love is worth great
sacrifice and can survive even
death

Quiet Town Gurley 2015 740 2377 Changes in the environment
can present danger to one's
health

Ripe Figs Chopin 1893 1090 288 Growing up takes time and
patience; it cannot be rushed

Rules of the Game Tan 1989 920 4492 Children can feel suffocated

by parents and need to assert
their independence

Sense and Sensibility Austen 1811 1030 3513 Even within a family, money

Chapters 1 and 2 can inspire greed and
selfishness

Showdown Jackson 2015 960 2288 Failing to stop injustices can

have unintended
consequences for many

people
Sleeping Weber 2003 1250 486 People sometimes grieve in
mysterious ways
Stay True Hotel Shihab Nye 2011 610 983 Moving presents challenges
and new opportunities
Sunday in the Park Kaufman 2014 760 1435 The need to feel powerful
lives in all of us
The Bet Chekhov 1887 990 2842 Greed and impulsive
decisions can lead to huge
consequences
The Devil de 1903 1030 2660 Hardship can motivate
Maupassant people to make ruthless,
calculating decisions
The Gold Coast Allen 2024 770 4044 Generational expectations can
cause conflict
The Golden Calf Unknown 1973 960 980 People set in their ways do

not change easily, often
needing leaders to properly
guide them

The Legend of Oedipus Unknown 2016 1130 876 Fate is inescapable and
avoiding destiny often fulfills
it
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Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Title

Author

Year Published

Lexile
Level

Word
Count

Theme

The Lottery

The Machine that Won the
War

The Man in the Well

The Model Millionaire

The Most Dangerous
Game

The Necklace

The Nose

The Pedestrian

The Sniper

The Story of an Hour

The Storyteller

The Treasure in the Forest

The Two Brothers

To Build a Fire

Two Kinds

Jackson

Asimov

Sher

Wilde

Connell

de Maupassant

Gogol

Bradbury

O'Flaherty

Chopin

Saki

Wells

Tolstoy

London

Tan

1948

1961

1995

1876

1924

1884

1836

1951

1923

1894

1888

1894

1886

1908

1989

1030

800

870

860

740

890

1010

980

740

970

880

810

1130

960

830

3382

2006

2502

2007

7999

2849

9050

1445

1569

1011

1966

2958

1033

7109

4614

Even if something is cruel,
people have the tendency to
follow the crowd and
participate

Humans struggle in trusting
machines to make important
decisions

People can act in cruel ways
when they hold power over
others

Generosity can produce
unexpected outcomes

When violence becomes too
common, some people no
longer take it seriously

It is better to appreciate what
you have

It is foolish to value social
status and appearance over the
value of character

By depending too much on
technology, we can lose
control of society and what it
means to be an individual

War makes soldiers lose sight
of their humanity by making
other people into enemies

Newfound independence can
bring the promise of freedom
and happiness into a person's
life

Children's understanding of
what is good and what is bad
can be influenced by the
adults in their lives

Greed can overtake a person's
perception and judgement

People can do more good with
simple, kind actions than they
can with money

In the struggle of man against
nature, nature always wins

A parent’s motivation and
influence can take time for a
child to fully understand
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Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Christmas Carol" Marley's

Ghost

Lexile Word
Title Author Year Published Level Count Theme

Was It a Dream? de Maupassant 1903 1060 1789 Love can cause people to
believe the best about others
and often mask the truth

Ninth Grade Passage Average (n = 61)
906 2761
Tenth Grade Passages (n = 33)

A Horseman in the Sky Bierce 1889 1190 2470 War has its own set of hard
rules

A Sound of Thunder Bradbury 1952 670 4439 Everything that has taken
place in the past is intricately
connected, and one small
action can have major
consequences

By Degrees and Dilatory ~ Huang 2015 790 4081 It can be hard to adapt to

Time change when we lose a part of
what makes us who we are

Cooking Time Roy 2014 790 3076 Scientific advancement comes
at a price

Dr. Heidegger's Hawthorne 1837 1230 3696 There is danger in seeking

Experiment immortality and the folly of
youth

Echo and Narcissus Ovid (More) 1 A.D. 1140 2046 Love can be powerful; Pride
is not attractive and has
consequences

Enigma Huebert 2017 1220 1427 Deeply understanding the
natural world can be
transformative for humans

Eraser Tattoo* Reynolds 2018 690 2589 First love has a lasting effect
on a person

Eve's Diary Twain 1905 850 6838 In a relationship you grow
stronger together

Excerpt from "Roughing  Twain 1872 1220 1467 People who hold high

It:" Lost in the Snow opinions of themselves are
often not as smart as they
believe

Excerpt from "You Don't  Alexie 2017 800 1164 The decision to make a life

Have to Say You Love change is difficult and people

Me" may feel guilty for leaving a
life or community behind

Excerpt from a "A Dickens 1843 930 6462 Greed and lack of kindness

toward others come at a cost
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Table 2 (continued)

Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Lexile Word
Title Author  Year Published Level Count Theme

Excerpt from Jayne Eyre ~ Bronte 1847 940 3022 Love can change people in
many unexpected ways

Excerpt from Pride and Austen 1813 820 2150 Stubborn prejudice can make

Prejudice people behave in intolerant
and irrational ways

Excerpts from "A Dickens 1843 1120 8228 You only punish yourself

Christmas Carol" The when you refuse to share your

Second of the Three time or wealth with others

Spirits

Five Time Shiva Met Mandanna 2019 720 1659 Every story has more than one

Harry side to it

God Sees the Truth but Tolstoy 1906 790 2989 Showing someone mercy and

Waits granting them forgiveness can
be a freeing experience

Luck Twain 1891 1010 1672 Success can just as often be
attributed to chance as to skill

Sandwiched in Between Smith 2019 730 3761 Love is the feeling of being
accepted fully for who you are

Spin O'Brien 1990 930 1700 Telling stories about one's life
can preserve the past and keep
it in the present

The Ambitious Guest Hawthorne 1837 1230 3262 Both life and death cannot be
planned

The Faith Cure Man Dunbar 1900 810 1630 Blind faith and trust do not
always yield rewards

The First Day Jones 1992 1009 1896 Parents can be protective of
their children

The Fly Mansfield 1922 770 2178 Sometimes people grieve and
process death differently

The Last Curiosity Tan 2021 920 3498 There are parts of the human
experience that we will never
be able to understand

The Law of Life London 1901 920 2808 You cannot escape death

The Million Pound Bank  Twain 1893 910 8291 One can achieve success

Note through ingenuity and honesty

The Open Window Saki 1914 1070 1213 Skillful storytellers can make
others believe the tales they
spin

The Pardon of Becky Day Fox 1904 1030 2381 There is power in forgiveness,
and it can bring contentment

The Wretched and the Lily Yu 2017 1170 2565 People are often unwilling to

Beautiful take responsibility for helping

those in need
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Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures
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Lexile Word
Title Author Year Published Level Count Theme
Time Capsule Found on Atwood 2009 705 569 Valuing money above
the Dead Planet everything else will lead to
the destruction of all life
We Walked on Water Robertson 2013 740 2173 The pain of a tragic loss can
be difficult to make sense of
and often lingers for a long
time after it takes place
Weight Clayton 2018 620 3990 It is important to trust
someone in a relationship
rather than go searching for
answers
Tenth Grade Passage Average
(n=33) 923.8 30409
Combined Average
(N=94) 911 2816.3




Table 3

Below Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures

Year

Lexile Word

Title Author Published Level Count Theme
Eighth Grade Passages (n = 32)

The Landlady Dahl 1959 780 3519  Strangers can be more dangerous than
they initially appear

The Tell-Tale Heart Poe 1843 830 2158  People can never truly escape the terrible
things they have done

Click-Clack the Gaiman 2015 600 1366  Things are not always they seem

Rattlebag

Lamb to the Slaughter ~ Dahl 1953 730 3557  Sometimes our assumptions can lead us to
overlook the truth

The Monkey's Paw Jacobs 1902 880 3911  Ignoring the wisdom and experience of
others can lead to terrible consequences

All Summer in a Day Bradbury 1954 780 1935  Following a crowd can lead to cruel
actions that one will later regret

Ruthless DeMille 1945 790 1050  There will be consequences if people take
justice into their own hands

The Gift of the Magi Henry 1905 890 2071  Unselfish love is the greatest of all gifts

Lather and Nothing Téllez 2007 640 1859  People have power to choose integrity

Else over revenge

After Twenty Years Henry 1905 820 1268  The decision between loyalty and doing
what is right is a hard one to make

They're Made Out of Bisson 1990 420 813 Fear of the unknown causes people to

Meat make assumptions and reject what they do
not understand

Home Brooks 1953 810 748 Homes provide physical and emotional
security for families

The Last Dog Paterson 1999 830 4989  Our ability to think for ourselves is what
makes us human and sets us apart from
others

One of These Days Marquez 1962 730 912 Power can shift from one person to
another depending on the situation

The Falling Girl Buzzati 1989 940 1563  Our wealth and status influences both our
opportunities and the way we see the
world

Upswing Resler 2021 850 5145  Don't lose sight of what you believe just
to please others

Green Velvet Pelc 2019 930 2389  Immigration is a complicated process that
each generation in a family experiences
differently

Mousing Teeth Manly 2021 930 5395  Being true to yourself means not allowing
what others think to control your actions

Recognition Lavalle 2020 630 1823  Friendship helps support people through
difficult times

The Cone Wells 1911 900 4237  Industrial progress degrades one's

humanity and respect for life
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Below Grade Level Textbook Passage Titles, Authors, Themes, and Quantitative Measures
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. Year Lexile Word

Title Author Published Level Count Theme

Blue Block 1996 640 3105  Sharing one's feelings through writing can
help one overcome emotional stress and
connect with others

The Night Oak Street ~ Pool 2021 690 5291  People fear what they do not understand

Burned Down

The Fox and the Horse ~ Grimm 1812 760 465 Individuals can accomplish more with the
help of others

The Three Questions Tolstoy 1885 980 1564  Doing good and living in the now is more
important than worrying about the future

Abigail at Red Shield  McNeil 2024 1050 2215  Hope can sustain us through some of life's
most difficult challenges

Gyroscopes Darraj 2022 760 3352  The fact that others do not understand
why something is hurtful does not mean
that you should accept it

The Use of Force Williams 1938 780 1509  We can sometimes admire the
determination in people who challenge us

How Long and Whata  Peterson 2013 820 930 A long life well-lived is worth

Marvel appreciating and impacts one's
community

A Respectable Woman  Chopin 1894 930 1466  Social expectations influence how people
behave, but individuals choose how much
they follow them

The Stone Boy Berriault 1996 950 4701  The way we see ourselves can sometimes
be shaped by the opinions of those around
use

New York Day Women Danticat 1991 830 1445  We may not fully know those we love,
even if we think we do

The End of Sleepovers  Huber 2023 920 3109  Change is an unavoidable part of
relationships and growing up

Eighth Grade Passage Average 806.9 2495.6

Textbook Passages. Applying the grade level parameters (e.g., S10L -1250L, word count <

2816.3, to the CommonLit passages, | identified a total of 55 passages at the ninth (n = 37) and

tenth (n = 18) grade level. The 55 passages had an average Lexile of 933.9L (510L — 1250L) and

an average word count of 1559.8 (288 — 2660), and it was from these 55 passages that I selected

the textbook passages to be used in the assessment sessions (i.e., baseline, post-intervention,

maintenance). Table 4 provides detailed descriptions (i.e., title, author, publication date, word
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count, Lexile level, theme) of the potential passages for the assessment sessions. Using the
Research Randomizer (Research Randomizer, n.d.), I randomly selected eight baseline passages
and seven post-intervention/maintenance passages from the 55 grade-level passages (See Table
4). See Appendix K for a sample CommonLit passage at grade level used during baseline and
post-intervention probes.

Table 4

Grade Level Passages Identified for Randomized Selection

Year Lexile Word
Title Author  Published Level Count Theme
Ninth Grade Passages (n = 37)
A Defenseless Creature Chekhov 1887 790 1760  People can use different strengths to
get what they want
A Matter of Prejudice Chopin 1894 1000 2579  Prejudice is often based in
misunderstanding and stubbornness
Excerpt from The Sto.ry of Cain Unknown 1973 620 380 Vic?lence is not the answer to feelings
and Abel from Genesis 4 of jealousy or anger
An Uncomfortable Bed* de 1909 820 956 Paranoia can make fools out of
Maupassant people
Archne Coolidge 2001 1180 1307  Pride and overconfidence can lead to
a person's demise
Contents of a Dead Man's Finney 1956 1130 1991  Time is limited and should be spent
Pocket on what one values most
Excerpt from " My Mother's Mouradian 2013 1040 1049  War can cause daily life to change in
Voice" The Proclamation a moment's notice without warning
Excerpt from "Five Weeksina  Verne 1863 1070 693 Alternative methods of travel may
Balloon"* offer practical benefits as well as
pleasurable experiences
Excerpt from "The World Alger. 1880 800 1368  Ifyou a generous and hardworking,
Before Him" life will reward you
Excerpt from Song of the Lark  Cather 1915 1050 1563  Relationships with family members
can be complicated and confusing
Excerpt from the "Bleak Dickens 1853 1070 1609  Different people can view particular
House" situations in very
different ways
Excerpts from Romeo and Shakespeare 1593 905 433 Love makes people more willing to
Juliet change and face
obstacles
Girl* Kincaid 1978 510 688 Acceptance in society often means
following strict rules
Harrison Bergeron Vonnegut 1961 810 2189  Forcing uniformity on people doesn't

result in equality, but rather causes
conflict and unhappiness
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Table 4 (continued)

Grade Level Passages Identified for Randomized Selection

Year Lexile Word

Title Author  Published Level Count Theme

Home for the Holidays* Cooper 2016 705 677 Facing adversity together can reveal
what is most important in a
relationship

Huevos Estrellados DeLaCruz 2021 800 1623  It's never too late to rebuild a
relationship with your parents

Miss Brill Mansfield 1920 840 1964  Despite our desire to feel a
connection with others, we often are
alone

Montreal 1962 Baldwin 1962 1160 1279  Itis important to hold onto who you
are when you are in a new place

Orpheus and Eurydice Ovid (More) 1BCE 1200 1033 True love is worth great sacrifice and

can survive even death

Quiet Town Gurley 2015 740 2377  Changes in the environment can
present danger to one's health

Ripe Figs Chopin 1893 1090 288 Growing up takes time and patience;
it cannot be rushed

Showdown Jackson 2015 960 2288  Failing to stop injustices can have
unintended consequences
for many people

Sleeping* Weber 2003 1250 486 People sometimes grieve in
mysterious ways

Stay True Hotel* Shihab Nye 2011 610 983 Moving presents challenges and new
opportunities

Sunday in the Park* Kaufman 2014 760 1435  The need to feel powerful lives in all
of us

The Devil de 1903 1030 2660  Hardship can motivate people to

Maupassant make ruthless, calculating decisions

The Golden Calf Unknown 1973 960 980 People set in their ways do not
change easily, often needing leaders
to properly guide them

The Legend of Oedipus* Unknown 2016 1130 876 Fate is inescapable and avoiding
destiny often fulfills it

The Machine that Won the War ~ Asimov 1961 800 2006  Humans struggle in trusting machines
to make important decisions

The Man in the Well Sher 1995 870 2502  People can act in cruel ways when
they hold power over others

The Model Millionaire Wilde 1876 860 2007  Generosity can produce unexpected
outcomes

The Pedestrian Bradbury 1951 980 1445 By depending too much on

technology, we can lose control of
society and what it means to be an
individual

The Sniper O'Flaherty 1923 740 1569  War makes soldiers lose sight of their
humanity by making other people
into enemies
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Table 4 (continued)

Grade Level Passages Identified for Randomized Selection

Year Lexile Word
Title Author Published Level Count Theme

The Story of an Hour* Chopin 1894 970 1011  Newfound independence can bring
the promise of freedom and
happiness into a person's life

The Storyteller Saki 1888 880 1966  Children's understanding of what is
good and what is bad can be
influenced by the adults in their lives

The Two Brothers Tolstoy 1886 1130 1033  People can do more good with
simple, kind actions than they

can with money

Was It a Dream? de 1903 1060 1789  Love can cause people to believe the
Maupassant best about others and
often mask the truth
Ninth Grade Passage Average 927.6 1428
Tenth Grade Passages (n = 18)

A Horseman in the Sky Bierce 1889 1190 2470  War has its own set of hard rules

Echo and Narcissus Ovid (More) 1A.D. 1140 2046  Love can be powerful; Pride is not
attractive and has consequences

Enigma Huebert 2017 1220 1427  Deeply understanding the natural
world can be transformative for
humans

Eraser Tattoo* Reynolds 2018 690 2589  First love has a lasting effect on a
person

Excerpt from "Roughing It:" Twain 1872 1220 1467  People who hold high opinions of

Lost in the Snow* themselves are often not as smart as
they believe

Excerpt from "You Don't Have  Alexie 2017 800 1164  The decision to make a life change is

to Say You Love Me"* difficult and people may feel guilty
for leaving a life or community
behind

Excerpt from a "A Christmas Dickens 1843 930 6462  Greed and lack of kindness toward

Carol" Marley's Ghost others come at a cost

Excerpt from Pride and Austen 1813 820 2150  Stubborn prejudice can make people

Prejudice behave in intolerant and irrational
ways

Five Time Shiva Met Harry Mandana 2019 720 1659  Every story has more than one side

Luck Twain 1891 1010 1672  Success can just as often be attributed
to chance as to skill

Spin O'Brien 1990 930 1700  Telling stories about one's life can
preserve the past and keep it in the
present

The Faith Cure Man Dunbar 1900 810 1630  Blind faith and trust do not always
yield rewards

The First Day Jones 1992 1009 1896  Parents can be protective of their
children

The Fly Mansfield 1922 770 2178  Sometimes people grieve and process

death differently
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Table 4 (continued)

Grade Level Passages Identified for Randomized Selection

Year Lexile Word

Title Author  Published Level Count Theme

The Open Window* Saki 1914 1070 1213  Skillful storytellers can make others
believe the tales they spin

The Pardon of Becky Day Fox 1904 1030 2381  There is power in forgiveness, and it
can bring contentment

The Wretched and the Beautiful Lily Yu 2017 1170 2565  People are often unwilling to take
responsibility for helping those in
need

Time Capsule Found on the Atwood 2009 705 569 Valuing money above everything

Dead Planet* else will lead to the destruction of

all life
We Walked on Water Robertson 2013 740 2173  The pain of a tragic loss can be

difficult to make sense of and often
lingers for a long time after it takes

place
Tenth Grade Passage Average 946.9. 1830.5
Combined Ninth and Tenth
Grade Average (/V =155) 9339 1559.8

Note. * passages selected for assessment sessions
Al-Generated Passages. 1 created Al-generated passages using ChatGPT (GPT —5), and I
used the Al-generated passages across all phases of the study (i.e., baseline, intervention, post-
intervention, maintenance). When generating passages, I instructed ChatGPT to incorporate the
parameters (CommonlLit search filters) of the textbook materials at and below grade level
including word count, Lexile level, and theme. Because Lexile analysis is presented across a
Lexile band (e.g., 210L — 400L, 410L — 600L), for intervention, below grade level Al-generated
passages fell within 610L and 800L and grade level passages fell within 810L — 1200L.
Prompt. With guidance from Pardue and Beach’s (manuscript under review, 2026) study
investigating Al’s ability to generate narrative passages that incorporate a designated theme with
three implicit references, prompts for generating passages adopted the TAPP (Topic, Audience,
Purpose, Parameters) mnemonic. Developed by McKeown and Williams (2024), TAPP is a

writing task analysis support that identifies the components of a writing prompt. For this study
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the prompt for generating passages included the following: (a) topic (i.e., designated theme that
matches textbook passages), (b) audience (high school students), (c) purpose (i.e., narrative
passage that implicitly references the theme at least three times), (d) parameters (i.e., word count,
Lexile level, background knowledge). For example, a prompt used for baseline passage
generation asked:

“Can you create a narrative passage appropriate for ninth and tenth grade students? The

passage should have a Lexile level between 510 and 1250 (M = 927) and a word count

between 288 and 2660 (M = 1428). The passage must incorporate the theme ”"Newfound
independence can bring the promise of freedom and happiness into a person's life." with at
least three implicit references to the theme.”

Assessment Passages. All baseline, post-intervention, and maintenance sessions included
grade level passages (ninth and tenth grade). Across the three conditions, the mean Lexile level
was 842.83L (510L — 1220L) and the mean word count was 1068.90 (486 — 2589). Table 5
provides descriptive data for each condition and for the Al-generated and textbook passages.

I screened all Al-generated passages to ensure that they fell within acceptable minimum (i.e.,
Lexile = 510L; word count = 288) and maximum (i.e., Lexile = 1250; word count = 2660)
values. Al-generated passages within the assessment conditions matched CommonLit textbook
passages on theme and varied on word count and Lexile levels. Because the Lexile analyzer
provided grade level bands rather than exact Lexile levels, Al-generated passages fell within the

Lexile bands of their corresponding theme passage.
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Table §
Baseline, Post-Intervention, and Maintenance Passage Lexile Levels and Word Counts
Condition Passage Lexile Level Word Count
Count
Mean Minimum Maximum Mean Minimum Maximum
Baseline
Al-Generated 8 780.63 510 1110 969.25 712 1295
Textbook 8 830.63 510 1220 1014.75 677 1467
Combined 16 805.33 510 1220 992 677 1467
Post-Intervention
Al-Generated 5 865 705 1105 1192.6 580 1536
Textbook 5 926 690 1250 926 486 2589
Combined 10 875.50 690 1250 1316.4 486 2589
Maintenance
Al-Generated 2 905 705 1105 793 609 977
Textbook 2 917.50 705 1130 722.5 569 876
Combined 4 911.25 705 1130 757.75 569 977
All Assessment 30 842.83 510 1250 1068.9 486 2589
Passages

Note. Al = artificial intelligence

I integrated the themes from the selected textbook passages into the Al-generated passages.
For example, if a passage from CommonLit had a designated theme of “Love conquers all,” |
included the theme “Love conquers all” in the Al-generated passage. Baseline, post-intervention,
and maintenance sessions included two passages (i.e., Al-generated, textbook) per theme (See
Table 6). To minimize testing threats, I did not present passages sharing the same theme on the
same day. See Appendix L for a sample post-intervention, Al-generated prompt and passage.

