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Curriculum kased measures and procedures to mounitor reading and writing
perfoxmance were developed and evaluated with adults (reading from beginning
reading levei through eighth grade iavel) in an adult basic education program.
The most efficient, reliable, and faasib;e measure of reading performance was
the repeated oral reading procedurs’ (1. minute readings). The most feasible
and efficient measure of writing was a fluency proceduze (3 minute writ.ing
sample) . Both measures enabled teachers to chart and monitor progress cf
adults throughout the program. Teachers reported that the oral reading and
writing fluency measures were useful and easy to use. Students were also
receptive to the measures as a means of obtaining feedback about their
progress. Results of this. project suggested that curriculum based measures of
reading and writing may be useful in an adult basic education program because
of their feasibility and reliability in monituring the performance of adults.
They may also serve as a supplement to the standardized measures often wused to

assess performance of adulta.
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Chapter I
Introduction

The puépoae of this project funded by the Division of Adult Basic Education
(310 of the Aault REducation Act) was to develop and test curriculum based
procedures and measures to monitor and assess the reading and writing progress
of adults in a basic education program. Although there has been a surge of
‘ interest in programs for improving the literacy skills of adults in the United
States (Hirmon, 1985), there are few raliable and valid assessment instruments
with which to plan instruction and monitor the quality and impact of these
adult literacy programs. The norm-referenced tests that are used to document
overall progress (Webster, 1986) are limited for two reasons. First, they
tend not to be useful for making instructional decisions. S5econd, since they
geherally do not relate to the content of the adult literacy curriculum, they
are not sensitive to progreas made by adult students in whort duration adult
education programs. 1In a survey conducted by the Aduit Learning Division of
the College Reading Association (Richardson, 1985), improvement of assessment
procedures was listed