Intervention Passages. Prior to generating Al passages, participants completed a researcher-
developed interest and background knowledge questionnaire. The questionnaire consisted of 12
open response questions that asked participants about their reading preferences, interests, and
experiences. Two high school ELA teachers evaluated the questionnaire for relevance and
appropriateness. A copy of the Background Knowledge and Interest Questionnaire is included in
Appendix M. Responses from the questionnaire assisted with passage generation and were not

analyzed qualitatively or descriptively.
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Baseline, Post-Intervention, and Maintenance Passage Descriptors

Year Lexile  Word
Title Author Published Level Count Theme
Baseline (n =14)

Excerpt from “Five Verne 1863 1070 693  Alternative methods of travel may offer

Weeks in a Balloon” practical benefits as well as pleasure

Excerpt from Twain 1872 1220 1467 People who hold high opinions of

“Roughing It:” Lost in themselves are not as smart as they seem

the Snow

Excerpt from “You Alexie 2017 800 1164  The decision to make a life change is

Don’t Have to Say difficult and people may feel guilty for

You Love Me” leaving a life or community behind

Home for the Cooper 2016 705 677  Facing adversity together can reveal what

Holidays is most important in a relationship

Stay True Hotel Nye 2011 610 983  Moving presents challenges and new
opportunities

Sunday in the Park Kaufman 2014 760 1435 The need to feel powerful is in all of us

The Last Box ChatGPT 2026 610-800 1135 Moving presents challenges and new
opportunities

The Long Route ChatGPT 2026 610-800 712  Alternative methods of travel may offer

Across the Valley practical benefits as well as pleasure

The Plan Couldn’t  ChatGPT 2026 610-800 1083 People who hold high opinions of

Fail themselves are not as smart as they seem

The Road Out of ChatGPT 2026 610-800 1086 The decision to make a life change is

Lamba difficult and people may feel guilty for
leaving a life or community behind

The Room with the Chat GPT 2026 1010-1200 1295 The need to feel powerful is in all of us

Switches

The Storm on ChatGPT 2026 810-1000 745  Facing adversity together can reveal what

Cedary Ridge is most important in a relationship

The Story of an Chopin 1894 970 1011  Newfound independence can bring the

Hour promise of freedom and happiness into a
person’s life

Post-Intervention (n = 10)
An Uncomfortable De 1909 820 956  Paranoia can make fools of all people
Bed Maupassa
nt

Eraser Tattoo Reynolds 2018 690 2589  First love has a lasting effect

Excerpt from “The Alger 1880 800 1368 If you are generous and hardworking life

World Before Him” will reward you

Sleeping Weber 2003 1250 486  People sometimes grieve in mysterious
ways

The Long Way ChatGPT 2026 610-800 1436 If you are generous and hardworking life

Around will reward you
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Baseline, Post-Intervention, and Maintenance Passage Descriptors

Year
Title Author Published

Lexile Word
Level Count

Theme

The Open Window Sake 1914
The Quiet Room ChatGPT 2026

The Song He Didn’t ~ ChatGPT 2026

Finish

The Story About the =~ ChatGPT 2026

Bridge

The Watch List ChatGPT 2026
Maintenance (n = 4)

The Departure Ledger ChatGPT 2026

The Last Harvest ChatGPT 2026
The Legend of Unknown 2016
Ocdipus

Time Capsule Atwood 209

1070 1213

1010-1200 580

810-1000 1008

610-800 1536

610-800 1403

1010-1200 977

610-800 609
1130 876
705 569

Skillful storytellers can make others
believe the tales they spin

People sometimes grieve in mysterious
ways

First love has a lasting effect on a person

Skillful storytellers can make others
believe the tales they spin

Paranoia can make fools of all people

Fate is inescapable and avoiding destiny
often fulfills it

Valuing money above everything else will
lead to the destruction of all life

Fate is inescapable and avoiding destiny
often fulfills it

Valuing money above everything else will
lead to the destruction of all life

I followed similar guidelines when generating intervention passages. Using nine selected

themes (see Table 7) across ten passages, intervention passages integrated students’ background

questionnaire responses and met specified Lexile and word count parameters. The theme “We

should learn to accept who we are and embrace it” was presented twice. Half of the intervention

passages were below grade level Lexile levels (i.e., 610L — 800L) with the remaining at grade

level (i.e., 810L — 1200L). I analyzed Lexile levels using an automated tool available at The

Lexile and Quantile hub website (www.hub.lexile.com). The tool uses logarithmic and algebraic

equations to measure the reading difficulty of a passage categorizing it into Lexile bands ranging

from 200L (beginning reading) to 1700L (advanced) (Lennon & Burdic, 2004). Word count for

the intervention passage ranged from 379 — 1182 (M = 841.3). This fell within the grade level

and below grade level averages of the textbook passages analyzed.


http://www.hub.lexile.com/
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I included the background questionnaire into the prompt when generating interventions

passages for each student, and matched passages across participants with theme, word count

range, and Lexile bands. An example of a prompt used for generating an intervention passage is

included in Appendix N. I presented participants with passages individualized to their responses

following a specified theme, word count, and Lexile level order. Table 7 provides a detailed

description of the intervention passages used across participants. See Appendices O — R for

background questionnaire responses and sample intervention passages centered around the theme

“When violence becomes too common, people may stop taking it seriously,” at the participant

level.

Table 7

Intervention Passage Themes, Grade Level, Lexile Range, and Word Count

Grade  Lexile Word Count by Participant
Level
Passage Theme v Level Randal Bertie Jerom Cleo  Mean
1 e

A Hope can sustain us through some of B  610-800 308 379 393 393 368.25
life’s most difficult challenges

B Doing good and living in the now is A 810-1000 1010 1138 1182 1156 1121.50
more important than worrying about
the future

C We should learn to accept who we are B 610-800 659 614 614 556 610.75
and embrace it

D When violence becomes too common, A 810-1000 1128 1165 1129 1045 1116.75
people may stop taking it seriously

E In a relationship you grow stronger A 810-1000 1062 1071 1063 1079 1068.75
together

F Everything that has taken place in the B 610-800 860 932 932 911  908.75
past is intricately connected, and one
small action can have major
consequences

G We should learn to accept who we are B 610-800 785 696 613 794  722.00
and embrace it

H Violence is not the answer to feelings B 610-800 725 732 675 808  735.00
of jealousy and anger

I The need to feel powerful isin all ofus A 810-1000 982 1010 989 1168 1037.25

J A 1010-1200 756 605 671 781  703.25

Every story has more than one side to
it

Note. B = Below grade level, A = At grade level
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Measures
Reading Comprehension Performance

Reading comprehension was the primary dependent variable measured. I created a rubric
(Appendix S) for the mnemonic CUT to the Message to measure participant responses and had
two high school ELA teachers review it. The rubric is designed to evaluate written responses
across three components that are central to narrative theme: (a) complete thought, (b) universal,
and (c) throughout the text.

During all assessment sessions, participants had access to copies of the passage, paper and
pens/pencils. The intervention agent followed a script (Appendix T) to introduce the reading and
instruct students to complete the written response: Identify the theme of the text and provide
evidence from the text to support your answer.” The written response prompt was adapted from
the released North Carolina End-of Course (EOC) ELA 1II theme questions (English II North
Carolina End-of-Course Assessment, 2024). Participants completed their responses either in
writing (i.e., pen, paper) or word processing document. The intervention agent scored all
responses using the rubric.

Rubric. The rubric consists of three components: (a) Complete Thought, (b) Universal, and
(c) Throughout the Text. Each component is scored on a 0-2 point scale, examining accuracy and
completeness. Across the three components, scores represent the following: (a) 2 points =
accurate and complete responses, (b) 1 point = partial understanding, acknowledging that the
participant attempted the response but inaccuracies were present, and (c) 0 points = failure to
respond. First, in the Complete Thought section, participants could score 0-2 points for
providing a complete thought when identifying the theme. Failure to provide a response scored 0,

incomplete thoughts and or single word responses received a score of 1 point (incorrect), and
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declarative statements received a score of 2 points (correct). For example, the response “love”
scored 1 point, whereas the response “love is empowering: received 2 points.

Second, with the Universal component, the theme must be connected to outside of the text
(e.g., text to text, text to self, text to world). Failure to respond scored 0. Lack of references to
outside connections (e.g., theme is restated, only text is referenced) received a score of 1 point
(incorrect), and connections made outside of the text and the text connection is explained
received a score of 2 points (correct). For example, the responses “Love is empowering” or “In
the passage the main character shows how love is empowering” scored 1 point, and the response
“Love is empowering and can be seen in the movie Beauty and the Beast because Belle’s love
for the Beast give him strength and courage” scored 2 points.

Lastly, in the Throughout the Text section, participants needed to provide two pieces of
textual evidence to demonstrate that the theme was represented throughout the passage.
Participants could receive 02 points for each citation. Failure to respond received a score 0,
inaccurate or incomplete textual citations that did not relate to the identified theme or did not
provide an explanation received a score of 1 point, and participants who provided textual
evidence that directly related to the identified theme with an explanation of how the quote was
tied to the theme received a score of 2 points. For example, the response “He knocked on the
door” would have scored 1 point, and the response “Mama says, ‘Folks are just too hesitant to
take the first step.’ In this quote, Sam talks about how people were scared to change and allow
people into the neighborhood” would have received 2 points. Potentially, participants could score
up to 4 points for the Throughout the Text portion of the rubric. If both quoters were from the
same event or paragraph in the passage, the quotes were evaluated to ensure that each quote

provided distinct and separate evidence. If not, the participant only earned points for one quote.
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A subtotal score was calculated by adding all of the points earned from the Complete Thought,
Universal, and Throughout the Text sections. Participants had the potential to earn a subtotal
score up to 8 points.

The example scoring scenarios provided illustrate patterns that may occur but are not
exhaustive. Additional scoring combinations may result in the same subtotal score and follow the
same scoring logic. The subtotal score was then converted to an Overall Performance score. The
Overall Performance portion of the rubric was what participants graphed on their self-monitoring
performance graph (Appendix J). The Overall Performance was designed to assess overall depth
and quality of the participant’s reasoning. Similar to state end of course exam scoring
procedures, the Overall Performance examined the response as a whole rather than just the
individual components. In this section, participants could score up to 4 points. Four points was
awarded to participants who had a subtotal score of 8 points, in which they scored a 2 for
Complete Thought, a 2 for Universal, and a 2 on both quotes for Throughout the Text (4 total).
Three points were awarded to participants who scored a 6 subtotal score, in which they (a)
scored a 2 in the Complete Thought, a 2 in Universal, and a 2 on one quote of Throughout the
Text, or (b) scored a 2 in Complete Thought and a 2 on both quotes for Throughout the Text (4
total). Two points was awarded to participants who scored a 4 subtotal score, in which they (a)
scored a 2 in complete Thought and a 2 in Universal or (b) scored a 2 in Complete Thought and a
2 on one quote for Throughout the Text. One point was awarded to participants who had a
subtotal score of 2 points. In which they scored a 2 in Complete Thought. Participants received
half (0.5) a point if they completed a response and earned 1 point in any of the CUT components.
Participants who did not respond received a zero. Participants could earn up to 12 points per-

session by combing their subtotal (0 — 8) and overall performance (0 — 4) scores.
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Social Validity and Participant Perceptions of Reading Materials

To assess social validity and participants’ perceptions of the CUT to the Message
intervention and reading materials, students completed (a) an Exit Ticket after each session
across all phases (baseline, intervention, post-intervention), and (b) the Children’s Usage Rating
Profile ((CURP]; Briesch & Chafouleas, 2009).

Exit Ticket. To assess the social validity and participant perceptions of the reading
materials (Al generated, textbook), participants completed a six question exit ticket (Appendix
U) after reading each passage. Using a 4-point Likert-type scale (4 = strongly agree, 1 = strongly
disagree), students responded to the following statements: (1) The story was about something |
already knew or learned before, (2) The story was clear and understandable, (3) I was able to
identify the theme in the story, (4) [ was able to find details in the story to support the theme, (5)
I thought the story was interesting, and (6) I think this type of story helped me learn more about
finding themes in reading. The exit ticked is adapted from the Perceived Interest Questionnaire
(Lahuerta Martinez, 2019; Schraw et al., 1995) where research on relationships between reading
and interests demonstrated that comprehension is positively impacted by reading variables such
as interest, text cohesion, and explicitness).

Children’s Usage Rating Profile (CURP). To assess the social validity and participant
perceptions of the CUT to the Message intervention, participants completed the CURP (Briesch
& Chafouleas, 2009) post-intervention. The CURP (Appendix V) is a 21-question survey
designed to assess participants’ perceptions about a specified teaching method examining (a)
personal desirability, (b) understanding, and (c) feasibility. It purposefully includes both positive
and negatively worded items and reverse-coded items to reduce response bias, promote validity

of self-reporting and consistency of responses. Cronbach’s a supports the reliability of each of
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the interconnected perception factors for reporting participant perceptions about the personal
desirability (a = 0.92), understanding (a = .75), and feasibility (o = .82) of an intervention or
teaching method.

Experimental Design

To measure the nonreversible effects of CUT to the Message on reading comprehension,
a multiple-probe across participants single-case experimental design was implemented (Ledford
& Gast, 2024). This model allowed individual instruction to be systematically introduced in a
tiered, staggered manner across participants. The staggered introduction of the intervention
assisted with determining the presence of a functional relation by demonstrating whether changes
in the dependent variable (reading comprehension performance) were due to the introduction of
the independent variable (CUT to the Message) (Kratochwill et al., 2010; Ledford & Gast, 2024).
I selected the multiple-probe design to minimize testing threats to internal validity during
baseline.

Primary analysis included (a) visual analysis and (b) Tau-U. Consistent with What Works
Clearinghouse ([WWC], 2022) standards each participant completed a minimum of six baseline
data points. Baseline data were considered stable when three consecutive data points were within
20% of each other and did not present an upward trend (Kratochwill et al., 2010, 2012; Ledford
& Gast, 2024). Intervention for the first participant began after baseline had stabilized, and each
subsequent participant completed three baseline data points before the intervention was
introduced (Ledford & Gast, 2024). With visual analysis I assess the immediacy of effect,
variability, trend, and level of the data across the tiers requiring a minimum of three

demonstrations of effect to support the presence or absence of a functional relation between the
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intervention and reading comprehension (Ledford & Gast, 2024). A more detailed description of
the condition characteristics, schedule, and data analysis is presented later in this chapter.
Procedures
Pre-Baseline

Prior to baseline probes participants completed the Background Knowledge and Interest
Questionnaire (Appendix M). I used the information from this questionnaire to assist with
creating Al-generated passages used during the intervention conditions.
Baseline

I administered a minimum of six theme identification probes to each participant. Separate
from the proposed baseline schedule, participants did not advance to the intervention phase until
baseline data stabilized. Baseline data were considered stable when three consecutive data points
were within 20% of each other and did not present an upward trend (Kratochwill et al., 2010,
2012; Ledford & Gast, 2024). Participants completed six consecutive baseline sessions across at
the start of the study. Session numbers varied slightly in the beginning due to participant
absences and schedules with data collected during the following sessions for each participant:
Randall (sessions 1 — 6), Cleo (sessions 1 — 4, 7, 8), Jerome (sessions 1, 3 —7), and Cleo
(sessions 3 — 8). Once Randall reached the Support It stage of the SRSD lessons, Bertie, the
second participant, completed an additional six baseline sessions (sessions 16 through 21).
Jerome and Cleo also completed two baseline sessions during that time (Jerome, sessions 18, 19;
Cleo, sessions 20, 21) and then completed an additional six baseline sessions once Bertie reached
the Support It stage of the SRSD lessons (sessions 27 — 30, 32, 33). During baseline, participants

continued to participate in their ELA classes as scheduled focusing on standards-based
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curriculum including reading comprehension and drawing inferences. The participants did not
have access to intervention materials during baseline.

I conducted all baseline sessions in a one-on-one setting, setting across from the
participant at a circular table that had paper, pens, and pencils. All sessions were conducted in a
separate classroom setting containing multiple desks, chairs, whiteboards, and a smartboard.
During each baseline session, participants received a passage, either Al-generated or CommonLit
and a written prompt asking them to identify theme of the text and provide evidence from the
text to support their answer. I presented the passages in a randomized order, alternating Al-
generated and textbook passages so that no more than two consecutive sessions presented the
same material type.

During baseline, I instructed the participants to read the passage and annotate the passage
if desired and then complete the written response. During the baseline sessions, participants (a)
read the passage, (b) completed a written response identifying the theme and supporting their
answer with textual evidence, and (c) completed an exit ticket for the passage.

Intervention

Participants entered the intervention condition of the study after demonstrating stabilized
baseline data and the participant in the prior tier had reached the Independent Practice stage of
the SRSD lessons. During the intervention, participants received instruction on the CUT to the
Message mnemonic over eight to ten sessions using the SRSD framework. Participants read only
Al-generated passages (i.e., below grade level, at grade level) and were taught the CUT to the
Message mnemonic to mastery. Prior to ending a session, participants (a) articulated each step of

the CUT to the Message mnemonic; (b) identified the theme of the passage, (c) explained how
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the identified theme connected to concepts outside of the text (e.g., text-to-world), and (d)
provided two pieces of supporting textual evidence supporting the theme.

Following the SRSD framework, the intervention condition consisted of separate lessons
taught at the pace of each participant’s needs: (a) Lessons 1 and 2: Develop Background
Knowledge and Discuss It, (b) Lesson 3: Model It, (¢) Lesson 4: Memorize It, (d) Lesson 5:
Support It, (¢) Lesson 6: Independent Practice (Harris & Graham, 1999). Depending on the
participant, some SRSD lessons carried over multiple sessions, while others did not. Because the
intervention was implemented one-on-one, the Develop Background Knowledge and Discuss It
stages of SRSD were combined. This was modeled after similar SRSD single case design across
participants (e.g., Sanders et al., 2018) interventions. I introduced and reviewed the CUT to the
Message strategy during the Memorize It stage of SRSD across all intervention sessions. In the
Model It lesson, I introduced a graphic organizer (Appendix W) to help participants use the CUT
to the Message mnemonic. The graphic organizer, modeled after an SRSD study by McKeown
and colleagues (2016) teaching writing to fourth graders, was a single-page that included the
written prompt at the top of the page and four vertical boxes with C (Complete Thought), U
(Universal), T (Throughout the Text) listed on the left side. One box was allotted for C and U,
and two boxes for T signaling the need for two pieces of textual evidence. Participants used the
graphic organizer during the Support It sessions and made notes for each letter in the appropriate
box, demonstrating their progress with mastering the mnemonic steps, identifying the theme, and
citing textual evidence. As the lessons progressed, participants transitioned from using the
graphic organizer to writing CUT at the top of their paper to prompt and check strategy use.

Throughout the intervention sessions, participants set goals for strategy use, theme identification,
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and textual evidence citation. Participants also completed an exit ticket after reading each
passage recording their perceptions.

While the CUT to the Message strategy follows a six-stage format, the time or number of
sessions devoted to each lesson is dependent on the learner and their ability to demonstrate
mastery (Harris & Graham, 1999; Graham & Harris, 2018). SRSD does not release learners to
independent practice (Lesson 6) until they are ready. This study followed a similar sequence, and
participants progressed through the intervention sessions at their pace, incorporating self-
monitoring and goal setting. The intervention was introduced in a staggered fashion. Participants
in the second (Bertie) and third (Jerome, Cleo) tiers did not begin the intervention until the
participant in the prior tier reached the Independent Practice stage of SRSD or post-intervention
assessments. Participants in the third tier (Jerome, Cleo) began the intervention condition at the
same time, implemented one-on-one.

Applying the SRSD framework, participants also received instruction related to goal
setting and self-monitoring by focusing on self-regulation strategies, self-reinforcement, and data
tracking (Cook & Bennett, 2014; Harris & Graham, 1999). During the first lesson, participants
completed a learning contract (Appendix X) identifying goals and learning objectives that they
wanted to accomplish across all sessions. The learning contract served as an agreement between
me and the participant establishing an overarching goal across all sessions. It identified the steps
for both parties to complete in order to meet the learning objectives and primary goal. The
learning contract was developed and guided by learning contracts used in other SRSD strategies
(e.g., POW, TRAP) and studies (Harris et al., 2008; Sanders et al., 2018), and were aimed at
improving reading performance, self-regulation, and self-monitoring. The learning contract was

revisited every session, so that participants could review and revise their individual goals and
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objectives for that session. For example, during Lesson 1, Bertie set a big goal of “learning to
understand theme more and what the passage is asking” over three weeks. By the end of Lesson
3, Bertie’s goal remained the same, but her timeline changed to two days.

Alongside the learning contract, participants also graphed their progress using a self-
monitoring graph (Appendix J) and set goals for the next session using a goal setting chart
(Appendix I). Once participants entered Lesson 4, they monitored their own performance, by
checking and scoring their responses. Participants noted if they followed each step of the strategy
and graphed their performance using the self-monitoring graph.

As is common in educational interventions (Mason et al., 2012; Sanders et al., 2021a)
participants selected a preferred reinforcer from a choice menu (Appendix Y) for meeting their
big goal identified in their learning contract (e.g., $10 gift card). The developmentally
appropriate reinforcer was not contingent on a predetermined study outcome, but rather on
meeting a big goal set by the participant (Cooper et al., 2020). In addition to the big goal
preferred reinforcement, participants also received positive reinforcement (e.g., verbal, high
fives, fist bumps) throughout instruction.

Lessons 1 and 2: Develop Background Knowledge and Discuss It. In the first
intervention session, I introduced the mnemonic, CUT fo the Message, and discussed with the
participant how it can support reading comprehension, theme identification, and textual evidence
citation. We explicitly reviewed the three components of the mnemonic (Complete Thought,
Universal, Throughout the Text). Using the short film Presto (Scanlon, 2008) and prior
participant readings, we discussed possible themes and practiced applying the three components
of the mnemonic. Throughout this process, I intentionally incorporated examples and

nonexamples to aid understanding. We also discussed current reading strategies, strengths, and
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challenges. Participants completed the learning contract and developed goals related to reading
and learning how to identify the theme and cite textual evidence. This lesson’s procedures and
sample scripts are included in the fidelity checklist for Lessons 1 and 2.

Lesson 3: Model It. In this lesson, after reviewing the mnemonic and introducing the
graphic organizer (Appendix W), I read a passage aloud and modeled how to identify the theme
of a passage and cite textual evidence following the CUT to the Message mnemonic. Using a
think-aloud methodology, I modeled the strategy and (a) identified the theme of a passage as a
complete thought, (b) connected the theme to texts and experiences outside of the passage
(universal), and (c) demonstrated how different pieces of textual evidence throughout the text
supported the theme I had identified. While modeling, I verbally narrated my thought processes
and intentionally included self-instructions (e.g., “I need to read the passage and look for
different lessons that the author might be trying to teach me.”), positive, supportive affirmations
(e.g., “I can do this”), points of confusion or frustration and how to approach them (e.g., “This
passage is really long. I’'m going to read the next two paragraphs and make a note on the side, so
I don’t get overwhelmed.”), and strategy adherence (e.g., “Love is only one word, how can I turn
that into a complete thought?”). I also modeled annotating the passage (e.g., underlining, writing
words in the margins) and used the strategy to complete the graphic organizer. Because the
theme of the passage is often derived from personal experiences and perspectives (Kurtz &
Schober, 2001; Levine, 2018), we practiced paraphrasing and identifying the theme from their
perspective. This lesson’s procedures and sample scripts are included in the fidelity checklist for
Lesson 3.

Lesson 4: Memorize It. The Memorize It stage of SRSD was incorporated into all

intervention lessons. At the beginning of the intervention condition (Lessons 1 and 2), I explicitly
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taught and reviewed all components of the CUT to the Message mnemonic. For the subsequent
lessons, the mnemonic was recalled and reviewed at the start of each lesson and revisited at the
end. By Lesson 5, Passage 3 participants applied the strategy from memory without the presence
of any visual supports (i.e., graphic organizer) at the beginning and end of each session.

Lesson 5: Support It. This lesson occurred across multiple sessions for all participants.
During the Support It stage, I gradually released support with participants increasing their
participation and ownership with each passage. In these sessions, we collaborated together with
varying levels of support on how to identify the theme and cite textual evidence. I encouraged
participants to ask questions, and we consistently incorporated self-monitoring, goal setting, and
self-reinforcement throughout these sessions. Additionally, I provided corrective feedback and
specific positive praise.

Lesson 5, Passage 1. After reviewing the mnemonic and the graphic organizer, I initially
led the process, actively involving participants in strategy use incorporating examples and
nonexamples. I read the passage aloud, and the participant and I worked together and annotated
as we went, writing notes in the margins and underlining different phrases throughout the
passage. We also intentionally paused while reading and actively discussed the passage and the
lesson the author might be introducing or teaching. We completed the graphic organizer together,
but I purposefully verbalized what I was writing as [ was writing it and stopped and asked
questions related to strategy adherence and participant perspectives. Once we completed the
graphic organizer, we practiced formulating a written response from our notes in the graphic
organizer. Again, I verbalized what I was writing as I was writing, and the participant wrote
alongside me. Once complete, we then verified we had used the strategy correctly, examining our

response for a complete thought, universal connection, and two pieces of supporting evidence
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with explanations. We made checkmarks on the graphic organizer, checking each letter of the
mnemonic.

Lesson 5, Passage 2. This session followed the format of the previous passage with the
exception of the participant reading silently alongside me. After reviewing the mnemonic and
strategy and before beginning the passage, we agreed on stopping points throughout the passage
in which we would pause and discuss our thoughts and strategy use. When we completed the
graphic organizer and wrote our response for this passage, I did not verbalize what I was writing;
rather, we discussed with each other what we wrote throughout the process. We again verified
strategy use and examined our response completeness, marking checks on the graphic organizer
for each letter of the mnemonic.

Lesson 5, Passage 3. This session began with participants graphing their CUT to the
Message (overall performance) score from the previous passage on the self-monitoring graph.
We then compared their performance to their baseline sessions, reviewed their learning contract
goals, and set a specific goal for the next passage. Participants then marked their goal for the
next passage on the goal setting chart (Appendix I). Before beginning instruction and in the
absence of the graphic organizer, participants independently recalled the mnemonic and its
components.

This session followed a similar format to the previous session. We read the passage
silently and worked alongside each other in completing the graphic organizer and written
response. We paused fewer times and discussed less while reading the passage. The majority of
discussion occurred after completing the graphic organizer and when we were checking strategy
adherence. After checking their response, the participant graphed their performance and set a

new goal for the next session.
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Lesson 5, Passage 4. After recalling and reviewing the mnemonic from memory and
reviewing the goal set during the previous session, I demonstrated to the participants how “CUT”
could be written at the top of their paper instead of using the graphic organizer. For this passage,
participants read the passage independently and practiced using CUT to the Message semi-
independently without the use of the graphic organizer. I encouraged participants to check in
with me after reading and throughout the process as needed. We did not pause and stop for
discussion while reading but rather discussed the passage as a whole once the participant had
finished reading. If the participant appeared distracted or frustrated with the task, I encouraged
them to use their strategy and asked if they had any questions about what they were reading or
the strategy itself. Participants then completed the written response. Again, the passage was
checked for strategy adherence. Rather than marking the graphic organizer with checks,
participants checked the C, U, T that they had written at the top of their paper. Because the
graphic organizer contained two boxes for the throughout the text component that signaled
participants to provide two pieces of textual evidence, some of the participants wrote T twice
making it CUTT. Once the response had been checked, the participant graphed their performance
and set a new goal for the next session. This lesson’s procedures and sample scripts are included
in the fidelity checklist for Lesson 5.

Lesson 6, Independent Practice. Participants began the session by recalling the
mnemonic from memory and reviewing how to write it at the top of their page to serve as a
checklist for self-monitoring. During this session, participants read the passage independently
and completed CUT to the Message. If a participant asked questions, I assisted the participant
with answering their own questions with prompts to remember their strategy or prompts on how

to use the strategy. For example, if a participant voiced concerns about not being able to identify
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the theme, I responded with a prompt cueing the participant to use the strategy and consider what
the author was conveying in the pieces of evidence that they noted in the text. As with the
previous passage, participants graphed their progress and set a goal for the next passage. This
lesson’s procedures and sample scripts are included in the fidelity checklist for Lesson 6.
Post-Intervention

After completing the intervention sessions, participants completed ten post-intervention
sessions on five consecutive school days. The procedures followed the same theme identification
probes conducted during baseline. In post-intervention sessions, participants received a passage,
either Al-generated or textbook, and a written prompt asking them to identify theme of the text
and provide evidence from the text to support their answer. I presented the passages alternating
Al-generated and textbook passages in a randomized order so that no more than two consecutive
sessions presented the same material type. Participants did not have access to the graphic
organizer or mnemonic visual during these sessions, and I scored their responses using the rubric
(Appendix S). Participants completed an exit ticket documenting their perceptions of the reading
passages after reading each passage.
Maintenance

Maintenance sessions occurred two weeks after the fifth day of post-intervention data
collection. Due to time constraints and the school’s testing schedule, Randall was the only
participant who was able to complete the maintenance session. During the maintenance sessions,
Randall completed two theme identification probes (Al-generated passage, textbook) following
the same procedures as baseline and post-intervention. He completed the probes independently
and did not have access to the graphic organizer or mnemonic visual. He also completed an exit

ticket for each passage, after completing the written response.
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Reliability
Interobserver Agreement (10A)

A research assistant scored 20% of each participant’s data for interobserver agreement
(Kratochwill et al., 2010). I provided a 1-hour training session to the research assistant covering
all aspects of the intervention, scoring procedures, and procedural fidelity using examples and
non-examples. The research assistant practiced using the CUT to the Message Rubric alongside
me to address any questions as they arose. We discussed all discrepancies and training continued
until we reached a minimum of 90% agreement when conducting independent scoring (Ledford
& Gast, 2024).

IOA was calculated using a point-by-point formula that verified agreement on each

component of the rubric (Cooper et al., 2020; Ledford & Gast, 2024).

# of agreements
( , )x 100 = % of agreements
# of agreements + # of disagreements

IOA was conducted across the baseline, post-intervention, and maintenance conditions,
maintaining a minimum threshold of 90% agreement. When scoring the participants’
performance, the research assistant was unaware of the participant’s identity or condition
(baseline, post-intervention, maintenance).
Procedural Fidelity

To ensure intervention adherence and differentiation between conditions, the research
assistant and I assessed procedural fidelity using a series of detailed checklists (Appendix Z). I
completed a session checklist for each participant during all baseline, intervention, post-
intervention, and maintenance sessions. To calculate procedural fidelity, the number of
checkmarks (steps completed) was divided by the total number of steps in the session, and then

multiplied by 100 (Ledford & Gast, 2024).
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(# of checks marked

. )x 100 = % of procedural fidelity
# of stepsin lesson :

Listening to digital audio recordings of the sessions, the research assistant completed
fidelity checklists for 33% of all sessions. These sessions represented a sample that purposefully
included each participant, condition, and SRSD stage. A minimum threshold of 90% procedural
fidelity was maintained across all sessions (Ledford & Gast, 2024). Failures to meet the 90%
procedural fidelity would have been addressed and corrected immediately through additional
training.

Social Validity

With this study, social validity examined participant perceptions of the CUT to the
Message strategy and both the Al-generated and textbook passages. Social validity evaluated
whether participants found CUT to the Message useful, appropriate, and feasible in identifying
the theme of a narrative passage, citing textual evidence, and reading comprehension (Wolf,
1978). Social validity was measured using the CURP and exit tickets. The CURP measured
perceptions of the intervention, and the exit tickets measured perceptions of the reading
materials. Combined, these measures provided insight into the social significance and
acceptability of the study and its materials (Ledford & Gast, 2024; Wolf, 1978).

Participants completed the CURP post-intervention and the exit tickets after reading each
passage. Data from the CURP described mean item ratings and a total scale score regarding the
usefulness of the intervention, and the exit ticket results indicated participants’ interest level and
their ability to relate to the passage, understand the passage, identify the theme, and cite textual

evidence.
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Threats to Validity
Internal Validity

To ensure that findings from this study are attributed to the intervention and not
extraneous factors, the study attempts to minimize potential internal threats such as history,
maturation, instrumentation, infidelity, testing effects, and sampling and attrition bias
(Kratochwill et al., 2010; Ledford et al., 2019; Ledford & Gast, 2024). By selecting a multiple-
probe baseline design, with baseline stability conditions, and with staggered intervention
initiations across participants (Horner et al., 2005), the study controlled for history and
maturation. The duration of the study was just under two months, limiting the total study time
and potential for threat due to history and maturation. Additionally, data were graphed and
visually inspected daily, screening for any occurrences of events that may have related to
participant outcomes. To control instrumentation, infidelity, and testing effects, I incorporated
fidelity checklists, point-by-point IOA training and checks, and rubric-based scoring (Cooper et
al., 2020; Ledford et al., 2019). The study used a multiple-probe design to inhibit testing effects.
While the test prompt remained the same across sessions and conditions, participant responses
depended on the passage, not the prompt. The study also anticipated threats to sampling and
attrition bias through inclusion criteria and ensuring opportunities for three demonstrations of
effect (Kratochwill et al., 2010). Together, these procedures strengthened the internal validity of
the study and supported experimental control which assisted in determining the relation between
the intervention, CUT to the Message, and participants’ ability to identify the theme and cite

textual evidence.
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External Validity

External validity refers to the level of confidence with which a study generalizes across
individuals, interventionists, or settings (Ledford & Gast, 2024). This was a pilot study and the
first examination of CUT to the Message. This, combined with the study’s single-case design
methodology limits external validity. I provided thorough and explicit descriptions of the setting,
intervention agent, and participants to enhance external validity and inform future researchers of
the study and its conditions. By conducting the study in an authentic setting with below- and at-
grade level materials (Al-generated, textbook), the study accounts for ecological validity by
replicating real-world contexts. To enhance generalization, participants completed theme
identification probes on both types of reading passages (Al-generated, textbook) during
assessment sessions. While intervention sessions only used Al-generated passages, assessment
sessions examined their ability to generalize performance to the textbook passages. Additionally,
the study contains detailed procedures, sample instructional materials, and appendices to increase
opportunities for direct and systematic replication (Ledford et al., 2019). Moreover, by using
multiple measures for social validity (i.e., CURP, exit tickets), the study seeks to gain insight into
the feasibility, acceptability, and social significance of the intervention and instructional
materials, thereby strengthening the applicability of future replication (Wolf, 1978).
Data Analysis

I analyzed results for each research question. Table 8 lists each question and its

corresponding data analysis.
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Table 8

Data Analysis by Research Question

Data Analysis
Research Question Measurement Tool Method

1. Effect of the CUT to the Message intervention Reading Comprehension Rubric ~ Visual Analysis
on the reading comprehension skills as Tau-U Analysis
measured by theme identification and textual
evidence citation

2. Comparison of reading comprehension Reading Comprehension Rubric ~ Descriptive Analysis
performance and participant perceptions of Exit Ticket
interest and clarity across Al-generated and
textbook passages

3. Social validity of the CUT to the Message CURP Descriptive Analysis
reading intervention, the Al-generated Exit Ticket

passages, and the textbook passages
Note. CURP = Children’s Usage Rating Profile

I used two primary methods to analyze the dependent variable, reading comprehension
performance: (a) visual analysis and (b) Tau-U. First, I conducted visual analysis of all reading
comprehension performance per session graphs to determine the presence of a functional relation
between the independent (i.e., CUT to the Message) and dependent (i.e., reading comprehension)
variables. Specifically, visual analysis entailed identifying patterns in immediacy of change,
trend, variability, and level for each participant (WWC, 2022; Kratochwill et al., 2010; Ledford
& Gast, 2024). Immediacy of change examined if an abrupt change occurred from baseline to
post-intervention sessions in reading comprehension performance (Ledford & Gast, 2024). Trend
noted the data’s slope and whether the direction of the data points was accelerating, decelerating,
or zero-celerating, variability examined fluctuations and stability patterns between and across
data points, and level examined the value (score) of the reading performance. Second, I analyzed
the overall effectiveness of the intervention by calculating Tau-U, a nonparametric, quantitative
measure derived from Mann-Whitney U and the Kendall rank correlation (Lee & Cherney, 2018;
Parker et al., 2011). Tau-U examines nonoverlapping data points between baseline and

intervention conditions and controls for baseline trend, providing an index of improvement
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(Vannest & Ninci, 2015). To calculate the Tau-U values, I used an online calculator (Vannest at

al., 2016) available at www.singlecaseresearch.org. Using Vannest and Ninci’s (2015) guidelines,
supported by the findings of Parker et al. (2011) for analyzing effectiveness, I applied the
following classifications to the Tau-U values in terms of improvement: (a) Tau-U > .80 = large to
very large change, (b) .80 > Tau-U > .60 = large change, (c) .60 > Tau-U > .20 = moderate
change, and (d) Tau-U < .20 = small change. Through visual analysis and Tau-U calculations, the
intervention’s effectiveness may be interpreted.

I also conducted descriptive statistical analysis for the participants’ perceptions of the
instructional materials and the social validity measures (i.e., CURP, exit tickets). I analyzed
CURP results and exit tickets using mean ratings, response frequencies, and patterns in
participants’ perceptions of the intervention’s usefulness and the instructional materials’ interest,

relatability, comprehensibility, theme identification, and textual evidence citation.
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CHAPTER 4: RESULTS

In this study, I investigated the effects of the CUT to the Message intervention embedded
within the SRSD framework on the reading comprehension performance (i.e., theme
identification, textual evidence citation) of high school SWD reading below grade level. The
intervention consisted of eight lessons following the stages of SRSD: (a) Develop Background
Knowledge, (b) Discuss It, (¢) Model It, (d) Memorize It, (¢) Support It, and (f) Independent
Practice. The Support It stage was divided into four separate lessons, and the intervention agent
gradually and systematically released levels of support within this stage. The study also
compared Al-generated and textbook passages, examining participants’ reading comprehension
performance and perceptions, and assessed the social validity of the intervention and reading
passages. Data collection began March 24, 2026, and ended May 5, 2026. Four high school
students participated in the study. Recommended by their ELA teachers, all participants met the
following inclusion criteria: (a) enrollment in 9" through 12" grade, (b) provision of special
education services in the general education classroom according to their IEP, (¢c) demonstration
of reading fluency at an upper middle school level or above, (d) teacher recommendation based
on student performance and attendance, () caregiver consent, (f) student assent. Results of
participants’ reading comprehension performance across conditions are reported in a 4-tier graph
in Figure 3. IOA and procedural fidelity results are introduced first followed by results by
research questions.
Interobserver Agreement

To ensure scoring reliability for the dependent variable, reading comprehension
performance, the research team calculated IOA for 20% of all assessment sessions (i.e., baseline,

post-intervention, maintenance). After completing training, the research assistant scored the
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subtotal component rubric sections for a minimum of 20% of each participant’s assessment
sessions. The point-by-point analysis included scoring (a) complete thought, (b) universal, (c¢)
throughout the text quote 1 and (d) throughout the text quote 2. Scoring did not include the
subtotal and overall rubric score, given the latter scores are derived from the component sections.
This allowed four points of comparison per response and prevented misrepresentation of
agreement in IOA calculations. I calculated IOA using a point-by-point formula verifying
agreement on each rubric component (Cooper et al., 2020; Ledford & Gast, 2024). Given the
rubric components (complete thought, universal, throughout the text quote 1, throughout the text
quote 2) scores, the percentage of agreements equaled the total number of agreements divided by

the sum of total agreements and disagreements multiplied by 100.

# of agreements
( , )x 100 = % of agreements
# of agreements + # of disagreements

Consistent with recommended thresholds (Ledford & Gast, 2024), the research assistant and [
considered data reliable if we achieved 80% or higher agreement. Reliability of the dependent
variable across all participants was as follows: 90.3% for all conditions (range = 87.5% - 100%).
Reliability of the dependent variable for all participants across all conditions was as follows:
95% for Randall (range = 87.5% - 100%), 90% for Bertie (range = 87.5% - 91.7%), 87.5% for
Jerome (range = 81.25% - 100%), and 91.7% for Cleo (see Table 9). Attendance and scheduling
constraints (e.g., spring break, end of year testing) prevented data collection for Cleo in the post-
intervention condition and for Bertie, Jerome, and Cleo in the maintenance condition, preventing

IOA sampling for these conditions.
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Table 9

Interobserver Agreement for Participants’ Reading Comprehension Rubric Scores

Post Across

Participant Baseline Intervention = Maintenance Conditions
Randall 87.5% 100% 100% 95.0%
Bertie 91.7% 87.5% NA 90.0%
Jerome 81.25% 100% NA 87.5%
Cleo 91.7% NA NA 91.7%
Across All Participants 87.5% 95.83% 100% 90.3%

Note. NA = not applicable
Procedural Fidelity

To assess the degree to which the intervention agent implemented the CUT to the
Message as designed, the research assistant conducted procedural fidelity checks for 34.95% of
all sessions. Specifically, the research assistant scored procedural fidelity for 29.17% of baseline
sessions, 31.58% of intervention sessions, 38.89% of post-intervention sessions, and 100% of
maintenance sessions. For the baseline, post-intervention, and maintenance sessions, the research
assistant listened to digital recordings of the sessions, completed assessment fidelity checklists
(Appendix Z), and viewed the participants’ written responses and exit tickets. The four step
assessment checklist included steps such as presenting the passage and written response prompt
to the participants and having participants complete an exit ticket documenting their perceptions
of the passage. For the intervention sessions, the research assistant listened to digital recordings
of the sessions, completed fidelity checklist specific to each lesson, and reviewed all
accompanying artifacts (i.e., written response, passage annotations, exit tickets). The lesson
fidelity checklists ranged from six to eight steps and included steps such as reviewing
components of the mnemonic, completing the response, and practicing self-monitoring by
checking that each step of the mnemonic had been incorporated into the response. I calculated

procedural fidelity by dividing the total number of observed behaviors (steps checked as
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completed) by the total number of expected behaviors (total number of steps). During the
assessment conditions (baseline, post-intervention maintenance), the research assistant recorded
four out of four steps. During the intervention conditions, the research assistant recorded the
following: (a) six out of six steps for lessons 3 and lesson 5, passage 1, (b) seven out of seven
steps for lesson 5, passage 2, lesson 5, passage 4, and lesson 6, and (¢) eight out of eight steps for
Lessons 1 and 2 and Lesson 5, passage 3. Results indicated a mean of 100% procedural fidelity
for assessment conditions and 100% procedural fidelity for intervention conditions across all
sessions and participants.

Results for Research Question 1:

Research Question 1 asked: What is the effect of the CUT to the Message intervention on the
reading comprehension skills of high school SWD reading below grade level as measured by
theme identification and textual evidence citation?

In answering this question, Figure 3 displays the effects of the intervention CUT to the
Message, embedded within the SRSD framework, on the reading comprehension performance of
high school SWD reading below grade level. The 4-tier graph includes data for all participants
across baseline and post-intervention conditions. I provide a detailed analysis of level, trend,
variability, and immediacy of change for each participant below.

Randall
Figure 3 depicts Randall’s response to the CUT to the Message intervention. At baseline,

Randall did not consistently identify the theme of the passage. He identified the theme and

provided it as a complete thought for two out of the six baseline sessions (33.3%). For the



Figure 3

Effects of CUT to the Message Intervention on Reading Comprehension Performance Across
Participants
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remaining four baseline passages (66.6%), Randall restated the main idea or listed a detail from
the story. Randall did consistently provide one quote or piece of textual evidence for all six
baseline sessions (100%), and a second quote during one of the six sessions. Additionally,
Randall did not provide explanations for any of the pieces of textual evidence he provided, nor
did he make connections outside of the text to the theme. Randall’s reading comprehension
performance ranged from 2.5 (20.83%) to 4 (33.3%), with relatively stable baseline trends; data
presented no clear increases or decreases, and five of the six data points clustered between 3 and
4. Figure 4 includes a response Randall completed during the baseline sessions, in which he
received 3.5 points: 1 point for providing an incorrect theme, 1 point each for providing textual
evidence without an explanation, and 0.5 points for providing an overall response.

Figure 4

Baseline Response: Randall

Baseline Response: Randall
The theme is that the wife took the news badly and died because of it.

Text evidence proves this by saying things like, “she did not hear the story as many

women have heard the same, with a paralyzed inability to accept its significance. She
wept with sudden will abandonment, in her sister’s arms. When the storm of grief had
spent itself she went away to her room alone. She would have no one follow her.” And
“when the doctors came they said she had died of heart disease -of the joy that kills”

Randall participated in ten intervention lessons. Beyond the prescribed SRSD lesson
schedule, Randall received instruction for the Support It: Lesson 5, Passage 2, twice to reinforce
his understanding of how to use textual evidence to identify the theme. Trends in post-
intervention data were stable and there was minimal variability. Randall scored 100% (12 points)
in nine of the ten sessions and 83.3% (10 points) in the remaining post-intervention session.

Performance levels between baseline and post-intervention conditions signified an immediate
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and large change with Randall’s reading comprehension performance increasing from 28.47% at
baseline to 98.3% at post-intervention. Figure 5 includes a response Randall completed during
the post-intervention sessions, in which he received 12 points: 2 points for providing a correct
theme (complete thought), 2 points for connecting the theme to the world (universal), 4 points
for providing 2 quotes with explanations connected to the theme (throughout the text), and 4
points for overall performance.

Figure 5

Post-Intervention Response: Randall

Post-Intervention Response: Randall
| think the theme is don’t judge people

This applies to life because people might assume things about someone that is trying
to apply for the job but then, since they assumed, they lost a valuable person.

Text evidence shows this by saying “Are you not the boy who assisted in the capture of
the man who robbed Mr. Henry Percival of Madison Avenue?”

This means that the farmer didn’t expect to see that the boy was the person who
captured a robber. The farmer thought he was a regular boy.

The text also says “Though frank was so near the end of his money...He had been able
to do this gentleman a service...he felt that it was largely owing to a lucky chance that
he had been the means of capturing the bond robber...”

This means that no one expected that he could have done Percival a service but he did
and that is why you shouldn’t judge people.

Randall completed two maintenance sessions, two weeks after his last post-intervention
session. In both maintenance sessions, Randall scored 100% (12 points) in reading
comprehension performance. Maintenance data remained stable and maintained post-

intervention levels with no variability.
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Tau-U calculations confirmed the intervention’s impact on Randall’s reading
comprehension performance as measured by theme identification and textual evidence citation. A
baseline versus baseline comparison indicated no significant trends, supporting baseline stability
with Tau-U = -0.05 (p = .78). Results comparing baseline and post-intervention conditions
indicated Tau-U = 1.00 (p <.001) suggesting a strong, statistically significant intervention effect.

Bertie
Figure 3 displays Bertie’s response to the CUT to the Message intervention. At baseline,

Bertie did not consistently identify the theme of the passage. She identified the theme and
provided it as a complete thought for three out of the 12 baseline sessions (25%). For the
remaining nine baseline passages (75%), Bertie provided a detail from the story. Bertie provided
one piece of textual evidence without an explanation for one out of 12 baseline sessions (8.33%).
She did not provide textual evidence or explanations for the remaining 11 sessions (91.67%), nor
did she make connections outside of the text to the theme for any of the 12 sessions (0%).
Bertie’s reading comprehension performance ranged from 1.5 (12.5%) to 4 (33.3%), with
relatively stable baseline trends; data presented no clear increases or decreases, with nine of the
12 data points at 1.5 points.

Bertie participated in ten intervention lessons. In Figure 3, Bertie did not attend school
for sessions 29 and 30 within the intervention condition. Intervention continued when she
returned to school. Bertie also required an additional session to complete the Support It Lesson 5,
Passage 4. She needed more time and a second reading of the passage The Thread That Traveled
(ChatGPT, 2026) before she was able to identify the theme. During the post-intervention
conditions, Bertie completed one session per day compared to her peers who completed two
sessions per day. This is consistent with her [IEP’s accommodations. Bertie receives time and a

half for assignments and assessments across all content areas. Trends in post-intervention data



117

were stable with no variability. Bertie scored 100% (12 points) in all ten post-intervention
sessions. Performance levels between baseline and post-intervention conditions signified an
immediate and large change with Bertie’s reading comprehension performance increasing from
15.97% at baseline to 100% at post-intervention. Due to time constraints, end of year testing, and
the additional time Bertie needed to complete the post-intervention sessions, Bertie was unable to
complete maintenance sessions.

Tau-U calculations confirmed the intervention’s impact on Bertie’s reading
comprehension performance as measured by theme identification and textual evidence citation. A
baseline versus baseline comparison indicated no significant trends, supporting baseline stability
with Tau-U = 0 (p = 1.00). Results comparing baseline and post-intervention conditions indicated
Tau-U = 1.00 (p <.001) suggesting a strong, statistically significant intervention effect.

Jerome
Figure 3 illustrates Jerome’s response to the CUT to the Message intervention. At

baseline, Jerome did not consistently identify the theme of the passage. He identified the theme
and provided it as a complete thought for four out of the 14 baseline sessions (28.57%). For the
remaining 10 baseline passages (71.43%), Jerome stated the main idea or provided a detail from
the story. Jerome provided one quote or piece of textual evidence for three of the baseline
sessions (21.43%). Across baseline, he did not provide a second piece of textual evidence,
evidence explanations, or outside connections. Jerome’s reading comprehension performance
ranged from 1.5 (12.5%) to 4 (33.3%), with relatively stable baseline trends. Data in baseline
sessions exhibited some variability between sessions: one session (7.14%) at 4 points, two
sessions (14.29%) at 3 points, three sessions (21.43%) at 2.5 points, and eight sessions (57.14%)
at 1.5 points. Beyond variability, all sessions fell below proficiency levels averaging 17.56%.

Figure 6 includes a response Jerome completed during the baseline sessions, in which he
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received 1.5 points: 1 point for providing an incorrect theme and 0.5 points for providing an
overall response.
Figure 6

Baseline Response: Jerome

Baseline Response: Jerome

The them of the text is about a family going to somewhere for the holidays. But they get
attacked midway. That is the theme

Jerome participated in eight intervention lessons and completed ten post-intervention
sessions. Trends in post-intervention data were mostly stable, with Jerome scoring 100% (12
points) in seven of the ten sessions (70%). Data for sessions 45, 46, and 47 demonstrated
variability with a temporary downward trend. However, performance increased and stabilized in
the last four post-intervention sessions. Performance levels between baseline and post-
intervention conditions signified an immediate and large change with Jerome’s reading
comprehension performance increasing from 17.56% at baseline to 91.67% at post-intervention.
Figure 7 includes a response Jerome completed during the post-intervention sessions, in which
he received 12 points: 2 points for providing a correct theme (complete thought), 2 points for
connecting the theme to the world (universal), 4 points for providing 2 quotes with explanations
connected to the theme (throughout the text), and 4 points for overall performance. Due to time

constraints and end of year testing, Jerome did not complete maintenance sessions.
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Figure 7

Post-Intervention Response. Jerome

Post-Intervention Response: Jerome

The theme of the text is about how, not everything has to be finished or perfect, to
carry a legacy. As for many Mozart songs some of them are unfinished yet, they are still
on the most popular songs of all time over the years.

In the story it mentions how the melody daniel played “wasn’t perfect, But it was
familiar.” Showing how much of an impact the song had, even if it was not perfect.
lastly at the end daniel says “The song didn’t have to be finished to exist” proving it
further more. That is the theme of the story.

Tau-U calculations confirmed the intervention’s impact on Jerome’s reading
comprehension performance as measured by theme identification and textual evidence citation. A
baseline versus baseline comparison indicated no significant trends, supporting baseline stability
with Tau-U = 0.47 (p = 0.189). Results comparing baseline and post-intervention conditions
indicated Tau-U = 1.00 (p <.001) suggesting a strong, statistically significant intervention effect.

Cleo
Figure 3 displays Cleo’s response to the CUT to the Message intervention. At baseline,

Cleo was able to consistently identify the theme of the passage and provided it as a complete
thought for all 14 baseline sessions (100%). Cleo did not, however, make connections outside of
the text (0%) and inconsistently provided textual evidence. She provided and explained one piece
of textual evidence for 11 (78.57%) of the 14 sessions. She only provided a second piece of
textual evidence for three (21.43%) of the sessions. None of the second textual evidence citations
included explanations or connections to the theme. Cleo’s reading comprehension performance
ranged from 5 (41.67%) to 7 (58.33%), with relatively stable baseline trends; data presented no
clear increases or decreases, with ten of the 14 data points at 6 points. During baseline, Cleo

consistently met parts of the reading comprehension rubric (i.e., complete thought, first
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throughout the text quote), but her overall response was incomplete, which impacted her
response and score.

Cleo participated in ten intervention lessons and completed one post-intervention session.
In Figure 3, Cleo did not attend school for sessions 38 — 45, 50, and 51 within the intervention
condition. Intervention continued when she returned to school. Due to absences, Cleo
participated in Lesson 5, passage 1 twice (i.e., session 37, session 46). Due to time constraints,
attendance, and end of year testing, Cleo only completed one post-intervention session. She did
not attend school during sessions 55 — 59, preventing post-intervention data collection.
Performance levels between baseline and post-intervention conditions signified an immediate
and large change with Cleo’s reading comprehension performance increasing from 49.40% at
baseline to 100% at post-intervention. However, insufficient data points prevent analysis of level,
trend, and stability at post-intervention. Cleo did not complete maintenance sessions.

Tau-U calculations confirmed the intervention’s impact on Cleo’s reading comprehension
performance as measured by theme identification and textual evidence citation. A baseline versus
baseline comparison indicated no significant trends, supporting baseline stability with Tau-U =
0.011 (p = 0.956). Results comparing baseline and post-intervention conditions indicated Tau-U
=1.00 (p > 0.05) but were not statistically significant because of insufficient post-intervention
data.

Summary of the Effects of CUT to the Message Intervention

Visual analysis of the 4-tier graph indicated evidence of patterns in trend, variability, and
data levels associated with completion of the CUT to the Message intervention. At baseline,
following the multiple-probe across participants methodology, participants demonstrated low and

stable levels of performance with minimal variability and no increasing trends, predicting
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continued low levels of performance without the introduction of the intervention. Stable, non-
increasing baseline data points prior to entering intervention further verified this prediction.
Upon completion of the intervention, each participant’s data reflected an immediate and large
increase in level, with minimal variability and overall stable, high levels of performance.
Replication occurred across participants with data reflecting low-performance levels at baseline
and high-performance levels at post-intervention. Tau-U analysis supported visual analysis (Tau-
U =1.00, p <.001), reflecting consistency across participants, no overlap between baseline and
post-intervention conditions, and strong, statistically significant effects observed between
conditions. Combined, the similarities in level changes, immediacy of effect, and replication
across participants establish a functional relation between the intervention (i.e., independent
variable) and reading comprehension performance (i.e., dependent variable).

Results for Research Question 2:

Research Question 2 asked: After receiving the CUT to the Message intervention, how do
reading comprehension performance and participant perceptions of interest and clarity compare
across Al-generated and textbook passages for high school SWD reading below grade level?

To compare reading comprehension performance measured by identifying narrative theme
and textual evidence citation at the passage level, the study analyzed rubric scores at the
condition level for each passage type. Table 10 provides mean reading comprehension scores at
the baseline and post-intervention levels for both Al-generated and CommonLit (textbook)
passages. At the participant level, baseline performance was consistent across passages. Randall
performed the same for both passage types. Bertie averaged 0.83 points higher on the
CommonlLit passages, while both Jerome and Cleo scored higher on the Al-generated passages

with differences of 0.79 and 0.14 points respectively. Post-intervention sessions reflected similar
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results. Bertie and Cleo’s performance was consistent (100%) across both passage types, while
Randall performed higher on the CommonLit passages (0.33 points) and Jerome performed
higher on the Al-generated passages (1.2 points). Although Jerome’s post-intervention
performance was higher on the Al-generated passages (96.67%) when compared to the
CommonlLit passages (86.67%), the discrepancy between passage types is negligible. Moreover,
Jerome’s performance with both passages was substantially higher than his baseline performance
(17.56%). Collectively, results indicate only slight differences in mean performance at the
aggregate level. Participants performed slightly higher on the Al-generated passages at baseline
(0.06 points, 0.586%) and post-intervention (0.22 points, 1.84%). Analysis suggests no
meaningful differences between Al-generated and textbook passages for reading comprehension
performance as measured by theme identification and textual evidence citation.

Table 10

Mean Reading Comprehension Performance by Passage Type and Condition

Participant Al Baseline CL Baseline Al Post CL Post
Randall 3.33 3.33 11.67 12
Bertie 1.5 2.33 12 12
Jerome 2.5 1.71 11.6 10.40
Cleo 6 5.86 NA 12
Aggregate Mean 341 3.35 11.75 11.53

Note. Al = Al-generated passages, CL = CommonLit passages, scores range from 1-12,
Post = post-intervention; NA = not applicable

To examine reader perceptions of interest and clarity at the passage level, the study
compared mean exit ticket scores across all conditions. The six exit ticket questions centered
around the following perceptions: (a) background knowledge, (b) clarity, (c¢) theme identification
ability, (d) evidence citation ability, (e) interest, (f) helpfulness. Participants reported slightly
higher agreement levels for the Al-generated passages, however, the differences were minimal.
When comparing mean aggregate passage perceptions, differences between Al-generated and

textbook passages ranged from 0.04 — 0.34 with a mean difference of 0.188. Participants reported
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the largest differences in passage perceptions with theme identification ability (M = 0.34) and
clarity (M = 0.26) favoring Al-generated passages. Similar agreement levels were observed with
background knowledge, evidence citation ability, and interest questions. The only question
participants responded with higher textbook agreement levels related to the story being helpful in
learning more about finding themes in reading, but the difference was negligible (M = 0.04).
Overall, participants reported positive and similar ratings for both passage types.

Table 11

Mean Passage Perception Ratings by Passage Type

Aggregate Across
Baseline Intervention  Post/ Maintenance All Conditions

Question Mea Mea Mea
Al CL n Al Al CL n Al CL n

The story was something I 2.70 257  2.63 2.78 241 231 236 263 244 259
already knew or
learned before

The story was clear and 3.13 274 293 3.09 282 275 278  3.01 2.75 293
understandable

I was able to identify the 322 278 3 330 294 281 287 315 281 3.06
theme in the story

I was able to find details 322 2,65 293 317 3.18 3.06 312 3.19 3.06 3.07
in the story to support

the theme

I thought the story was 2.87  2.61 2.74 3.08 282 275 278 292 275 287
interesting

I think this type of story 270 239 254 313 306 3 303 296 3 2.9

helped me learn more
about finding themes in
reading

Note. Al = Al-generated passages, CL = CommonLit passages, score range from 1 (strongly disagree) to 4 (strongly
agree), mean values represent the average across all passages within each condition

Results for Research Question 3:
Research question 3 asked: How do high school SWD reading below grade level perceive the

social validity of the CUT to the Message intervention, the Al-generated passages, and the
textbook passages?
To assess the social validity of the CUT to the Message intervention, participants

completed the CURP (Briesch & Chafouleas, 2009) during the post-intervention condition. See



124

Table 12 for participant CURP responses. Analysis of the CURP responses examined the
positively and negatively framed questions and analyzed questions with moderate ratings. First,
participants largely agreed with the positively framed profile questions. Participants “totally
agreed” (M = 4) that they could see themselves using this method again. Three of the four
participants also “totally agreed” (M = 3.75) that the intervention was a good way to help
students and that they liked this method. All participants “kind of agreed” (M = 3.25) that it was
clear what they had to do with the intervention. Second, examination of reverse-coded items
indicated low scores. Specifically, participants did not perceive that the intervention had too
many steps to remember (M = 1.5), was too much work (M = 1.75), or got in the way of doing
other things (M = 1.25). Lastly, participants responded with mixed perceptions for telling a friend
about the intervention (M = 2.75) and being excited to try it (M = 2.5). Collectively, these results
suggest participants perceived the CUT to the Message intervention as acceptable, feasible, and
effective.

To evaluate the social validity of the Al-generated and textbook passages, the study
analyzed the exit ticket responses centered around clarity, interest, and helpfulness. See Table 11
for mean passage perception ratings by passage type for a detailed report of exit ticket responses.
Supporting clarity, responses for Question 2 (i.e., the story was clear and understandable)
indicated participants reported the Al-generated (M = 3.01) and textbook (M = 2.75) passages as
clear and understandable. For interest levels, participants indicated in their question 5 response
that they thought the Al-generated (M = 2.92) and textbook (M = 2.75) stories were interesting.

Lastly, the study examined the helpfulness of the passages directly with question 6 (i.e., I think
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Table 12

Children s Usage Rating Profile Participant Responses

Response
Question Randall Bertie Jerome Cleo Average
This was too much work for me.* 2 2 2 1 1.75
I understand why my teacher picked this. 3 4 3 3 3.25
I could see myself using this method again. 4 4 4 4 4
This is a good way to help students. 4 4 3 4 3.75
It is clear what I had to do. 4 3 3 3 3.25
I would not want to try this method again.* 1 1 1 1 1
This took too long to do.* 1 3 1 2 1.75
If my friend was having trouble, I would tell them about
this. 2 2 3 4 2.75
I was able to do every step of this method. 3 4 3 4 3.5
I felt like I had to use this method too often.* 2 2 2 1 1.75
Using this method gave me less free time.* 2 1 2 1 1.5
There are too many steps to remember.* 2 1 2 1 1.5
Using this method got in the way of doing other things.* 2 1 1 1 1.25
I understand why the problem needed to be worked on. 3 4 3 4 3.5
This method focused too much attention on me.* 2 | | 1 1.25
I was excited to try this method. 3 2 3 2 2.5
This method made it hard for the other students to work.* 2 | | 1 1.25
I would volunteer to use this method again. 3 4 3 3 3.25
It is clear what the adult needed to do. 3 4 3 4 3.5
I was able to use this method correctly. 3 4 3 4 3.5
I liked this method. 3 4 4 4 3.75

Note. * reverse-coded questions, scores range from 1 (I totally disagree) to 4 (I totally agree)

details in the story to support the theme). Participants agreed that the Al-generated (M = 2.96)
and textbook passages (M = 3.00) helped them learn more about finding themes in reading. This
was supported by (a) high levels of agreement for Al-generated passages (M = 3.15) and
moderate agreement for textbook passages (M = 2.81) in perceptions of theme identification
ability and (b) high levels of agreement for Al-generated passages (M = 3.19) and textbook
passages (M = 3.06) in perceptions of evidence citation ability. Collectively, these results support
the social validity of both the Al-generated and textbook passages, suggesting participants

perceived the passages as clear and understandable, interesting, and helpful.
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Although different measures (i.e., CURP, exit ticket) evaluated the social validity of the
CUT to the Message intervention and the reading materials separately, findings support both as
socially valid. Results indicate participants found the intervention to be acceptable, feasible, and
effective and the reading materials to be understandable, interesting, and helpful. By considering
these results simultaneously, reported perceptions support combining the intervention with the

Al-generated and textbook materials as acceptable and socially valid.
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CHAPTER 5: DISCUSSION

The purpose of this study was three-fold. First, I investigated the effects of a researcher-
developed standards-aligned intervention, CUT to the Message, on the reading comprehension
performance of high school SWD reading below grade level. Grounded in the SRSD framework,
CUT to the Message intentionally targets CCSS related to theme identification and textual
evidence citation. Findings revealed a functional relation (Tau-U = 1, p <.001) between the CUT
to the Message intervention and reading comprehension performance as measured by students’
ability to identify theme and cite textual evidence.

Second, I investigated whether differences existed between Al-generated and traditional
passages with (a) reading comprehension performance measured by identifying narrative themes
and textual evidence citation and (b) reader perceptions of interest and clarity among high school
SWD reading below grade level. Across assessment conditions (i.e., baseline, post-intervention,
maintenance) participants completed theme identification probes and exit tickets, alternating
reading materials randomly across sessions. Results indicate minimal differences in reading
comprehension performance and reader perceptions between materials.

Lastly, I investigated the social validity of the intervention package and reading materials.
To assess intervention perceptions participants responded to questions related to the
acceptability, feasibility, and effectiveness of the CUT to the Message intervention. Participants
reported perceptions of reading materials by answering questions from the exit ticket related to
interest levels, clarity, and helpfulness. Results indicate participants found the intervention and
reading materials to be socially valid.

This chapter presents findings aligned with the study’s purpose. It also addresses themes

of interest such as standards-aligned instruction and materials, the potential of Al in instructional
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design and material development, the use of SRSD in reading instruction, and interventions
tailored for secondary students. The chapter concludes with a discussion of study limitations,
practical implications, and recommendations for future research.

Disciplinary Literacy: Standards-Aligned Instruction and Materials

While many reading interventions emphasize general comprehension skills such as
identifying the main idea, generating questions, building vocabulary, analyzing text structure, or
stating the gist (Filderman et al., 2022), they often fail to explicitly state if they are aligned with
the CCSS. Yet, student reading proficiency measures such as state standardized tests (e.g.,
STAAR, [Texas Education Agency, n.d.]) and NAEP (2025) align directly with the CCSS. This
misalignment between interventions and proficiency measures may hinder student performance.
This study’s intervention package, CUT to the Message, embedded within the SRSD framework
explicitly targets theme identification and textual evidence citation, two ELA standards
implemented in 4™ — 12 grade (CCSSI, 2010). With CUT to the Message students learn that
theme is (a) a complete thought, (b) universal, and (c) throughout the text. By embedding the
strategy within the SRSD framework, this intervention offers a systematic approach for teaching
the two specified standards, which answers an existing need for providing teachers with
knowledge, instructional practices, and strategies for implementing CCSS-aligned instruction
that is data driven and targets reading proficiency (Song et al., 2022).

Accompanying the standards alignment of the intervention, this study aligns the
instructional materials and assessment practices to theme identification and textual evidence
citation. Many reading interventions provide a vague description of reading materials referencing
genre (e.g., expository, narrative) (e.g., Mason, 2004; Michaux, 2011), content area (e.g., science,

social studies) (e.g., Kent et al., 2015; Solis et al., 2015), or grade-level. These descriptions limit
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replication and do not explicitly define the standards connected to the passages or how the
studies meet the CCSS criteria for qualitative, quantitative, and reader-task alignment. Both the
Al-generated and CommonlLit passages used in this study included specific themes, Lexile
levels, and word counts guided by CCSS readability recommendations (e.g., quantitative
measures, task considerations) thereby explicitly conveying standards alignment. Additionally,
research often provides vague assessment descriptors (e.g., retell of details) that are not standards
aligned. For example, studies asking participants to retell the main idea and a specified number
of details from the story (e.g., Sanders, 2021a) are addressing intermediate literacy skills
(Shanahan & Shanahan, 2008). However, in the secondary setting, students have transitioned
from identifying the main idea to identifying the theme (CCSSI, 2010). For this study, the rubric,
or measure of reading comprehension performance, is directly aligned with standards by
including individual scoring components (i.e., complete thought, throughout the text) that are
connected to the standards theme identification and textual evidence citation. This study’s
alignment with CCSS via intervention, instructional materials, and assessment practices
promotes access to general education content and grade-level standards, but also translates to
clear improvements in students’ mastery of grade-level discipline-specific objectives related to
theme identification and textual evidence citation.
Leveraging Al for Instruction and Materials

Integrating Al into instructional planning and material development presents a promising
opportunity to circumvent challenges encountered with acquiring reading instructional materials
(Doan et al., 2022), while simultaneously supporting differentiated materials that are tailored to
specific standards-based skills and the unique needs of individual students or classrooms (Baser

& Arslan-Ari, 2024; Apitz et al., 2017).
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Teachers reported access to instructional materials was often constrained by limited
quantities, budgetary allowances, and overall availability (Aston, 2017; Watkins & Ostenson,
2015). As this study demonstrated, GPT-4 generated 55 different passages (40 intervention, 8
baseline, 7 post-intervention) at no cost. Research also suggests that teachers perceive available
texts as outdated and unrelatable (Aston, 2017; Lenski et al., 2016; Pak, 2020). Participant
perceptions of the Al-generated passages, however, as reported on the interest and background
knowledge exit ticket questions, suggest that participants found the passages interesting (M =
2.70) and relatable (M = 2.70). Beyond positive perceptions, the Al-generated materials within
this study demonstrated the efficacy of including the primary factors teachers consider when
selecting instructional materials: (a) purpose (reading comprehension of narrative passage), (b)
curriculum applicability (theme identification, textual evidence citation), (c) readability level
(Lexile level, word count), (d) teacher knowledge (specified theme or background knowledge),
and (e) access (Doan et al., 2022; Watkins & Ostenson, 2015), further supporting Al as a viable
solution to access and resource limitations.

Separate from access, teachers also reported using supplemental materials (Silver, 2021)
and adapting instructional materials to meet individual student needs (Ahammed, 2021; Fowler
et al., 2019). Yet, the manner in which the materials are adapted and their effects on learner
outcomes is not explicitly reported. This study did both. Across all conditions, this study used
Al-generated passages aligned with CCSS passage recommendations (e.g., readability measures,
reader-task alignment) and measured participant performance and perceptions of the materials.

Participants completed theme identification probes alternating between Al-generated and
textbook passages during baseline and post-intervention conditions, which permitted

comparisons and analysis of participant performance and perceptions based on material type.
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Participants read a different passage each session, with varied themes. Across both passage types,
participants applied the strategy and demonstrated generalization of disciplinary literacy skills
(i.e., theme identification, textual evidence citation). With minimal differences between material
types in both performance and perceptions, Al-generated instructional materials may serve as a
viable option for providing standards-aligned instruction. This extends current research on Al-
material generation. Extending the research of Dejulio et al. (2024) and Bulut and Yildirim-
Erbasli (2022) on the feasibility and perceptions of Al-generated materials, this study also
examined learner outcomes and compared those outcomes to those of textbook passages. Student
performance was consistent across conditions between material types (e.g., post-intervention Al,
M = 11.75; post-intervention CommonLit, M = 11.53) with minimal differences. Participants
demonstrated a conceptual understanding of the strategy and disciplinary literacy expectations
across passage types and responded with their own thematic interpretations and textual evidence.
These findings support using Al-generated materials that have been properly screened and
assessed for quantitative readability, qualitative text features, and reader/task alignment as a
supplemental instructional tool for facilitating student access to grade-level textbook passages.
Collectively, the description of material generation included in this study and the analysis of
performance and perceptions provide insight into the efficacy of using standards-aligned Al-
generated instructional materials and permit replication.
SRSD Interventions in Reading

This study contributed to the developing body of research investigating SRSD in reading
with high school SWD reading below grade level, in which research is currently limited. SRSD
is an evidence-based practice for teaching writing (Ray et al., 2023), and a promising practice for

reading (Rollins et al., 2022; Sanders et al., 2019). Where SRSD research connected to writing
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often identifies standards-aligned strategies such as writing informative (Mason et al., 2006) and
argumentative (Ray et al., 2019; Straub & Vasquez, 2015) essays, studies investigating SRSD
and reading tend to focus on broader reading comprehension strategies such as summarizing,
main idea identification, and retell (Mason, 2004; Sanders et al., 2024). Moreover, many of the
reading studies examining SRSD and reading include elementary students (Hedin et al., 2011,
Johnson et al., 1997) and students receiving instruction in atypical school settings such as
residential treatment facilities (Ennis, 2016), special day programs (Sanders et al., 2018), and
juvenile justice facilities (Sanders et al., 2021a). This study expands the research base for SRSD
and reading by examining discipline-specific strategies in ELA (i.e., CUT to the Message) that
address specific CCSS (i.e., theme identification, textual evidence citation) with high school
students attending a public charter school.

This study included high school SWD reading below grade level. While many SRSD reading
studies have investigated younger participants (elementary and middle school students) with
similar learning profiles (e.g., LD, EBD) the findings report SRSD positively impacting reading
instruction (Jitendra et al., 2000; Johnson et al., 1997; Sanders et al., 2022). Because SRSD is a
criterion-based strategy centered on individual student and their understanding, performance, and
ability to self-regulate/ self-monitor, participant learning profile is less about diagnoses and more
closely aligned to the components identified in the Active View of Reading: contributors of
reading difficulties, the overlapping nature of word recognition and listening comprehension, and
the inclusion of active, self-regulatory processes in reading.

Ennis (2016) investigated reading comprehension performance in a residential treatment
facility and found a functional relation and large effect size (Hedge’s g = 2.443, summarization)

between the TWA+PLANS SRSD intervention and the reading comprehension performance of
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high school students (911" grade) with EBD. Students read informational social studies
passages that ranged from 250-300 words in length and measured at a sixth-grade Flesch-
Kincaid reading level, compared to the grade-level narrative passages (i.e., Lexile range = 610L—
1250L, word count range = 486—2589) read by this study’s participants.

Both the Ennis (2016) study and this study suggest functional relations between SRSD
strategies and reading comprehension performance. Between the studies, however, there are
variances in study materials and reading comprehension measures. This study extended beyond
previous studies, by having participants read grade-level, narrative passages and learn strategies
specific to ELA CCSS (theme identification, textual evidence citation). Results from this study
support SRSD as an effective strategy for increasing access to grade-level ELA standards and
materials for high school students. Unlike prior studies where reading comprehension and
summarization are stated broadly, this study explicitly aligns the SRSD framework with a
mnemonic strategy that addresses discipline-specific literary standards. By investigating
participants’ ability to identify theme and cite textual evidence after receiving the intervention,
the literature base for SRSD and reading is extended. The intervention supported participants in
applying the strategy across varied narrative passages, suggesting conceptual understanding
rather than recalling a previously learned response. Specifically, this study supports using SRSD
to enhance the discipline-specific, standards-aligned reading skills of high school SWD reading
below grade level.

Contributions of this Study
Although national attention to declining trends in reading proficiency has established a
need for action, reading interventions targeting high school students and disciplinary literacy

remain limited (Sohn et al., 2023; Filderman et al., 2022). The gap is especially concerning given
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that SWD are disproportionately affected by low reading proficiency levels (Fuchs et al., 2022).
This is compounded by the fact that high school students encounter complex standards with
rigorous performance expectations connected to specific disciplines and post-secondary
readiness skills (CCSSI, 2010, 2013; Shanahan & Shanahan, 2017). This study demonstrates
how to integrate the standards and proficiency expectations into the CUT to the Message
intervention. This study provides an overarching contribution to each of the sections below by
examining performance and perception levels of high school SWD reading below grade level.
Literature investigating high school students is limited in the following areas of research: (a)
reading comprehension interventions (Baye et al., 2018), (b) Al-generated instructional materials
(Zhang et al., 2025), and (c) SRSD in reading (Rollins et al., 2022; Sanders et al., 2019).

The findings of this study are meaningful because they contribute to these gaps in
literature. This study investigated and defined all levels of the intervention package (i.e.,
instructional materials, intervention, and assessment) and intentionally aligned each with
discipline-specific CCSS, extending the research base for disciplinary literacy, Al-generated
materials, and SRSD in reading with high school SWD reading below grade level.

Disciplinary Literacy, Standards Alignment, and High School Students

The intervention package from this study contributes to reading comprehension research
in disciplinary literacy via standards-aligned interventions and instructional materials. This study
intentionally aligned the intervention, instructional materials, and assessment measures to ELA
standards. Previous studies investigating reading comprehension performance have examined
reading comprehension broadly and defined instructional materials and assessment measures
vaguely (Filderman et al., 2022). This study demonstrates procedurally how to integrate

standards alignment into the intervention package and study design. This consistency across
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passage elements (i.e., intervention, materials, assessment) lends itself to replication and
provides clarity on what is being taught, what is being read, and how performance is being
measured. Moreover, the alignment with CCSS mirrors reading proficiency measures and
expectations outside of the parameters of this study (e.g., NAEP, state standardized tests),
extending the relevance and application of the study and its approach.

This is the first study to investigate a standards-aligned, discipline-specific intervention
for high school SWD using CUT to the Message, embedded within the SRSD framework, to
improve reading comprehension performance as measured by theme identification and textual
evidence citation. The CUT to the Message mnemonic contributes to the research base twofold.
First, CUT to the Message supports students with identifying the theme of a passage and citing
textual evidence. Second, CUT to the Message provides insight into how intervention strategies
can specifically address and incorporate discipline-specific standards to enhance disciplinary
skill development and general education access.

AI-Generated Instructional Materials

Emergent research investigating Al and its applications within the field of education is
abundant (Chen, 2020; Topkaya et al., 2025). Yet, the research is often narrow in scope.
Literature reports on the Al-generated materials (Merine & Purkayashtha, 2022; Pardue &
Beach, manuscript under review, 2026) or user perceptions (DelJulio et al., 2024) and does not
report learner outcomes. This study expands this research base by reporting all three: Al-
generated materials, user perceptions, and learner outcomes.

Next, the study compares Al-generated materials to textbook materials. This comparison
broadens the evidence base for using Al instructional materials. Building off prompt structure

(Pardue & Beach, manuscript under review, 2026) and material parameters research (Bezirhan &
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von Davier, 2023), this study provides procedural insight into readability measures, standards
alignment, and prompt structure when generating Al-instructional materials.

Participants only read Al-generated passages during the intervention conditions; however,
strategy use generalized to textbook passages during post-intervention sessions and performance
levels were consistent across materials. Participants generalized the strategy across passage types
and demonstrated a conceptual understanding of theme identification and textual evidence
citation. With minimal differences in performance levels between passage types, this study
suggests the viability of using properly screened Al-generated materials to provide instruction
and assess student performance. Moreover, participants positively perceived the passages in
relation to clarity, interest, and helpfulness. This study provided additional evidence of AI’s
potential to personalize instructional materials with the integration of the participants’
background knowledge and interests questionnaire responses into the intervention passages.
SRSD Interventions in Reading

Established as an evidence-based practice for writing, SRSD is presently identified as a
promising practice for reading for SWD (Sanders et al., 2019). Research supporting the
effectiveness of SRSD in increasing reading comprehension performance is limited (Rollins et
al., 2022). This study contributes to literature on SRSD in reading by extending the findings to
discipline-specific standards (theme identification, textual evidence citation). Rather than
replicating other studies by investigating expository science and social studies texts (Mason et
al., 2006), this study demonstrates the effectiveness of SRSD with narrative texts. Operationally
defining reading comprehension as it relates to specific disciplinary literacy skills, rather than

intermediate literacy skills (Shanahan & Shanahan, 2008), expands SRSD in reading to ELA
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standards for students in high school. Beyond performance measures, this study provides further
evidence of SRSD’s social validity in terms of accessibility, feasibility, and effectiveness.
Limitations

The findings of the study should be considered in light of several limitations. First,
geographical and demographic diversity across participants was limited due to sample size (N =
4) and school choice. The study was conducted in a public charter school in which students
selected to attend. A different school in another location may present a different sample of
students for recruitment and selection. Two of the participants in the study were students with
LD and the remaining two were students with AU and other health impairments. While all
students shared similar learning profiles, receiving special education services in the general
education classroom with IEP goals that addressed reading and writing services, a different
representation of students may have resulted in different results. Replication of the study across
settings and populations is needed to strengthen findings.

Second, generalization was impacted by research design and low levels of maintenance data
points. The multiple-probe across participants design generalizes at the individual level based on
participant characteristics and learning profiles (Ledford & Gast, 2024). I selected this design
method to serve as a pilot study of the CUT to the Message intervention, prioritizing internal
validity while limiting external validity limitations. A randomized control trial with a larger
sample size could strengthen the findings and generalizability of the intervention. Insufficient
maintenance data points impacted findings. Randall completed two maintenance sessions two
weeks after his last post-intervention session. He maintained post-intervention reading
comprehension performance levels (12 points) across both material types. Bertie, Jerome, and

Cleo did not complete maintenance sessions due to time constraints and end of year testing
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schedules. Data collection for this study concluded due to school schedules and not the design of
the study. Conducting a larger sample of maintenance sessions across participants two and four
weeks after post-intervention sessions may strengthen the external validity of the intervention.

Third, because this was a pilot study, I served as the interventionist and collected and scored
all data. I instructed participants one-on-one during the intervention condition. Different
instructional groupings and settings may result in different findings. To protect against observer
bias and observer drift, I referred to the rubric when scoring reading comprehension performance
and collected interobserver agreement data. I graphed participant performance data each session
and had participants score and graph their performance data. Procedural fidelity and [OA
calculations served to mitigate researcher bias. A research assistant scored 100% procedural
fidelity across 34.95% of all sessions, and IOA for 25.6% of all sessions with 90.3% agreement.
Replicating the study with an interventionist separate from the research team may strengthen
findings.

Fourth, the study contained measurement constraints. I developed the rubric used for
measuring reading comprehension performance. Two high school ELA teachers reviewed and
vetted the rubric, but it was not validated as a standardized measure. Participants also completed
an exit ticket at the end of each session reporting their perceptions of the reading passage. This
repeated perception measure may have contributed to patterns in responding and response
fatigue. Adding an open-ended question to the exit ticket, requiring participants to articulate their
perceptions beyond levels of agreement may provide a more descriptive and qualitative measure
of reader perceptions.

Fifth, attendance and school schedules may have impacted dosage, data consistency, and

introduced confounding instructional influences. Both Bertie (2 sessions) and Cleo (15 sessions)
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missed sessions, extending intervention sessions. Cleo’s extensive absences prevented post-
intervention data collection and may have affected her response to the intervention. Separate
from attendance concerns, participants continued to receive ELA and special education
instruction. Results and improvements in reading comprehension performance may have been
impacted by combined instructional exposure.

Lastly, the study is limited by the nature of Al and its use. The materials generated for this
study using Al are representative of that specific language modeling system (ChatGPT) and that
point in time. Al is evolutionary in nature, and its outputs are sensitive to the algorithmic
properties of the program and the user interface it is built upon (Hwang et al., 2020; Yilmaz &
Aydin, 2025). Responses are prompt sensitive and may vary over time, introducing replication
concerns.

Suggestions for Future Research

This study provides an initial examination of CUT to the Message; an intervention
aligned with the standards theme identification and textual evidence citation and embedded
within the SRSD framework. The study also examines the practicality and feasibly of using
standards-aligned, Al-generated materials for instruction and assessment. Conducted within the
secondary setting, both contributions engender a need for future research and additional
investigations.
Disciplinary Literacy, Standards Alignment, and High School Students

CUT to the Message is a researcher developed intervention that is directly aligned with two
CCSS (theme identification, textual evidence citation). Findings from this study demonstrated a
functional relation between the intervention and reading comprehension performance. Written

responses served as the point for data analysis, in which participants conveyed their
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interpretation of the passage’s theme. While this met the rubric-based criteria and results
indicated improvements in performance, it is important to consider that individual experiences
and backgrounds directly contribute to reader’s theme interpretation (Kurtz & Schober, 2001;
Levine, 2018). Interpretations of theme can vary across readers.

The written response resembled the open-ended questions included in the end-of-year testing
for the study school’s state. It resembled one type of question students encounter when testing.
Multiple choice questions are another type of question presented. Multiple choice questions do
not account for variances in theme interpretation. Therefore, another iteration of this study
should include multiple choice questions that mirror standardized testing formats. By including
these types of questions in future research, further conclusions may be drawn about the efficacy
and external validity of the intervention, further expanding disciplinary ELA research and
potentially extending to other disciplines (e.g., history, science).

By responding to the open-ended questions, participants demonstrated a conceptual
understanding of theme identification and textual evidence citation, generalizing the CUT to the
Message strategy across different passages and passage types. Future research should examine
students’ ability to generalize the strategy to other content areas, longer texts, and additional
classroom settings. Research examining the transfer of theme identification of narrative texts to
central idea of expository texts is also warranted.

Beyond extensions of the application of the CUT to the Message intervention, considerations
for future research should also consider further investigations into standards-aligned, discipline-
specific interventions. This study aligned with two, discipline-specific CCSS, which are
integrated throughout other ELA standards (CCSSI, 2010, 2013). For example, analysis of

characters, figurative language, and different forms and genres of literature are all standards that
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require theme analysis and textual to support that analysis and interpretation. Therefore,
investigations into additional ELA standards may provide insight into how to best equip students
with the procedural knowledge of how to read, interpret, and communicate within the discipline
of ELA (McConachie & Petrosky, 2010; Spires et al., 2018).

I delivered the CUT to the Message intervention to four high school SWD reading below
grade level, using a multiple-probe across participants design. Future research might expand
investigations into other intervention agents, larger and more diverse participant samples, and
other research designs. Investigations such as a pretest/post test randomized controlled trial in
which teachers delivered instruction to a group of students would more closely resemble the
general education environment and provide insight into classroom applications and
generalization. Moreover, because theme identification and textual evidence citation are
implemented in grades four through twelve, investigations with students at other grade levels and
abilities may assist with developing discipline-specific interventions that can be implemented
across grades and student populations.

AI-Generated Instructional Materials

The Al-generated instructional materials used throughout this study included narrative
passages with designated Lexile levels, word counts, and themes referenced implicitly a
minimum of three times generated via ChatGPT (GPT-5). During the intervention conditions, the
Al-generated passages integrated participant background knowledge and interests per
questionnaire responses. Throughout the method section of this study, detailed guidance is
provided regarding prompt structure, readability measure parameters, and textbook comparisons.
The CommonlLit library and its passages served as the point of reference for textbook passage

comparisons. Future research should expand the sample of textbook resources beyond narrative
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passages and one source and possibly explore other generative Al programs. Additionally,
investigations into Al-material generation procedures is warranted. Specifically, studies should
examine (a) how to create and verify textbook comparable standards-aligned passages and (b)
how to integrate student interests and background knowledge into Al-generated instructional
materials. With the use of Al evolving in education (Dong et al., 2025), additional research in
these recommended areas would advance Al-literacy and potentially guard against concerns of
bias, inaccuracy, and privacy (Binhammad et al., 2024).

Beyond prompt parameters and generation procedures, with this study I created and
screened all passages. Investigations examining practitioners’ abilities to generate, verify, and
implement Al-generated instructional materials would advance our knowledge of the
applicability of using Al-generated instructional materials in the school setting. If feasible, this
research may provide a viable solution for challenges with material access, relevance, and
alignment (Aston, 2017; Watkins & Ostenson, 2015).

SRSD Interventions in Reading

This study investigated SRSD in reading with high school SWD reading below grade
level. Systematic replications of this study varying participants, settings, materials, and
interventionists would advance findings and increase the research base for SRSD intervention in
reading and standards-aligned, disciplinary literacy. Following the single case design
methodology, it may be beneficial to initiate data collection at a designated point in the Support
It stage rather than waiting for completion of all SRSD stages. Future iterations of this study
should consider adding performance data collection during the intervention condition. Separate
from systematic replications, extending replications to group designs would strengthen the

external validity, generalizability, and causal inference across groups. Both replications would
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increase support for SRSD interventions in reading assisting with its advancement from a
promising to evidence-based practice (Sanders et al., 2019).
Implications for Practice

As noted in the contribution and future research sections of this chapter, the findings of
this study carry implications for practice related to the outcome themes: (a) disciplinary literacy,
standards alignment, and high school students, (b) Al-generated instructional materials, and (c)
SRSD interventions in reading
Standards-Aligned, Disciplinary Literacy with High School Students

First, the CUT to the Message intervention is directly linked to ELA standards contained
within the CCSS. ELA teachers are expected to teach these standards within their course of
study, and the benchmark assessments and end-of-year standardized tests assess these standards.
The findings of this study suggest that the CUT to the Message intervention may provide
educators with a viable option for teaching theme identification and textual evidence citation.
Unlike interventions and studies that target comprehension broadly or address intermediate
skills, this study provides educators with an intervention and assessment rubric that is directly
aligned with the educational standards implemented. Teachers may use the rubric to evaluate
student responses and actively assess students’ ability to identify theme as a declarative
statement, make connections outside of the text, and provide evidence-based responses.

The study also introduces examples of differentiating instructional materials for students.
Participants applied the CUT to the Message intervention to grade level and below-grade level
passages. Although this study was conducted in a one-on-one setting, students at different levels
and abilities reading different materials may apply the same intervention. Teachers can vary

materials without varying instruction.
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Al-Generated Instructional Materials

This study also suggests that Al has the potential to generate instructional materials that
are standards-aligned and scaffolded to individual student needs. This may provide opportunities
for increasing access to general education standards for students with or at risk of disabilities.
Teachers report reading passages are often unrelatable and unavailable (Aston, 2017; Lenski et
al., 2016; Pak et al., 2020; Watkins & Ostenson, 2015). Participants in this study demonstrated
minimal differences in their performance and perceptions of the Al-generated and textbook
materials, which suggests Al-generated materials can complement and supplement textbook
passages.

Given ATI’s potential for creating instructional materials, this study provides suggestions for
how to generate narrative reading passages that are standards-aligned and engaging to students.
Al can provide educators with free and viable options for increasing instructional materials
access. Following the prompt guidance and textbook comparison analysis procedures of this
study, teachers can use Al to generate texts tailored to a specific student and specific purpose
(i.e., theme identification). With Al, teachers can modify reading passages as needed. Another
implication derived from this study is the need for teachers to establish instructional parameters
(e.g., word count, implicit reference) and verify the output (e.g., Lexile level analyzer) when
creating Al-generated instructional materials.

SRSD Interventions in Reading

The CUT to the Message intervention is embedded within the SRSD framework. SRSD
provides guidance in how to teach students. As demonstrated in this study, educators can follow
the stages of SRSD: (1) develop background knowledge, (2) discuss it, (3) model it, (4)

memorize it, (5) support it, and (6) independent practice (Harris & Graham, 1999). Throughout
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each stage, teachers can progress based on student needs and include examples of and
opportunities for self-monitoring, self-reinforcement, and goal setting. Beyond implementing the
SRSD stages, SRSD can provide guidance in pacing instruction and promoting student
accountability.

As a criterion-based, student-centered instructional framework, SRSD ensures students
work towards mastery with appropriate levels of support (Harris & Graham, 1999; Graham &
Harris, 2018). Each participant in this study progressed through the lessons differently. Bertie
required two sessions to fully identify the theme of a particular passage, Jerome advanced
through the lessons quickly, and Randall needed two sessions to fully understand how textual
evidence can help with developing a theme. Regardless of the pace, all participants received the
same instructional design and intervention package.

In addition to pacing differences, in this study, participants practiced self-monitoring,
self-reinforcement, and goal setting. Participants read their completed written responses,
assessed their responses for accuracy, graphed their performance, and set goals for the next
session. Teachers can implement these practices in their classrooms to encourage students to
monitor their own performance and progress.

Summary

Research investigating reading comprehension interventions for high school SWD
reading below grade level is limited (Filderman et al., 2022). Investigations into discipline-
specific, narrative ELA interventions are even more limited (Sohn et al., 2023). This study aimed
to fill that gap by investigating an intervention aligned with two ELA standards: theme
identification and textual evidence citation. Beyond examining intervention effects, this study

sought to provide insights into all elements of the intervention package. Specifically, this study
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examined (a) the effects of the CUT to the Message intervention, (b) the implications of the
reading materials used in the study, and (c) the social validity of the study.

First, the study examined the effects of the CUT to the Message intervention on the
reading comprehension skills of high school SWD reading below grade level as measured by
theme identification and textual evidence citation. Participants included four high school
students, two with LD and two with AU. All participants received special education services in
the general education classroom and had goals related to reading. Using a multiple-probe
baseline across participants design, this study established a functional relation between the
intervention and reading comprehension performance. Supported by Tau-U analysis (Tau-U =
1.00, p <.001), visual analysis revealed large increases in level, with minimal variability and
stable, high levels of performance post-intervention when compared to baseline levels for three
of the four participants.

Second, participants read narrative Al-generated and textbook passages during baseline
and assessment conditions. Intervention conditions included narrative Al-generated passages
tailored to participants’ background knowledge and interests. The study compared the
participants’ reading comprehension performance and passage perception responses (i.€., exit
ticket) of both material types. Analysis of mean performance at the aggregate level revealed no
meaningful differences in reading comprehension performance, with performance levels slightly
higher on the Al-generated passages post-intervention (0.22 points, 1.84%). In terms of clarity
and interest, participants reported similar, positive perceptions for both passage types.

Lastly, the study examined the social validity of the intervention and both material types.
Participants found the intervention to be acceptable, feasible, and effective, and reported both

material types as clear and understandable, interesting, and helpful.
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Collectively, the findings of this study contribute to gaps in the literature base on reading
ELA disciplinary literacy interventions, reading comprehension interventions with high school
students, Al-generated instructional materials usage and perceptions, and SRSD interventions in
reading. This study intentionally aligned the intervention, materials, and assessment rubric with
CCSS that are implemented in ELA classrooms in fourth through twelfth grade and ensured that
participants perceived the intervention and materials as socially valid. By operationalizing
reading comprehension via academic standards, explicitly providing information on how the
reading materials were assessed and generated, and aligning the assessment rubric with the same
academic standards this study not only contributes to research, it also provides a practical,

replicable intervention package that can be implemented in the classroom.
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APPENDIX A: CAREGIVER RECRUITMENT SCRIPT
Caregiver Recruitment Script

Hello. I am reaching out to you because Shannon Pardue, a doctoral student in the
Department of Special Education and Child Development at UNC Charlotte, is conducting a
study related to reading comprehension, self-monitoring, and how to identify the theme of a
passage. I would like to recommend [student name] to participate in the study.

The study will consist of 21 -32 sessions during [student’s name] learning lab or resource
time. During that time, Shannon would provide one-on-one instruction to [student name]
teaching [him/her] how to identify the theme of a passage, cite textual evidence, and answer
questions about the passage. Many of the things she will teach are closely related to the services
[student name] is working on with me.

Whether or not [student name] participates in the study is entirely up to you and [student
name]. If you have any questions about the study, you can contact Shannon or her faculty
advisor, Dr. Kristen Beach and they will be happy to talk with you. I can give you their numbers
or emails if you want.

I can email you or send a copy of the recruitment letter and consent form for the study.
The institutional review board at UNCC has approved it. Shannon and the research team will
only have access to your or [student’s name] information if you complete the consent form and
agree for [student name] to participate.

Would you like me to email that information or send it home with [student’s name]?
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APPENDIX B: CAREGIVER RECRUITMENT EMAIL

Caregiver Recruitment Letter

Greetings [caregiver name]:

Hello. We are reaching out to you because Shannon Pardue, a doctoral student in the
Department of Special Education and Child Development at UNC Charlotte is conducting a
study related to reading comprehension, self-monitoring, and how to identify the theme of a
passage. We would like to recommend [student name] to participate in the study.

The study will consist of 21 -32 sessions during [student’s name] learning lab or resource
time. During that time, Shannon would provide one-on-one instruction to [student name]
teaching [him/her] how to identify the theme of a passage, cite textual evidence, and answer
questions about the passage. Many of the things she will teach are closely related to the services
[student name] is working on with me.

Whether or not [student name] participates in the study is entirely up to you and [student
name]. If you have any questions about the study, you can contact Shannon and she will be
happy to talk with you (704-957-4374; email (spardue3(@charlotte.edu). You may also contact
her faculty advisor, Dr. Kristen Beach at Kristen.Beach@charlotte.edu (704-687-0741).

I have attached the consent form for the study. The Institutional Review Board (IRB) at
UNCC has approved this study. The IRB is a committee that reviews research to make sure it is
safe, ethical, and protects the rights and privacy of participants. Shannon and the research team
will only have access to your or [student’s name] information if you complete the consent form
and agree for [student name] to participate. If you are interested in participating, please follow
the link to the consent form and complete it using docusign.

Feel free to contact Shannon or Dr. Kristen Beach if you have any questions or concerns.

Thank you for your consideration.


mailto:spardue3@charlotte.edu
mailto:Kristen.Beach@charlotte.edu
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APPENDIX C: CAREGIVER CONSENT FORM

Caregiver Consent to Participate in a Research Study

Title of the Project: Effects of an SRSD Reading Intervention Using AI-Generated Materials on
the Disciplinary ELA Skills of High School Students with Disabilities

Principal Investigator: Shannon Pardue, M.A., BCBA, UNC Charlotte

Under the Supervision of: Kristen D. Beach, Ph.D., UNC Charlotte

Your student is invited to participate in a research study. Participation is voluntary and is not

required by the school. Please review the information below, and ask any questions you may

have before deciding.

Important information You Need to Know

The study examines how a strategy called Self-Regulated Strategy Development (SRSD)
can help students identify the theme of a passage and improve reading comprehension.
Sessions will take place during your student’s special education class and will last 30-45
minutes, 3-5 times per week, for an estimated 21-32 sessions (no more than 24 total
hours).

Students will not miss any instruction from their English Language Arts (ELA) class.
Some students will read Al-generated passages, and others will read traditional textbook-
style passages.

Sessions will be audio-recorded so the research team can check that the strategy was
taught correctly.

Possible discomforts include temporary frustration with reading or writing tasks, which
will be supported by the research team.

Benefits may include improved reading comprehension, better understanding of themes,

and stronger self-regulation skills.
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e Your student’s privacy will be protected. Identifying information and audio recordings

will be deleted on a set schedule (described below).

Why are we doing this study?

Students who receive special education services often benefit from explicit, structured reading
instruction. Self-Regulated Strategy Development (SRSD) is an evidence-based teaching
approach that:

o breaks complex reading tasks into manageable steps,

o teaches students how to plan, organize, and monitor their thinking,

e builds confidence and independence in reading and writing
In this study, SRSD will be used to teach a strategy called CUT to the Message, which helps

students understand and identify the theme of a passage.

We want to learn whether SRSD works with CUT to the Message and if it works similarly when

students read Al-generated reading passages compared to traditional, textbook passages.

Why is your student being asked to participate in this study?

Your student was recommended because:
o they receive special education services in reading, and

o their most recent reading assessment shows they are performing below proficiency.

To ensure the instruction is aligned with your student’s needs, we request access to the parts of
your student’s Individualized Education Program (IEP) that relate to reading performance, goals,
and services. Your student’s school will only share the reading-related portions of the IEP with

the research team.

This information will be used solely to confirm eligibility and to provide instruction student’s
identified strengths and needs. All information from the IEP will be kept confidential and stored

securely.

What will happen if my student takes part in this study?
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Your student will participate in several phases. All sessions will take place one-on-one with a

trained member of the research team in the special education classroom.

At the end of some sessions, your student will complete a short exit ticket. The exit ticket asks
quick questions about what your student thought about the passages read that day. These exit
tickets help the research team understand your student’s opinions about the reading materials.

Exit tickets will not be graded and will not affect your schoolwork or grades.

Phasel: Screening and Questionnaire

e Once you consent, we will confirm the research team will confirm the inclusion criteria.
e Your student will complete a short Background Knowledge and Interests Questions (5-10
minutes).
o This questionnaire asks about your student’s reading interests, preferred topics,
familiarity with story types, and general preferences for school tasks.

o No personal, sensitive, or prohibited questions will be asked.

Phase 2: Assignment to Passage Group

o Students will be randomly assigned to one of two groups: (1) Al-generated passages or
(2) traditional textbook-style passages
o Students in both groups receive the same instruction; the passages differ only in their

source.

Phase 3: Baseline Reading Sessions

e Your student will read two different short narrative passages.
o They will answer a written response question about theme for each passage.
e No instruction will be given during this phase.

o These sessions help us understand your student’s starting skills.

Phase 4: Strategy Instruction (SRSD)

A trained research team member will:
o Teach the steps of the CUT to the Message strategy.
e Model how to read carefully, find clues, and identify the theme.

e Teach students how to self-monitor, self-instruct, and set goals.
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o Support students as they practice the strategy while reading.

Phase 5: Post-Instruction Sessions

e Your student will again read passages and answer theme questions independently.
o These sessions measure improvement.
Phase 6: Post-Instruction Sessions
e About 2 weeks after instruction ends, your student will complete two maintenance
sessions to see they still use the strategy.
o At the end of the study, your student will complete a brief social validity questionnaire

about their experience with the strategy, instruction, and reading materials.

Audio Recording:

o Sessions will be audio recorded only to check that the instruction was delivered correctly
and consistently.
e Recordings will be:
o Stored securely
o Not shared outside the research team
o Deleted within 90 days of the end of the study after accuracy checks are

completed.

What is the Duration of the Study?

o Total duration: approximately 6 - 10 weeks, depending on school schedules
o Frequency: 3 - 5 times per week
o Length of each session: 30-45 minutes.

o Total time: No more than 24 hours of instructional and assessment time.

What are the benefits of this study?

Your student may:
o strengthen reading comprehension
e improve their ability to identify themes,
o learn a strategy they can use across texts,

e build self-regulation and goal-setting skills
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What risks might my student experience?

Your student may temporarily feel frustrated while reading or writing. These feelings will be
addressed by:

o reminding students that work is not graded,

e providing support and encouragement,

o offering breaks as needed.
No other anticipated risks are expected beyond typical classroom activities.

How will my student’s information be protected?

We will protect your student’s privacy in the following ways:
e Your student’s name will be replaced with a code number in all analyses.
e Names and contact information will be stored separately from study data.
e Audio recordings will be deleted within 90 days after the study ends.
e Identifying information (names, consent forms, emails) will be deleted within 3 years of
the study.
e All paper data will be stored in a locked cabinet in a locked office.
e All electronic data will be stored on a password-protected, university-secure drive.

e Only the research team will have access.

How will my student’s information be used after the study is over?

De-identified data may be used in presentations, publications, or shared with other researchers.

No information that identifies your student or their school will ever be shared.

Will my student receive an incentive for taking part in this study?

Students who return the assent form will receive a small item (e.g., pencil, lollipop), even if they

choose not to participate. No other incentives will be provided.

What other choices do I have if I don’t allow my student to participate in this study?

If you or your student choose not to participate, your student will continue with their regular

instruction with no negative consequences.
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What are my rights if my student takes part in this study?

It is up to you and your student to decide whether or not to participate in this study. Participating
in this study is voluntary. Even if you and your student decide to participate in this study, you

may change your mind and withdraw from the study at any time.

Who can answer my questions about this study and mine and my student’s rights as a

participant?

For questions about this research, you may contact Shannon Pardue (spardue3(@uncc.edu) or Dr.

Kristen Beach (Kristen.Beach(@charlotte.edu)

If you have any questions about your student’s rights as a participant, or wish to obtain
information, ask questions, or discuss any concerns about this study other than the researcher(s),
please contact the Office of Research Protections and Integrity at 704-687-1871 or uncc-
irb@charlotte.edu

Please click this link to receive an email of the consent form that can be completed digitally

using docusign. A printed copy of the consent form may also be returned to the school.

By signing this document, you are agreeing for your student to participate in this study. Make
sure you understand what the study is about before you sign. You will receive a copy of this
document for your records. If you have any question about the study after you sign this

document, you can contact the study team using the information provided above.

Consent to Participate

Please indicate yes or no for each statement.
1. T agree to allow my student to participate in this research study involving self-
regulated strategy development, theme identification, and reading comprehension.
Yes No

Consent to Release Information:

1. T agree to allow the research team to have access to the reading-related portions of
my student’s IEP. ( This information will be used to verify that your student meets the
inclusion criteria of the study.)

Yes No


mailto:spardue3@uncc.edu
mailto:Kristen.Beach@charlotte.edu
mailto:uncc-irb@uncc.edu
mailto:uncc-irb@uncc.edu
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I understand what this study is about and my questions have been answered. Please type your

name and date below. Your name will represent your signature.

Student’s Name (PRINT) Date

Parent/Guardian’s Name (PRINT) Date

Individual Obtaining Consent Date
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APPENDIX D: STUDENT RECRUITMENT SCRIPT

Student Recruitment Script

“Hello, my name is Shannon Pardue and I am a doctoral student at The University of North

Carolina at Charlotte. I am doing a study to learn more about how high school students read

stories, understand them, and figure out the theme, or the main message.

Your school recommended you for this study because you receive special education services in

reading. I’d like to tell you what the study is about so you can decide if you want to participate.

You get to choose, even if your parents or guardians already said yes.

If you join the study, you will have about 21-32 sessions with me during your resource period.

Each session will last about 30-45 minutes. You won’t miss any of your ELA classes.

Throughout the study, you will take part in several different phases:

You will fill out a short questionnaire about your reading interests.

You will read stories and write about the theme.

You will learn a strategy called CUT to the Message to help you understand theme better.
You will complete short exit tickets, which are quick questions about your opinions of the
reading materials. These are not graded.

Our sessions will be audio recorded, so I can make sure I’m teaching the lessons

correctly. No video will be taken, and only the research team will listen to the recordings.

Nothing you do in this study will affect your grades. I will look only at your work for the study,

and all your answers will be kept private.

Your parents or guardians have already given permission for you to participate, but you make the

final decision. You do not have to say yes. If you say yes now, you can change your mind later. If

you say no, nothing bad will happen, and you will continue your normal school schedule.

I will email you a copy of the assent form tomorrow, and I am giving you a paper copy today.

Please take it home and talk about it with your parents or guardians. If you want to be in the
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study, you can bring the signed form back to your teacher or sign the emailed version using the
link. If you don’t want to participate, just check “no” on the form, and I will not contact you

again.

If you return the form. Whether you choose yes or no, you will receive a small item like a

lollipop or pencil.

You may ask questions at any time. I’m happy to answer anything you want to know now or later

if you think of something. Do you have any questions?
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APPENDIX E: STUDENT RECRUITMENT FORM

Student Recruitment Letter

Greetings [student name]:

My name is Shannon Pardue, and I’m a doctoral student in the Department of Special Education
and Child Development at UNC Charlotte. I spoke with you yesterday about the study I will be
conducting at your school. You are receiving this email because your teacher recommended you,

and your caregiver consented to you participating in the study.

I am writing to you because I am conducting a study about teaching high school students with
disabilities reading below grade level how to use strategies to comprehend, identify the theme of
a passage, and monitor their own behavior and performance when reading. Sessions will be

conducted within your learning lab or resource time.

I have attached the consent form for this study. If you are interested in participating, please return

the consent form to your case manager or email it to me using docusign.

I would be happy to speak with you further if you would like additional information about the

research study.

Thank you for your consideration.
Shannon Pardue, M.A., BCBA
(704) 957-4374
spardue3@charlotte.edu
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APPENDIX F: STUDENT ASSENT FORM

Student Assent Form

Title of the Project: Effects of an SRSD Reading Intervention Using AI-Generated Materials on
the Disciplinary ELA Skills of High School Students with Disabilities

My name is Shannon Pardue and I am a doctoral student at The University of North Carolina at
Charlotte. I am conducting a study to learn more about how students read, comprehend, and

identify the theme of a passage.

I would like for you to take part in this study because your teacher recommended you and you
receive special education services in reading. If you want to participate in my study, you will
attend 19-30 sessions with me during your learning lab or resource period to read passages,
answer written responses, and learn strategies to help you with reading, self-monitoring, and
naming the theme of a passage. Each session will last about 30 to 45 minutes. Answers to your
questions will only be used for my study, and will not affect your grades at school. I will be
looking at your answers and how you used the strategy. Your participation is voluntary. I will
also ask you questions about how you feel about reading, the materials you read, the strategies

you learned, and your overall thoughts of the study.

If you choose to participate in the study, you may at times feel uncomfortable if I ask you a
question about the reading that you don’t know the answer to. I will do my best to help ease any
nervousness or uncomfortable feelings you may have. If you choose to not participate, you will

continue with your regular school schedule.

To make sure that you meet all of the requirements of the study, your teacher will complete an
inclusion criteria form for me with your permission. It will give me information about your
reading levels and goals. I will protect your privacy and keep all information confidential and
secure. Your name will not be used in the study, and I will code everything with a study number

and pseudonym (fake name).
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Your parents or guardians gave permission for you to participate in this study and have
completed a form like this one. You do not have to say “yes,” if you do not want to be in the
study. If you say “no,” or if you say “yes,” you can change your mind later or stop at any time.
You may also ask questions at any time. I am happy to answer any questions you may have now
or at any time we are working together. If you have any questions, please talk to your parents or

guardians. They can email me at spardue3(@charlotte.edu. Your parents or guardians can also

email my advisor, Dr. Kristen Beach (Kristen.Beach@chrlotte.edu).

Assent to Participate

I understand what the study is about and my questions so far have been answered. I agree to take

part in this study. By signing below, I affirm that I have participated in the assent process.

Participant Name (Print)

Signature Date

Name and Signature of person obtaining assent Date

Assent to Release Information

I agree to allow the researcher team to have access to my inclusion criteria document as

completed by their EC teacher.

Participant Name (Print)

Signature Date

Name and signature of person obtaining assent Date


mailto:spardue3@charlotte.edu
mailto:Kristen.Beach@chrlotte.edu

APPENDIX G: QRI-6 ASSESSMENT PASSAGE
QRI-6 Assessment Passage (Leslie & Cardwell, 2017)

Life Cycles of Stars—Part |

Sta astaris b
then dies. In contrast to the human life cycle that lasts about

cycle of a typ

e life cycles, just like humans. In fact

L

m, changes and

73 years, the life

cal star is measured in billions of years

Every star in the sky is at a different s are rel-
atively yvoung, while others are near the end of their existence. The sun is about

halfway through 1s 10-hlhon-year-long hife cycle.

¢ in its life cycle. Some sta

Birth of a Star

The space between stars is not entirely empty. In some places, there are

great clouds of gas and dust. Each of these clouds is a nebula. A nebula is where

stars are born.

ke Pt ochesc's

S

The element hydrogen ma
kling of d
fact, the particles 2

5 up most of a nebula. Helium and a sprin-

are

The particles in a nebula are spread very thin. In
n times less dense than the panicles in the air you
breathe. However, since nebulae are very large, they contain enormous amounts
of matter.

(iravity causes matter to be atiracted to other maiter. Therefore, as a nebula
travels through space, it collects more dust and gas. The clowds become packed

tighter and tighter, as gravity pulls it all together. Whenever matter is packed in
this way, it heats up. An especiz
ning hall of maiter. Such a ball of ho

nse part of the nebula may form a hot, spin-

atter is called a protostar
A protostar doesn't yet shine by ordinary light, but it does give off infrared
energy. Scient

is identify protostars within nebulae using infrared telescopes
wually becomes hot enough for nuclear fusion 1o take place in
its core. When nuclear fusion produces great amounts of ene

to life

A protostar ev

Y. d S1ar Ccomes
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Low-Mass Star

Stars begin their life cycle with different masses. A stars mass determines
how long its life cycle will last and how it will die. Stars with a mass less than five
times that of the sun are called low-mass stars. Maost stars are in this group

A lowe-mass star begins its life cycle as a main-sequence star. Over a period
of hillions of years, its supply of hydrogen is slowly changed by nuclear fusion
into heliwum. During this time, the star changes very little. (382 words)

From Science Insghe Exploring Earth and Space by M. DiSpezio, B Linner-Lucbe, M Lisowski, B, Sparks, and
i Skoog. Copyright £ 2002 by Addison Wesley Lomgman. Adapeed by permission of Pearson BEducaiion, Inc
All Righss Reserved

Number of Total Miscues

(Total Accuracy):

Number of Meaning-Change Miscues

(Total Acceptability):

Total Total
Accuracy Acceptability

0-9 miscues — Independent —___ 0-9 miscues
10—40 miscues —__ Instructional ____ 10-21 miscues
41+ miscues _ Frustration 22+ miscues
Rate: 382 X 60 = 22.920/__seconds = ___ WPM

WCPM: (382 — —_errors) X 60 = ___/
_ seconds=__ WCPM

Fip 6 WLACOUR R 0y PR LR 5 L0 anpoucay U U0 REnps uoa ey ¢ |07 6 wfudidony @
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APPENDIX H: MNEMONIC VISUAL AID
CUT to the Message Visual Aid
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APPENDIX I: GOAL SETTING CHART
Goal Setting Chart

Write in the number of your next session. Then circle your goal for that session.

Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2
Session 12 10 8 6 4 2




Perfonnance 8 cores

APPENDIX J: SELF-MONITORING GRAPH

Self-Monitoring Graph

6

7T 8 9 10 1 12 13 14 15 16 17 18 19 20 21 22 23 24 25
Passage

Student counts total
number of checks
received on the
performance check and
graphs the performance
total with the
carresponding passage.
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APPENDIX K: GRADE LEVEL COMMONLIT PASSAGE

Sample Grade Level CommonLit Passage

|RM| cOMMONLIT

Name: Class:

True Hotel

By Maomi Shihab Nye
2011

Moomi Shihob Mye is o poet, songwriter, ond novelist. Nye was borm to an American mother ond
o Palestinian fother. Even though Nye i5 bosed in Texas, she has traveled the world and refers to
herself as o "wandering poet." in this story, o girl nomed fane moves to Berlin with her fother.

As you reod, take notes on how Jane’s feelings about moving to Berlin develop over the
course of the text.

[1] Jane's father announced their moves as if they
were dinner menus. Pasta with mushrooms.
Mows, Berlin.

He had a better offer (always) from a fine
campany. Transferring from her Londan
school into a schoaol in Germany would be no
problem. (He would probably feel contented
for a year before he got restless again.)

¥ou will like Berlin, | promise, he said.
He had also said this about Dublin, Londan.

[5] Berlin was spacious, expansive — air cheanly
cald inwinter, clear in summer. Students rode
free on subways, buses. Studied English. Zntitled” by Adam Vradenburg is licensed
Summer light lasted so long a day felt double- under CCOL
wide. Lats of art and music, he said.

Everything you love. | promise.

Jane said, You abways promise.

Maybe when your mother died young, you became instantly old. A double-wide child, mother
and baby mixed together.

Your mather loved Berlin, he said. Her favorite city.
What?

[10] Sometimes Jane resented her father's guarded style. Why didnt you tell me before?



[13]

[20]

[l cCOMMONLIT

He stared out the window at the trees they were saying good-bye to.

We weren't there. What good would it have done?

e

In the airplane Jane watched her father drinking a German beer and eating chips. He didn't look
that ald, really. A bit handsome, with his messy dark mop, sad eyes. She thought, It is not his
fault she died. Maybe he thinks he can leave his sadness behind him and that is why we keep
MOVINE.

Germany felt bright, awake. Green fields, silver windmills. The apartment in Berlin would be
ready in a month. Till then Jane and her father were moving into a hotel called Bleibtrew. We will
navigate the city, her father said. Discreet, Eray facade,? Bleibtreustrasse Number 31.

While her father did paperwork at the desk, she looked around.

There didnt seem to be a door. Three passageways, a bar, a deli, shop selling antique roses,
courtyard with long blue tiled table surrounded by a moat of glittering blue chips. Two metal
dog sculptures, one sitting in a cement chair.

Where was she?

On the wall, hearts with words, Stay True. White chair sculpture with lights under feet. Glass art,
painted plates.

Daddy? she said, which she rarely said. How did you find this place?

Grinning. He had navigated.

They rode excitedly up the glass elevator to Three. Two low white beds, soft cotton sheeting,
puffy comforters. Mysterious wooden ladders on the walls next to the beds. Jane unpacked
immediately. Placed her favorite picture of her mother on a rung — face turned up, as if to
breeze or gentle rain. She turned the handles of the wooden windows, pulled them open.
Across the street, 3 man watered geraniums on a balcony.

Her father zaid, Do you want to go with me to check in at the office?

1. not showy, modest
2. the front of a building
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[23]

[30]

[35]

IRW| commonLIT
She shook her head.

Okay, feel free, go out, look around.

Jane always felt free. Didn't she?

Shie ran down the stairs, circled the block. Then three, collecting details for return. Windows
lined with checkered shirts, burgundy peonies in buckets. And what was this large pink pipe
supported by purple poles?

Ponytailed women in dressy clothes and high heels riding bicycles, miniature dogs in their
baskets. Couples gripping hands. Tattoos, canes, studded purses, prams, clicking and humming
of the planet. Something snazzy in the pace here.

Jane stared at a street sign, Kurforstendamm, wondering, Will a name that long ever feel
familiar in my head? Sometimes it felt thrilling to be surrounded by someane else's language.
Wrapping "bitte” and “donke” around her tongue felt hopeful. “Hondgehdgelt” scrawled in a
window, pastry shop, frilled cakes; Deutsche Post. Stationery stores made her happy. Her father
had slipped her twenty Euros — she bought a notebook, blue paper, ervelopes, a fistful of thick
German pencils with nice dots on them, a wooden sharpener...

By the time she'd rounded many blocks, not even counting anymore, a hunger for absorption
overtook her, warm waves on a beach, desire for colors and sounds. How long since she had
felt this? & couple approached, pointing at a map, speaking slow English, as if they thought she
were German. Though she had arrived only hours befare, she could answer. KurfOrstendamm!
Paointed, and they smiled — Americans. She never let on that she spoke English.

She stepped back into the hotel, sharpened, stirred. Eyes more vivid. Rocklike handles on
cupboards. Deep white-tiled soaking tub. Could she be happy here?

Stay true. True to her Scottish accent? Her mother's smile that never left her? The green rims aof
land where they used to walk?

Shie thought, This beautiful city Berlin never wanted to be rubble. Before the war, proud of its
boulevards, leafy parks, bustling trains — this city never wished to be struck by bombs, ruined,

rone of it

And look at it mow. Restored.

Her father had not wanted to be a widower.

Maost impartantly, her mother had not wanted to die.
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[MM| COMMONLI

But when something happened that you did not want... later there might be a long avenue with
a German name stuck to it. Ways you could turn.

Jane stared out the window. The watering man was gone naw.

Sometimes after long sadness, you needed a new thought. Hold it awhile. Stay true ta it. She
thowght, If | am true to my mother, what do | do? Lift my face up, as she did in this picture?
Would she prefer | remain true to gloom?

Jane closed her eyes. A life could change in ten minutes. Then she stepped back toward the
halhway, the quiet elevator, rode it down to blue stones in the moat and the colorful chairs
placed at angles around the table, and thought, Il sit here a while. Watch people. There's a man
drinking a ginger ale with an orange slice in it

Already | could write a letter, and | haven't been here a day yet.

When my dad comes back, I'll see a different dad.

“Stay True Hotel™ from There Is No Long Distance Now by Neomi Shifab Nye Text copyright (C) 2011
Naomi Shibob Nye.

Uinfess atherwise noded, this content is licensed under the O BY-NC-%4 4.0 license
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APPENDIX L: AI-GENERATED POST-INTERVENTION PROMPT AND PASSAGE

Al-Generated Post-Intervention Prompt and Passage
Prompt
“Can you create a narrative passage appropriate for ninth and tenth grade students with a word
count of 875 words and a Lexile level of 1130? Incorporate the theme "Fate is inescapable and
avoiding destiny often fulfills it.” Refer to the theme implicitly at least three times and do not

state the theme directly.

Passage (OpenAl, 2025)

Title: The Departure Ledger Date Generated: 4/23/2026 (ChatGPT)
Word Count: 977 Lexile Level: 1010-1200

The first entry appeared in the ledger three days before Elias intended to leave, though he could
not determine whether the discrepancy originated in the record itself or in his assumption that
such records were meant to reflect only completed events.

He noticed it while reviewing shipment logs in the storage office, where entries were maintained
with a precision that suggested not merely organization but expectation. Each page adhered to a
rigid sequence—dates aligned without deviation, names inscribed in an unvarying script, and
departures documented only after they had occurred. The ledger, in every observable way, had
always reflected certainty rather than possibility.

That was why the entry unsettled him.

Elias Maren — Departure confirmed.

He remained still, as though extended observation might expose some instability in the ink, some
indication that the entry had not yet settled into permanence.

“I haven’t submitted anything,” he said, though the statement failed to resolve the contradiction.
He turned back through earlier pages, examining entries in search of irregularity, yet the structure
remained intact. Requests preceded approvals, approvals preceded departures, and each step
followed the last with a consistency that resisted reinterpretation.

Except this one.

Later, Elias found Corin in the courtyard.
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“Did you file a request for me?”” he asked.
Corin’s confusion appeared immediately. “Why would I do that?”

“There’s an entry,” Elias said. “It says I’'m leaving.”
Corin frowned, then dismissed it. “Then it’s wrong.”

Elias nodded, though the certainty of the response seemed to resolve the issue too quickly to be
sufficient.

That evening, he returned to the storage office, compelled less by intention than by the need to
confirm that the entry remained unchanged.

It did.

The ink had not shifted, the lines had not blurred, and the entry carried the same quiet authority
as the others. It did not suggest uncertainty, nor did it allow for revision. It recorded an outcome
without acknowledging the process through which that outcome had been reached.

Elias reached for a pen, hesitated, then withdrew his hand.

He closed the ledger instead.

The following morning, he delayed submitting his official request. Previously, his departure had
felt deliberate, shaped by circumstances he had evaluated and resolved. Now, however, the
decision seemed less like a conclusion than a continuation—something that had been set in
motion prior to his recognition of it as his own.

“You’re still leaving, right?” Corin asked.

“I haven’t decided,” Elias replied.

Corin regarded him carefully. “You already did.”

“Before,” Elias said, though the distinction felt increasingly uncertain.

As the day progressed, Elias became aware of patterns he had previously overlooked—not
because they had been concealed, but because their consistency had not seemed consequential.

The gates opened at the same hour each morning. Carts arrived in predictable intervals.
Conversations unfolded along familiar structures, even when different voices carried them.

These repetitions, once incidental, now suggested a framework that extended beyond individual
decisions.
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When Elias returned to the ledger that afternoon, the entry remained unchanged.

He turned the page, noting the empty space that followed, as though the sequence had paused
rather than concluded. The absence of additional entries did not create uncertainty; instead, it
implied that what followed had already been accounted for, even if not yet recorded.

He closed the ledger more quickly this time.

“Maybe it’s just an assumption,” Corin suggested.

Elias shook his head. “It isn’t written like one.”

“What’s the difference?”

“It doesn’t allow for alternatives,” Elias said. “It reflects something already determined.”

Corin hesitated. “That doesn’t mean it determines anything.”

“No,” Elias replied, “but it suggests that what we recognize as choice may not be as open as it
appears.”

That night, Elias began packing, telling himself that preparation did not require commitment.

Yet each action felt less like a precaution and more like alignment with something already
unfolding.

He paused, unsettled by how natural the sequence of actions seemed.

The next day, Elias avoided the storage office, altering his path through the corridors in an effort
to disrupt whatever pattern he believed he had begun to recognize. Each deviation felt deliberate,
yet insufficient, as though the changes affected only the surface of something more deeply
structured.

By midday, he found himself standing at the departure gate.

He had not intended to go there.

The path had led him through familiar turns, each one made without conscious deliberation, until
he arrived at a destination he had meant to avoid.

The gate stood open.
A cart waited nearby.
“You’re leaving today?” the gatekeeper asked.

“I haven’t decided,” Elias said.
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The gatekeeper glanced at the ledger. “It says you have.”

Elias looked at the entry once more, recognizing not only its certainty but the way his own
actions had gradually come to reflect it.

For a moment, he considered turning back, reclaiming the decision as something entirely his
own.

Instead, he stepped forward.

The movement felt both immediate and inevitable.

The cart shifted as he climbed aboard.

“Destination?” the driver asked.

Elias hesitated, aware that the answer would confirm what had already been recorded.
“The usual route,” he said.

The driver nodded.

As the cart moved forward, Elias looked back briefly. The gate remained open, the courtyard
unchanged, and the routines he had observed continued uninterrupted.

Yet something had shifted.

He reached into his bag and removed a folded sheet of paper—a copy of the entry he had written
earlier that morning, not in the ledger, but in his own hand.

The wording was identical.
He folded it again and placed it out of sight.
The road extended ahead, curving gradually beyond view.

Elias leaned back, watching as the landscape unfolded with quiet consistency, aware that the
choices he had made had not disrupted the outcome he had sought to avoid.

Instead, they had carried him toward it, step by step, until there was no distinction left between
what had been written and what he had done.
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APPENDIX M: BACKGROUND KNOWLEDGE AND INTERESTS QUESTIONNAIRE
Background Knowledge and Interests Questionnaire
We want to get to know you better. This short survey helps us learn more about your interests,
experiences, and reading preferences.

1. What do you like to do in your free time?

2. What are three things you are really interested in or curious about?

3. What kind of stories do you like to read (for example: mystery, adventure, sports,
romance, friendship, fantasy, science fiction, history)?

4. Do you like to read stories about real people, imaginary characters, or both?

5. Do you like stories that take place in the past, present, or future?

6. What is the best book, movie, or show you have read or watched recently? What made it
interesting?

7. When you read, what helps you stay interested in a story?

8. What are your favorite sports, games, or activities?

9. Are there people, places, or traditions that are important to you and your family that you
would like to read about?

10. Do you prefer stories that happen in school, outdoors, in other countries, or in fantasy
worlds?

11. What is your favorite subject in school, and why?

12. What are some things you already know a lot about or have experience with?
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APPENDIX N: INTERVENTION PASSAGE AI-PROMPT

Al-Generated Prompt with Background Knowledge and Interests Questionnaire
Prompt: Participant #2 answered the following questions when given a short background
knowledge and interests questionnaire. 1. What do you like to do in your free time?
(scrapbooking for sister and her dog that is a frenchie); 2. What are three things you are really
interested in or curious about? (bedazzling, scrapbooking, coloring, markers, and colored
pencils); 3. What kind of stories do you like to read (Mr. Beast and romance); 4. Do you like to
read stories about real people, imaginary characters or both? (real); 5. Do you like stories that
take place in the past, present, or future? (past); 6. What is the best book, movie or show you
have read or watched recently? (Moana, Moana 2, Lilo and Stitch); 7. When you read, what
helps you stay interested in a story? (not boring, drama, something happening with characters);
8. What are your favorite sports, games, or activities? (crafts); 9. Are there people, places, or
traditions that are important to you? (every Christmas we pick out an ornament. This year |
picked out a crown and ballerina); 10. Do you prefer to read stories that happen in school,
outdoors, in other countries, or in fantasy worlds? (other countries and fantasy); 11. What is your
favorite subject in school and why? (English Language Arts - it's the easiest); 12. What are some
things you already know a lot about or have experience with? (crafts, bedazzling, making
bracelets)
I need a narrative passage for teaching theme identification. The passage should have a Lexile
level between 510 and 1250 (M = 927) and a word count between 288 and 2660 (M = 1428). It
must incorporate the theme "When violence becomes too common, people stop taking it
seriously" with at least three implicit references to the theme. Do not directly state the theme in

either passage.



APPENDIX O: INTERVENTION PASSAGE RANDALL

Background Questionnaire and Individualized Intervention Passage for Randall

Background Questionnaire

Background Knowledge and Interest Questionnaire Responses - Randall
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Question

Response

What do you like to do in your free time?

What are three things you are really interested in or curious
about?

What kind of stories do you like to read?

Do you like to read stories about real people, imaginary
characters, or both?

Do you like stories that take place in the past, present, or future?

What is the best book, movie, or show you have read or watched
recently? What made it interesting?

When you read, what helps you stay interested in a story?

What are your favorite sports, games, or activities?

Are there people, places, or traditions that are important to you
and your family that you would like to read about?

Do you prefer stories that happen in school, outdoors, in other
countries, or in fantasy worlds?

What is your favorite subject in school, and why?

What are some things you already know a lot about or have
experiences with?

Play games

Do whatever I feel like
Building computers (it takes time but isn’t
hard)

Don’t like reading much
Horror
Mystery

Both

Past

Ace Ventura

Involving where it keeps going on
Don’t like it to change to something
uninteresting

Cello
Electric and acoustic guitar
Piano

No

Other countries

World history (learning about the Congo)

Fixing computers
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Individualized Intervention Passage (OpenAl, 2025) - Randall
Title: The Report That Didn’t Matter Date Generated: 3/25/2026 (ChatGPT)
Word Count: 1128 Lexile Level: 810L-1000L

Theme: When violence becomes too common, people may stop taking it seriously.

The first report appeared just after sunrise, formatted in the same restrained, clinical language
that characterized every entry processed through the system. It contained only the essential
elements—a time, a location, a brief description—presented without emphasis or urgency, as if
the event it described carried no greater significance than any other item moving through the
queue.

Marcus noticed it only because the system highlighted new entries automatically.

“Another one?” he asked, his voice neutral, his attention divided between multiple screens.
His partner glanced over, scanning the report with practiced efficiency. “Same district as last
week,” she said. “Looks consistent with the others.”

Marcus leaned back in his chair, stretching slightly before returning his focus to the monitors.
Around them, the operations room functioned with steady precision. Conversations remained
low and controlled, keyboards produced a constant, rhythmic tapping, and the muted hum of
equipment filled the background with a sense of uninterrupted continuity.

“Log it,” he said. “We’ll assign it when capacity opens.”

His partner entered the report without hesitation.

There had been a time when Marcus would have responded differently—when each report
demanded closer scrutiny, when even limited information prompted questions, when the
possibility of escalation felt immediate and unavoidable. In those earlier months, he had
approached each entry as something distinct, something that required interpretation rather than
routine processing.

That distinction had gradually eroded.

Now, the reports arrived in such frequency that they formed a continuous stream, each one
resembling the last closely enough that the differences no longer seemed meaningful. The
structure was consistent, the language predictable, and the outcomes, more often than not,
aligned with expectations shaped by repetition.

By midmorning, several additional alerts had appeared. Marcus processed them methodically,
moving from one to the next with minimal interruption. Each report was reviewed, categorized,
and placed into the queue, where it joined a growing list of pending responses.

“Do you think this one needs priority?” his partner asked, gesturing toward a newly arrived
entry.

Marcus shifted his gaze briefly, reading the description.

The details were incomplete, as they often were.

“They all do,” he replied, though his tone suggested a different conclusion. “We’ll get to it.”
Across the room, someone laughed quietly at a comment Marcus didn’t hear. Another adjusted
the volume on a small radio, allowing a low stream of music to fill the space between
conversations. The atmosphere remained steady, unaffected by the content of the reports
themselves.

Marcus returned to his work, scrolling through entries that differed only slightly in wording.
Over time, they began to feel less like individual accounts and more like variations of the same
event, repeated with minor adjustments in detail.
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Early in the afternoon, another report appeared.

At first, Marcus treated it no differently from the others. He skimmed the description, noting the
familiar structure, the absence of complete information, and the standard formatting that made
each entry interchangeable with the next.

Then he paused.

Something about it held his attention longer than expected—not because of what was explicitly
stated, but because of what seemed slightly misaligned. The timing, perhaps. Or the location. Or
simply the accumulation of similar reports that made this one feel less predictable.

He leaned forward, reading it again, this time more deliberately.

“What is it?”” his partner asked, noticing the shift in his posture.

“I’m not sure,” Marcus said. “It just doesn’t feel the same.”

She glanced at the screen, reviewing the details quickly before shrugging. “Looks like everything
else we’ve seen today.”

Marcus nodded, though the response did little to resolve his uncertainty. He reread the report
once more, attempting to identify the source of his hesitation. The language was consistent. The
structure matched. Nothing in the entry explicitly demanded a different response.

Still, he hesitated.

For a brief moment, he considered flagging the report for immediate action—moving it ahead of
others that had already been waiting. The thought surfaced quickly, then faded just as easily.
Instead, he leaned back.

“Add it to the queue,” he said.

His partner entered the report without further discussion.

The remainder of the afternoon passed without disruption. Reports continued to arrive and were
processed in the same systematic way, each one absorbed into the routine without drawing
sustained attention. The earlier hesitation Marcus had experienced became less distinct,
gradually replaced by the familiar rhythm of the work.

By evening, the room had grown quieter. Fewer people remained, and the constant background
noise of the day diminished into something more subdued. The radio had been turned off.
Conversations, when they occurred, were brief and functional.

Marcus scrolled through the queue, noting how the report from earlier had moved steadily
upward as other entries were addressed.

Eventually, it was assigned.

He noticed the change immediately, though he did not react.

“Do you think we should’ve handled that one sooner?” his partner asked, her voice lower than
before.

Marcus rested his hand against the edge of the desk, considering the question.

He thought back to the morning—the sequence of reports, each one processed in the same way,
each one given roughly the same level of attention. At the time, none seemed to require deviation
from the established process.

“They all seemed similar,” he said.

His partner did not respond.

Later that night, the follow-up report arrived.

Marcus opened it expecting the usual summary—brief, detached, and consistent with the initial
description.

Instead, he found himself reading more slowly.



215

The details were more complete now, no longer reduced to a short description but expanded into
a clearer account of what had occurred. The situation that had once appeared routine now carried
a level of specificity that made it more difficult to dismiss.

Marcus read the report again, this time with greater focus.

Across the room, no one spoke.

He shifted his attention back to the earlier entries, opening them one by one. The language
remained unchanged, the structure identical to what he had seen before. Yet the meaning felt
different now, shaped by what he had learned after the fact.

Each report seemed to carry more weight than it had when he first encountered it.

“Marcus?” his partner said quietly.

He didn’t answer.

Instead, he closed the report and stared at the screen, the steady glow reflecting back at him. The
system continued to function as it always had, processing new information, organizing it into
familiar categories, and presenting it in a way that encouraged efficiency over reflection.
Nothing about the system had changed.

But the way he understood it had.

For a long moment, he remained still, listening to the low hum of the room, aware of how easily
repeated exposure could reshape perception—how something once recognized as serious could,
over time, begin to feel ordinary, simply because it appeared often enough to lose its sense of
urgency.
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APPENDIX P: INTERVENTION PASSAGE BERTIE

Individualized Intervention Passage for Bertie

Background Questionnaire

Background Knowledge and Interest Questionnaire Responses - Bertie

Question

Response

What do you like to do in your free time?

What are three things you are really interested in or curious about?

What kind of stories do you like to read?

Do you like to read stories about real people, imaginary characters,
or both?

Do you like stories that take place in the past, present, or future?

What is the best book, movie, or show you have read or watched
recently? What made it interesting?

When you read, what helps you stay interested in a story?

What are your favorite sports, games, or activities?

Are there people, places, or traditions that are important to you and
your family that you would like to read about?

Do you prefer stories that happen in school, outdoors, in other
countries, or in fantasy worlds?

What is your favorite subject in school, and why?

What are some things you already know a lot about or have
experiences with?

Scrapbooking for 20-year-old sister
and her Frenchie

Bedazzling

Scrapbooking

Coloring with markers and colored
pencils

Romance
Beast games

Real

Past

Moana
Moana 2
Lilo and Stitch

Not boring
Drama; Something happening with the
characters

Crafts

Every Christmas we pick out an
ornament (crown and ballerina)

Other countries & fantasy

ELA — it is the easiest

Crafts
Bedazzling
Making bracelets
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Sample Individualized Intervention Passage (OpenAl, 2025) - Bertie
Title: The Sirens in Harbor Town Date Generated: 4/8/2026 (ChatGPT)
Word Count: 1165 Lexile Level: 810L-1000L

Theme: When violence becomes too common, people may stop taking it seriously.

Harbor Town had not always carried the same sound.

There had been a time, not so long ago, when the sharp wail of a siren would interrupt
everything. Conversations would halt mid-thought, and people would step outside, scanning the
streets with quiet urgency. Shopkeepers would leave their counters unattended, and parents
would call their children closer, their voices edged with concern. The sound demanded attention,
pulling the town into a shared moment of awareness.

Now, the sirens blended into the background, as familiar as the wind moving through the harbor.
Maya first recognized the shift on an otherwise ordinary afternoon. She was walking home from
the market, a small paper bag tucked beneath her arm, when the sound rose in the distance. It
began faintly, then grew stronger as it echoed between buildings, stretching across the narrow
streets before gradually fading.

No one reacted.

A man outside a supply shop continued stacking wooden crates with measured precision, as
though the sound did not belong to his world. Two teenagers leaned against a wall nearby,
absorbed in a video on a phone, their laughter uninterrupted. Even a group of visitors paused
only briefly, exchanging glances before resuming their conversation.

Maya slowed her pace, unsettled by the stillness of everything else.

She remembered when the same sound had once carried weight—when it had signaled
something that required attention, even if no one fully understood what had happened. Now, it
seemed to pass through the town without leaving any trace behind.

At home, her grandmother sat near the window, mending a piece of fabric with careful, practiced
movements. The room was quiet, filled with the soft scratches of thread pulling through cloth
and the faint scent of tea.

“You heard it?” Maya asked, placing her bag on the table.

Her grandmother nodded, though she did not look up. “I always hear them.”

Maya hesitated, then asked, “Doesn’t it bother you anymore?”

For a moment, her grandmother’s hands were stilled. She rested the fabric in her lap and stared
out the window, her expression difficult to read.

“It used to,” she said at last.

The simplicity of the answer made it heavier.

Maya turned away and began arranging her materials across the table—colored pencils, markers,
and small decorative pieces she had collected over time. Crafting had always offered her a sense
of focus, a way to create order when things beyond her control felt unpredictable.

She opened her scrapbook and flipped slowly through its pages.

There were photographs from years earlier—crowded festivals, strings of lanterns stretching
across the streets, groups of people gathered closely together. In one image, neighbors stood in a
loose circle, their faces serious, their attention directed toward something unseen beyond the
frame.

Maya studied the photograph carefully.
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She could tell, just from the way they stood, that something important had been happening. Their
expressions carried a kind of shared understanding, as though they were all responding to the
same moment.

But she could not remember what it had been.

Another siren sounded in the distance.

Maya lifted her head, listening more carefully this time. The sound moved steadily through the
town, rising and falling before fading once again.

She waited.

Nothing changed.

The quiet that followed came too quickly, as though the moment had been erased before it could
fully exist.

The next day, Maya met her friend Elena near the harbor. The water stretched outward in long,
shifting lines, reflecting the pale sky above. Boats rocked gently against their moorings, their
ropes creaking in a slow, steady rhythm.

They sat at the edge of the dock; their feet suspended just above the water.

“Do you remember when people used to stop?”” Maya asked.

Elena glanced at her. “Stop for what?”

“The sirens,” Maya said. “When something happened.”

Elena shrugged, picking up a small stone and turning it in her hand. “They still happen.”
“That’s not what I mean,” Maya replied. “I mean when people noticed. When it felt like it
mattered.”

Elena considered this for a moment, then flicked the stone across the water. It skipped twice
before disappearing beneath the surface.

“I think people just got used to it,” she said.

Maya frowned slightly. “Should they?”

Elena did not answer immediately. She watched the water for a long moment before speaking
again. “I don’t know. What else are you supposed to do? You can’t stop everything every time
something happens.”

The question lingered between them, unanswered.

Later that afternoon, Maya returned home and opened her scrapbook to a new page.

This time, she approached it differently.

Instead of placing images first, she began by writing. She described the way people used to
respond—the way conversations would pause, the way attention would shift, the way even the
air seemed to change when something serious occurred.

She wrote about the feeling of those moments, how they held people in place, even if only
briefly.

As she worked, another siren echoed through the town, closer than before.

Maya stopped writing.

She listened carefully, following the sound as it moved through the streets. For a moment, she
imagined where it might be going, what might be unfolding just beyond her view.

She stood and walked toward the window.

Outside, the street looked unchanged. A car passed without slowing. Two neighbors continued
their conversation, their gestures relaxed and unhurried. Somewhere in the distance, music
drifted through the air.

The sound faded.

The moment ended.
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Maya returned to the table and looked down at the page in front of her.

Slowly, she added another line—not about what had happened, but about how quickly it was
forgotten. She described the way the town seemed to move past these moments, as though they
carried no lasting significance.

She paused, then underlined the sentence.

That evening, as the sun lowered behind the harbor, Maya walked through the town once more.
The streets were filled with familiar movements and people passing by, voices blending together,
the steady rhythm of daily life continuing without interruption.

Then, once again, a siren sounded.

This time, Maya stopped.

She stood still on the sidewalk, listening carefully as the sound moved closer, then began to fade.
People passed around her, stepping forward without hesitation. Conversations continued. Doors
opened and closed. Nothing shifted.

But Maya remained where she was.

For a moment, she allowed herself to fully notice the sound, to hold onto it instead of letting it
disappear.

Only after it had completely faded did she begin walking again, her pace slower, more deliberate.
That night, she returned to her scrapbook and read over what she had written.

The pages no longer felt like simple records of the past. They had become something else. An
effort to pay attention, to hold onto moments that seemed too easily overlooked.

She closed the book carefully, resting her hand on the cover for a moment before setting it aside.
Outside, Harbor Town continued as it always did, its rhythm steady and unchanged.

But Maya was no longer moving through it in quite the same way.
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Background Questionnaire and Individualized Intervention Passage for Jerome

Background Questionnaire

Background Knowledge and Interest Questionnaire Responses - Jerome
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Question Response
What do you like to do in your free time? Talk to my friends
Playing Roblox
What are three things you are really interested in or curious Architecture
about? Cars
Games (Roblox, Minecraft)
What kind of stories do you like to read? Fiction
Science fiction
Do you like to read stories about real people, imaginary Both
characters, or both?
Do you like stories that take place in the past, present, or Past

future?

What is the best book, movie, or show you have read or
watched recently? What made it interesting?

When you read, what helps you stay interested in a story?
What are your favorite sports, games, or activities?

Are there people, places, or traditions that are important to you
and your family that you would like to read about?

Do you prefer stories that happen in school, outdoors, in other
countries, or in fantasy worlds?

What is your favorite subject in school, and why?

What are some things you already know a lot about or have
experiences with?

Jujutsu Kaisen
Really good

Action

Swimming
Racing

Not really

Any other country

Animation class with Mr. Scott
Math
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Sample Individualized Intervention Passage (OpenAl, 2025) - Jerome
Title: The Silent Circuit Date Generated: 4/12/2026 (ChatGPT)
Word Count: 1129 Lexile Level: 810L-1000L

Theme: When violence becomes too common, people may stop taking it seriously.

The races at the Iron Circuit had not always been what they were now.

Years ago, the competitions had focused on precision, timing, and control. Racers studied the
track, refined their machines, and competed based on skill. Now, however, something had
shifted. The races were still fast, still technical, but the attention of the crowd had changed.

Taro noticed it the moment he stepped onto the platform overlooking the track.

Large screens displayed highlights from previous races, but instead of focusing on clean turns or
close finishes, the clips repeated moments of impact—vehicles colliding, sparks flying, racers
losing control. Each moment was slowed down, replayed, and magnified.

“They’re building it up again,” Jalen said, standing beside him.

Taro crossed his arms, watching as another clip showed a vehicle spinning across the track after
being hit from behind.

“It’s not even about the race anymore,” Taro said.

Jalen shrugged. “People come for the excitement.”

Taro didn’t respond, but the comment stayed with him.

When the race began, the vehicles surged forward with familiar intensity. The engines roared,
and the track seemed to pulse with motion. For the first few moments, everything followed the
expected rhythm—smooth acceleration, careful positioning, and controlled turns.

Then the pattern changed.

One racer forced their way through a narrow opening, making contact with another vehicle. The
impact sent both machines off balance, but instead of concern, the crowd responded with a wave
of cheering.

Taro tightened his grip on the controls.

He adjusted his position, keeping a slight distance from the cluster of racers ahead. Still, the
movements around him grew more aggressive. Racers pushed closer, took sharper angles, and
made decisions that seemed less about control and more about risk.

On the third lap, a vehicle ahead was clipped from behind and spun across the track. Taro slowed
immediately, steering around the wreck as fragments scattered across the surface.

The crowd reacted again, louder this time.

As the race continued, Taro found himself noticing a pattern. Each moment of impact drew more
attention than the careful driving that came before or after it. The screens above the track
repeated those moments, turning them into something to watch again and again.

When the race ended, Taro stepped out of his vehicle, his thoughts unsettled.

“That crash is already on the replay,” Jalen said, pointing toward the screen.

Taro followed his gaze. The collision was being shown from multiple angles, slowed down and
highlighted as if it were the most important part of the race.

“Was that really the most important moment?”” Taro asked.

Jalen didn’t answer.

Later, in the pit area, Taro noticed a small group gathered near one of the damaged vehicles. The
driver sat nearby, holding their arm and speaking quietly with a mechanic.

“Are you alright?” Taro asked.
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The driver nodded, though their expression suggested discomfort. “It happens,” they said. “Part
of the race now.”

Taro hesitated. “It didn’t used to be.”

The driver gave a slight shrug. “Things change. People expect it.”

As Taro walked away, the words stayed with him.

The next day, the circuit was just as loud, just as crowded. The energy felt familiar, but Taro
noticed it more clearly now. The anticipation in the crowd seemed focused on moments of
impact rather than the race itself.

When the next race began, the pattern repeated.

Close turns turned into contact. Contact turned into collisions. Each time, the reaction was
immediate—cheers, excitement, and attention drawn toward the disruption.

At one point, two vehicles collided near the edge of the track, forcing a temporary pause.
Officials moved quickly to clear the area, but the delay did not quiet the crowd. Instead, the large
screens replayed the crash repeatedly, each time drawing more reaction.

Taro watched the stands carefully.

Some spectators laughed. Others pointed. They discussed the moment as though it were just
another expected part of the event. Very few seemed concerned.

When the race resumed, the intensity increased again, as if the pause had only built more
anticipation.

Taro returned to the track for his own race later that afternoon.

As he prepared, he noticed a younger racer adjusting their vehicle nearby.

“You’re Taro, right?” the racer asked.

Taro nodded.

“I’ve seen you drive,” they said. “You keep your distance. Why?”

Taro thought for a moment. “Because I want to stay in control.”

The racer frowned slightly. “You’d move up faster if you pushed more.”

“Maybe,” Taro said. “But that’s not the only way to race.”

The racer didn’t seem convinced, but they returned to their work.

When the race began, Taro focused on the track itself. He paid attention to the timing of each
turn, the position of the other racers, and the movement of his vehicle.

Around him, the same aggressive patterns continued. Racers pushed into tight spaces, forcing
contact where there was none before.

Midway through the race, a vehicle ahead attempted a risky maneuver, cutting sharply into
another racer’s path. The result was immediate—a collision that sent both vehicles sliding across
the track.

The crowd reacted instantly.

Taro slowed slightly, steering around the wreck. As he passed, he noticed how quickly the
attention shifted away from the drivers and back to the spectacle of the moment.

He continued forward, maintaining his pace.

For a brief moment, the track ahead was clear. The noise of the crowd faded into the background
as he focused on the rthythm of his movement—the timing, the control, the steady motion of the
race.

Then, behind him, another collision occurred.

The crowd responded again.

By the time Taro crossed the finish line, he already knew what would be shown on the screens.
After the race, he stood near the edge of the track, watching as the highlights began to play.
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The same moments appeared again—collisions, sparks, sudden impacts—repeated and
emphasized.

Jalen joined him. “You placed well,” he said.

Taro nodded, though his attention remained on the screen.

“They’re showing the crashes again,” he said.

Jalen followed his gaze. “That’s what people want to see.”

Taro looked back at the track itself, now quiet and still between races.

“I wonder what it would be like,” he said slowly, “if that wasn’t the focus.”

Jalen didn’t respond.

As the final race of the day began, Taro moved away from the screens and watched from a
distance.

From where he stood, the track looked different. The movement of the vehicles was smooth,
almost controlled, when the details of each collision were harder to see.

It made him realize how much attention had been given to those moments—and how easily
everything else had been overlooked.

When the race ended, the crowd cheered once more.

Taro turned away from the noise and looked back at the empty track.

For him, the race had always been about something else.
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APPENDIX R: INTERVENTION PASSAGE CLEO

Background Questionnaire and Individualized Intervention Passage for Cleo

Background Questionnaire:

Background Knowledge and Interest Questionnaire Responses - Cleo

Question

Response

What do you like to do in your free time?

What are three things you are really interested in or curious
about?

What kind of stories do you like to read?

Do you like to read stories about real people, imaginary
characters, or both?

Do you like stories that take place in the past, present, or future?

What is the best book, movie, or show you have read or watched
recently? What made it interesting?

When you read, what helps you stay interested in a story?

What are your favorite sports, games, or activities?

Are there people, places, or traditions that are important to you
and your family that you would like to read about?

Do you prefer stories that happen in school, outdoors, in other
countries, or in fantasy worlds?

What is your favorite subject in school, and why?

What are some things you already know a lot about or have
experiences with?

Art; drawing animals and original characters
Phone with friends
Minecraft

Dungeons and Dragons and original
characters

Voice acting

Combing animals in drawings

Fantasy (with a side story of romance)
Mythology
Mystery and detective stories

Anime
Bunko Stray Dogs
Imaginary characters

Any

Enchanted Green House

It is descriptive with vibrant colors, fantasy,
and images you can visualize and then draw
(it has peacocks and flowers)

Imagery
Drawing
Minecraft

Listening to music (Foo Fighters, Murano,
Monkey Wrench, Billie Elish)

Ireland (family history)
Russia; Germany; France

Other countries
Fantasy worlds
Romantic comedies

Science, math, art

Animals, reptiles (snakes)
Space
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Sample Individualized Intervention Passage (OpenAl, 2025) - Cleo
Title: The Arena of Echoes Date Generated: 4/12/2026 (ChatGPT)
Word Count: 1042 Lexile Level: 810L-1000L

Theme: When violence becomes too common, people may stop taking it seriously.

The first time Liora heard the crowd erupt into cheers, she assumed it marked something
significant.

Now, standing at the edge of the arena once again, she was no longer certain that assumption
held any truth.

The massive circular stage below shimmered beneath shifting lights, its surface transforming to
match the illusion selected for the current match. Towering structures of fractured stone rose and
collapsed in cycles, forming a ruined cityscape that seemed to breathe with each passing second.
Two figures moved across the unstable ground, their forms outlined in pulsing energy as they
circled one another with practiced intensity.

When one of them lunged forward, the crowd responded immediately.

The sound surged upward, loud and continuous, echoing through the arena with a force that felt
almost mechanical. Liora flinched as a concentrated burst of energy struck the ground, sending
cracks spreading across the illusion. One of the fighters staggered, losing balance before
collapsing against the edge of the stage.

The cheering intensified.

Liora tightened her grip on her sketchbook, her pencil hovering without making contact with the
page.

“You’re new,” a voice said beside her.

She turned slightly and noticed a boy leaning against the railing, his posture relaxed, his attention
only partially directed toward the match unfolding below.

“That obvious?” she asked.

He gave a brief nod. “You’re still reacting.”

Liora frowned. “Reacting to what?”

Before he could respond, another strike landed. The fallen fighter attempted to regain their
footing, only to be forced back down by a second impact. This time, the crowd’s response
shifted—mnot quieter, but different. There was laughter mixed in with the applause, a scattered but
noticeable undercurrent.

Liora’s expression tightened.

“That,” the boy said.

She looked back at the arena, her gaze fixed on the figure struggling to rise. “They’re getting
hurt.”

“They’re expected to,” he replied. “It’s part of the structure.”

Liora hesitated. “That doesn’t make it easier to watch.”

The boy didn’t respond immediately. Instead, he observed the scene below with a neutral
expression, as though he had already sorted through the reaction Liora was still trying to
understand.

“It used to feel different,” he said after a moment.

Liora glanced at him. “Different how?”

“People used to pay attention,” he explained. “Every movement mattered. Every hit meant
something. Now...” He gestured vaguely toward the surrounding stands, where people leaned
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forward, talking over one another, their focus scattered. “Now it’s just something that fills the
space.”

Another burst of energy illuminated the arena. One fighter dropped again, slower this time, their
movements visibly weakened.

The response from the crowd did not change.

Liora opened her sketchbook and began to draw, her hand moving with practiced rhythm. She
outlined the stage, the fractured structures, the blurred forms of the fighters—but something
about the image felt incomplete.

“Why do they keep going?” she asked.

The boy followed her line of sight. “Because stopping isn’t really part of the system.”

“That doesn’t seem reasonable.”

“It isn’t,” he said. “But that doesn’t change anything.”

The match ended shortly afterward. One fighter remained standing, raising their hand as the
crowd responded with predictable enthusiasm. The other lay still, their body unmoving as
attendants moved in to remove them from the stage.

Liora noticed.

No one else appeared to.

“They’ll recover,” the boy said, though his tone suggested uncertainty rather than reassurance.
Liora closed her sketchbook halfway. “I’m not sure anyone’s really paying attention.”

The next match began almost immediately, the illusion shifting once again.

This time, Liora forced herself to observe more carefully. She noticed the hesitation in one
fighter’s stance, the slight delay before each movement. She noticed how the other advanced
without pause, responding with increasing force.

Each strike produced the same reaction.

Applause.

Laughter.

Noise.

No variation.

“They’re responding the same way every time,” Liora said.

The boy tilted his head slightly. “What do you mean?”

“It doesn’t matter what happens,” she explained. “The reaction doesn’t change. It’s like they’re
not seeing it anymore.”

He considered that for a moment before nodding. “That happens.”

Liora turned to a new page and began sketching again. This time, she focused on the crowd
instead of the fighters. Faces blurred together in repeated expressions—open mouths, raised
hands, unfocused eyes fixed on the stage without truly engaging with what was happening.
She paused, studying the pattern she had drawn.

“Do you ever stop watching?”” she asked.

“Sometimes,” he replied.

“Why?”

He leaned forward slightly, resting his arms against the railing. “Because after a while, it stops
feeling like anything.”

Another match concluded. Another cheer followed. Another figure was carried away.

The pattern repeated with such consistency that it began to feel structured rather than
spontaneous, as if the reactions had been practiced.

Liora looked down at her sketch.
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The fighters no longer seemed like the center of the scene.

“They’ve gotten used to it,” she said.

The boy nodded. “They have to.”

Liora closed her sketchbook and stepped back from the railing.

“I don’t think I want to,” she said.

The boy glanced at her, his expression shifting slightly. “Most people don’t notice when it
happens.”

“Maybe that’s the problem,” Liora replied.

Another wave of cheering rose behind her, just as loud and indistinguishable as the ones before
1t.

This time, she didn’t turn around.

Instead, she moved toward the exit, her steps measured and steady. The sound followed her at
first, echoing through the corridor, but gradually it began to fade.

After a moment, the boy pushed away from the railing and followed.

Outside, the air felt different—quieter, more defined. The sky stretched overhead, dark and open,
untouched by the artificial light of the arena.

Liora took a slow breath, letting it settle.

“It’s strange,” she said. “How something can seem important at first, and then slowly stop
feeling that way.”

The boy looked back toward the entrance, where faint echoes of cheering still lingered.
“Yeah,” he said. “It changes.”

Liora opened her sketchbook again.

This time, she didn’t draw the arena or the figures within it.

Instead, she sketched the empty space outside—the stillness, the distance, the absence of noise.
Her lines felt clearer.

More deliberate.

She closed the book and looked ahead.

Behind her, the cheering continued, unchanged.

But she kept walking.
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Reading Comprehension Rubric
*#*Points are not deducted for punctuation, spelling, and / or writing mechanics.
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COMPLETE THOUGHT

The student provides a Complete thought; declarative statement (Correct)
declarative statement . . 2
that is more than one Example 1: Love is empowering.
word and expresses a Example 2: Change can be scary.
complete thought. Incomplete thought (Incorrect)

Example 1: Love 1

Example 2: Change

No response 0

Total score for COMPLETE THOUGHT

UNIVERSAL

The student connects the
theme to outside of the
text (test-to-text, text-to-
world, text-to-self)

Theme is connected to a concept outside of the text

and the connection is explained. The connection
can be to another text, a movie, the individual’s
life, or anything else within their own personal
experiences and knowledge. (Correct)

Example 1: Love is empowering and can be seen
in the movie Beauty & the Beast because Belle’s
love for the Beast gives him strength and courage.
Example 2: When [ had to go to a new school [
was scared about the change.

Theme is not connected to a concept outside the
text. Only the text is referenced. The theme is
simply restated. (Incorrect)

Example 1: Love is empowering.
Example 2: In the passage, the main character
shows how change is scary.

No response

0

Total score for UNIVERSAL
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THROUGHOUT THE TEXT

Ist
quote

2nd
quote

The student provides
textual evidence that
supports the identified
theme.

***This step is
completed & scored

twice for each passage.

The quote from the text is tied explicitly to the
student’s theme and an explanation of how the
quote is tied to the theme is given. An explanation
is not required if the main concept(s) (word[s]) is
stated directly in the quote. (Correct)

Example 1: “Her love gave him the strength to face
his enemy.” (no explanation is needed because love
and strength appear in the quote)

Example 2: “Mama says, Folks are just too hesitant
to take the first step.” In this quote, Sam talks about
how people were scared to change and allow new
people into the neighborhood.

The quote from the text is not tied explicitly to
their theme and / or an explanation is not provided.
(Incorrect)

Example 1: “She finished her homework quickly”
(this quote has nothing to do with love or strength,
& no explanation is provided)

Example 2: “He knocked on the door.”

No response

0

Total score for THROUGHOUT THE TEXT (Score from 1= quote + score from 2~ quote)

SUBTOTAL SCORE (Add all points earned from COMPLETE THOUGHT, UNIVERSAL, &
THROUGHOUT THE TEXT)
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SUBTOTAL SCORE (Add all points earned from COMPLETE THOUGHT, UNIVERSAL, &
THROUGHOUT THE TEXT)

OVERALL PERFORMANCE

The student scored a (2) in COMPLETE THOUGHT, a (2) in
UNIVERSAL, and a correct (2) on both quotes for 4
THROUGHOUT THE TEXT ([4] total). Total of 8 points

The student scored a correct (2) in COMPLETE THOUGHT, a
correct (2) in UNIVERSAL, and a correct (2) on one of the
quotes for THROUGHOUT THE TEXT. Total of 6 points.

OR 3
This is the section of The student scored a (2) in COMPLETE THOUGHT, and a
the rubric that the correct (2) on both quotes for THROUGHOUT THE TEXT ([4]

student will graph. total). Total of 6 points.

Scores are calculated The student scored a (2) in COMPLETE THOUGHT and a (2)

from previous rubric in UNIVERSAL Total of 4 points.

components. . OR 2
Total Score for The student scored a (2) in COMPLETE THOUGHT and a total
OVERALL of (2) on one of the quotes for THROUGHOUT THE TEXT.
PERFORMANCE Total of 4 points.
The student scored a (2) in COMPLETE THOUGHT Total of 2 1
points.
Student responded and did not score (2) in COMPLETE 5
THOUGHT, UNIVERSAL, or THROUGHOUT THE TEXT :
The student did not respond 0

Total Score (SUBTOTAL SCORE + OVERALL PERFORMANCE)
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APPENDIX T: WRITTEN RESPONSE PROMPT AND PROMPT SCRIPT
Written Response Prompt and Script

Prompt Script
“Please read the passage silently in your head. You may highlight and annotate the passage as
you read. When you are finished reading, you will be asked to complete a written response and

identify the theme of the text and provide evidence from the text to support your answer.”

Written Response
Based on your reading, identify the theme of the text and provide evidence from the text to

support your answer.



APPENDIX U: EXIT TICKET

Passage Perception Exit Ticket
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Passage # Strongly [ Agree | Disagree Strongly
Agree Disagree

The story was about something I already 4 3 2 1

knew or learned before

The story was clear and understandable 4 3 2 1

I was able to identify the theme in the story 4 3 2 1

I was able to find details in the story to 4 3 2 1

support the theme

I thought the story was interesting 4 3 2 1

I think this type of story helped me learn 4 3 2 1

more about finding themes in reading
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APPENDIX V: CHILDREN’S USAGE RATING PROFILE
Children’s Usage Rating Profile (Briesch & Chafouleas, 2009)

Page 1

CURP - Actual

Directions: Think about the method that your teacher or other adult has used with you. After reading each sentence,
circle the number that matches your belief about it. For esample, if the sentence was 1 like chocolate ioe cream,” you
might circle *4 for *I totally agree.”

Itotally  Ikindof Ikindof | totally

disagree  disagree agree agree
1. This was too much work for me. 1 2 3 4
5 | understand why my teacher picked this ; 2 3 4
method to help me.
3. | could see mysalf using this method again, 1 2 3 4
4. This is a good way to help students. 1 2 3 4
5. Itis clear what | had to do. 1 2 3 4
6. | would not want to try this methad again. 1 2 3 4
7. This took too long to do. 1 2 3 4
8. If my friend was having trouble, | would tell i 2 3 4
him/her to try this.
9. |was able to do every step of this method. 1 2 3 4
10. | felt like | had to use this methad too often, 1 2 3 4

CURP {Actual) was created by Amy M. Briesch and Sandra M. Chafouleas.
Copyright © 2009 by the University of Connecticut. All rights reserved. Permission granted to photocopy for personal and . USAGE RATING PROFILE

educational use as long as the names of the creators and the full copyright notice are included in all copies



1.

12,

13,

14,

15.

186,

17.

18.

14.

21,

Using this method gave me less free time.

There are too many steps to remember.

Lising this method got in the way of doing
ofher things.

| understand why the problem needed to be
fixed.

Thizs method focused too much attention on
me.

| was excited to try this mathod.

This method made it hard for the other
students to work.

| would valuntear to use this method again.
It is clear whal the adult needed to do.
| was able to use this method correctly.

| liked thiz method.

CURP {Actual) was created by Amy M. Briesch and Sandra M. Chafouleas.

Copyright © 2009 by the University of Connecticut. All rights reserved. Permission granted to photocopy for personal and

I totally
disagres

1

I kind of
disagres

2

educational use as long as the names of the creators and the full copyright notice are included in all copies
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fage 2

| kind of | totally

agree agree
3 4
3 4
a 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4

{0 UsAGE RATING PROFILE
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APPENDIX W: GRAPHIC ORGANIZER
CUT to the Message Graphic Organizer

Based on your reading, identify the theme of the text and provide evidence from the text to

support your answer.

Complete Thought

Universal

Throughout the Text
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APPENDIX X: LEARNING CONTRACT
Learning Contract
This learning contract is designed to reflect a commitment between the two of us, (intervention

agent) and (participant). (Intervention Agent) agrees to provide detailed instruction and support

in teaching the CUT to the Message strategy, and (participant) agrees to actively engage in
learning and applying the intervention throughout the sessions.

1. Big goal:

2. Steps to meet my goal:

3. Session goals:

Date:

Goal:

Date:

Goal:

If I (participant) meet my big goal, I will earn preferred reinforcer from the menu:

By signing below, we agree to the learning goal and the steps needed to achieve it.

Participant Signature: Date:

Intervention Agent Signature: Date:
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APPENDIX Y: CHOICE MENU

Preferred Reinforcer Choice Menu
Instructions:
Select one preferred reinforcer from the menu below. The reinforcer will be earned when you meet

the big learning goal that you set in your learning contract.

Category Reinforcer Option (Up to $10 each)

$10 Spotify gift card

Entertainment & Media | $10 Amazon gift card

$10 Google Play/Steam/Xbox gift card

$10 Starbucks/Dunkin’ Donuts gift card

Food & Drinks
$10 fast food gift card (e.g., Taco Bell/Chick-fil-a)
Fidget/stress toy
Art supplies
Personal Ttems Nail polish/ Lip gloss
Journal

Crazy socks




APPENDIX Z: PROCEDURAL FIDELITY CHECKLISTS

Procedural Fidelity Checklists
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PROCEDURAL FIDELITY CHECKLIST

CUT to the Message Lessons 1 & 2 Develop Background Knowledge and Discuss It

Classroom Instruction

1.

Introduce the mnemonic.

Sample script: “Often in English class we are asked to identify the theme
of a passage. The theme is the message or lesson of the story that the
author wants us to learn from reading. The mnemonic CUT fo the
Message can help us identify the theme when we read.

OYes

O No

Review components of mnemonic.

Sample script: CUT to the Message, requires us to remember three rules.
The theme, or message, must be a complete thought, universal (meaning
you can connect to concepts outside of the text), and throughout the text
(it has to occur more than once and in more than one place in the text)

OYes

O No

Show a video clip (Pixar short) to practice identifying the theme. More
than one video may be needed to practice identifying the theme and
applying the strategy.

OYes

O No

Discuss possible themes from stories they have read or another clip.
Sample script: “What are some themes you have come across from stories
you have read? Let’s see if they apply to our three rules?”

OYes

O No

Discuss current reading strategies, strengths, and challenges
participants encounter while reading, and identify potential goals related
to reading, identifying theme, and citing textual evidence

OYes

O No

Complete, review, and confirm student learning contracts.

Sample script: “We’re going to create learning contracts, so that each of
you can set your own goals related to reading and theme identification
and determine how you want to meet the goals, hold yourself accountable,
and reward yourself.

OYes

O No

Answer any questions.

OYes

O No

Thank the participant for his/her participation.
Sample script: “Thanks for working with me today! Tomorrow we will
practice how to use CUT to the Message.

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:
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CUT to the Message Lesson 3 Model It
PROCEDURAL FIDELITY CHECKLIST

Lesson 3: Classroom Instruction

L.

Introduce the mnemonic.

Sample script: “Today we are going to read a passage, and I am going

to demonstrate how [ would use CUT to the Message to identify the theme
of each passage. | will read the passage aloud and demonstrate how I make
notes while I’m reading to help me later answer the written response. I
would like you to follow along with me. If at any point you have any
questions, please ask. I will think aloud while I’'m reading, so you know
exactly how I am applying the strategy. Also don’t forget to complete your
checklist as we work through the session”

OYes

O No

Read the passage aloud.

While reading the passage, verbally state thought processes. Pause

and identify potential themes. Model annotating the passage. Provide self-
instructions that reiterate the rules of the mnemonic.

OYes

O No

After reading the passage, discuss possible themes from the passage and
model completing the graphic organizer with the mnemonic provided.
Continue modeling think aloud and self-instruction throughout the process

OYes

O No

Model completing the written response using notes from the graphic
organizer.

Sample script: “Now I am going to use my notes that I wrote in the
organizer to help me write my response.”

OYes

O No

After completing the response, model self-monitoring, checking each step
of the mnemonic. Make checkmarks on the graphic

organizer, checking each letter of the mnemonic.

Sample script: “I am going to check my work to make sure I completed all
steps of the CUT to the Message strategy.”

Continue modeling think aloud and self-instruction and self-monitoring
throughout the process — answer any questions

OYes

O No

Have participants complete an exit ticket, documenting
their perceptions of the reading passage. And then thank them for their
participation and strategy use. Restate mnemonic

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:
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CUT to the Message Lesson 5, Passage 1 Support It
PROCEDURAL FIDELITY CHECKLIST

Lesson 5, Passage 1: Classroom Instruction

1.

Review the mnemonic.

Sample script: “Do you remember the steps of CUT to the Message? -
complete thought, universal, throughout the text, Today we are going to do
it together, and I’ll read the passage as you follow along. Present
participant with graphic organizer.

OYes

O No

Read the passage together (silently or aloud)

While reading the passage, pause and ask questions. Ask students what
they think we should do next. Encourage students to signal when we
should pause and discuss the passage. Annotate throughout the process.
Include opportunities for self-instruction, self-monitoring, and self-
reinforcement. Reiterate the rules of the mnemonic. Provide corrective
feedback and praise.

OYes

O No

After reading the passage, discuss possible themes from the passage and
complete the graphic organizer with mnemonic provided.

Complete the graphic organizer together. Verbalize notes, annotations, and
incorporate questions about strategy adherence. Provide corrective
feedback and praise. Encourage self-monitoring

OYes

O No

Complete the written response using notes from the graphic organizer
Sample script: “Now [ am going to use my notes that I wrote in the
organizer to help me write my response.” Verbalize actions with
participant writing alongside. Provide corrective feedback and praise.
Encourage self-monitoring and self-reinforcement.

OYes

O No

After completing the response, practice self-monitoring and check each
step of the mnemonic has been incorporated into the

response. Participants will make checkmarks on the graphic organizer,
checking each letter of the mnemonic.

Sample script: “I am going to check my work to make sure I completed all
steps of the CUT to the Message strategy.”

Provide corrective feedback and praise. Encourage self-monitoring and
self-reinforcement. Answer any questions

OYes

O No

Have participants complete an exit ticket, documenting
their perceptions of the reading passage and then thank them
for participating and their strategy use. Restate mnemonic.

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:
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CUT to the Message Lesson 5, Passage 2 Support It
PROCEDURURAL FIDELITY CHECKLIST

Lesson 5, Passage 2: Classroom Instruction

1.

Review the mnemonic and the graphic organizer.

Sample script: “Yesterday I demonstrated how to use CUT fo the

Message to identify the theme of each passage. Do you remember the steps
of CUT to the Message? Today we are going to do it together but read the
passage silently.

OYes

O No

Read the passage silently together.

While reading the passage, pause and ask questions. Ask students what
they think we should do next. Encourage students to signal when we
should pause and discuss the passage. Annotate throughout the process.
Include opportunities for self-instruction, self-monitoring, and self-
reinforcement. Reiterate the rules of the mnemonic. Provide corrective
feedback and praise.

OYes

O No

After reading the passage, discuss possible themes from the passage and
complete the graphic organizer with mnemonic provided together.
Complete the graphic organizer together, discussing with each other what
we are writing throughout the process. Provide corrective feedback and
praise. Encourage self-monitoring

OYes

O No

Complete the written response using notes from the graphic organizer
Sample script: “Now let’s use of graphic organizer notes to

help us write our response.” Complete the written response together,
discussing with each other what we are writing throughout the process.
Provide corrective feedback and praise. Encourage self-monitoring and
self-reinforcement.

OYes

O No

After completing the response, practice self-monitoring and check each
step of the mnemonic has been incorporated into the

response. Participants will make checkmarks on the graphic organizer,
checking each letter of the mnemonic.

Sample script: “Let’s make sure we completed all steps of the CUT to the
Message strategy.”

Provide corrective feedback and praise. Encourage self-monitoring and
self-reinforcement. Answer any questions.

OYes

O No

Thank participants for participating and strategy use. Restate mnemonic.

OYes

O No

Have participants complete an exit ticket, documenting
their perceptions of the reading passage.

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:
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CUT to the Message Lesson 5, Passage 3 Support It
PROCEDURAL FIDELITY CHECKLIST

Lesson 5, Passage 3: Classroom Instruction

1.

Review the mnemonic without the presence of the graphic organizer.
Sample script: “Yesterday we used CUT to the Message to identify the
theme of each passage. Do you remember the steps of CUT to the
Message? Today we are going to do it again but first let’s look at how we
did yesterday.

OYes

O No

Review Lesson 5, Passage 2 performance. Participant will graph baseline
and session 3 performance on self-monitoring graph. Discuss progress and|
goals for the next passage. Refer to the goal setting sheet, and

have participant mark their goal.

OYes

O No

Read the passage silently together.

While reading the passage, pause and ask questions. Ask participants what
they think we should do next. Encourage participants to signal when we
should pause and discuss the passage. Annotate throughout the process.
Include opportunities for self-instruction, self-monitoring, and self-
reinforcement. Reiterate the rules of the mnemonic. Provide corrective
feedback and praise.

OYes

O No

After reading the passage, discuss possible themes from the passage.
Participant completes the graphic organizer with mnemonic provided.
Provide corrective feedback and praise. Encourage self-monitoring and
self-reinforcement

OYes

O No

Complete the written response using notes from the graphic organizer
Sample script: “What should we do now?” Complete the written response
together, with less discussion. Provide corrective feedback and praise.
Encourage self-monitoring and self-reinforcement.

OYes

O No

After completing the response, practice self-monitoring and check each
step of the mnemonic has been incorporated into the response.

Sample script: “Let’s make sure we completed all steps of the CUT to the
Message strategy.”

Provide corrective feedback and praise. Encourage self-monitoring and
self-reinforcement.

OYes

O No

After completing their written response, participant scores and graphs
their performance and set a new goal for their next session. Provide
corrective feedback and praise. Encourage self-monitoring and self-
reinforcement and answer questions.

OYes

O No

8.

Thank participant for participating and strategy use. Review mnemonic

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:
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CUT to the Message Lesson 5, Passage 4 Support It
PROCEDURAL FIDELITY CHECKLIST

Lesson 5, Passage 4: Classroom Instruction

1.

Recall and review the mnemonic from memory and review the goal set
during the previous session.

Sample script: “Yesterday we used CUT to the Message to identify the
theme of each passage. What’s the strategy?”” Today we are going to do it
again without using the graphic organizer. But, first let’s look at how we
did yesterday.

OYes

O No

Provide instruction on how to write the mnemonic at the top of the paper
so that the graphic organizer is no longer needed.

Sample script: “Now that you know the strategy, let’s practice completing
it without the graphic organizer. When you don’t have the organizer, you
can simply write CUT at the top of your paper to remind you of the three
steps. Let’s try it.”

OYes

O No

Have participants read the passage silently and individually.

Sample script: “Please read the passage silently. You may annotate the
passage as you read. When you are finished reading, you will complete the
written response. You can ask me questions at any time, and [ will help
you. I also may stop you occasionally, and ask you what you are thinking,
so I can see where you are in the process or if you need help.”

OYes

O No

After reading the passage, discuss possible themes from the

passage. Complete written response

Participant completes the written response and is encouraged to check-
in throughout the process as needed. Provide guidance,

support, corrective feedback, and praise. Encourage and reinforce self-
instruction and self-monitoring.

OYes

O No

Review the previous passage performance . Participant will graph his/her
performance on self-monitoring graph.

Discuss progress and goals for the next session. Refer to the goal setting
sheet.

OYes

O No

Thank the students for their participation and strategy use. Review
mnemonic

OYes

O No

Have participants complete an exit ticket, documenting
their perceptions of the reading passage.

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:
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CUT to the Message Lesson 6, Independent Practice
PROCEDURAL FIDELITY CHECKLIST

Lesson 6: Classroom Instruction

1.

Ask participants to identify the mnemonic and its rules.

Sample script: “Yesterday we used our strategy to identify the theme of

a passage, and you were able to ask me questions. Today, you are going to
try it on your own. What was the strategy and what are its rules?”

OYes

O No

Review the previous session’s performance and goal setting sheet. Discuss
progress and goals for today’s session. Refer to the goal setting sheet.

OYes

O No

Participants read the passage silently and individually.

Sample script: “Please read the passage silently in your head. You may
annotate the passage as you read. [ may stop you occasionally, and ask you
what you are thinking, so I can see where you are in the process or if you
need help.”

OYes

O No

After reading the passage, discuss possible themes.

Participant completes the written response and is encouraged to ask
questions if needed. Provide minimal to no guidance and support.
Provide corrective feedback and praise. Encourage and reinforce self-
instruction and self-monitoring.

OYes

O No

Review passage performance . Participant will graph his/her performance
on self-monitoring graph.

Discuss progress and goals for the next session (post-intervention when
ready). Refer to the goal setting sheet, and answer any questions

OYes

O No

Thank the students for their participation.

OYes

O No

Have participants complete an exit ticket, documenting
their perceptions of the reading passage.

OYes

O No

Notes:

Data Collector:

Passage: Date:
Percent Fidelity: I0A:

Participant:



245

CUT to the Message Assessment Sessions: Baseline/Post-Intervention/ Maintenance
PROCEDURAL FIDELITY CHECKLIST
Baseline/Post Intervention/Maintenance
1. Provide participant with a copy of the passage, the written response OYes O No
prompt, pens, pencils, highlighters, and lined paper.
Sample script: “Please read the passage silently in your head. You may
highlight and annotate the passage as you read. When you are finished
reading, you will be asked to identify the theme of the text and provide
evidence from the text to support your answer.”
2. Participant reads the passage silently, individually, and answers the OYes O No
written response on the response paper. The participant may also use a
blank word processing document to complete the response.
3. Thank participant for his/her participation. OYes O No
Sample script” Thank you for reading the passage and completing the
response.
4. Have participants complete an exit ticket, documenting OYes O No
their perceptions of the reading passage.
Notes:
Data Collector: Participant:
Passage: Date:

Percent Fidelity: IOA:



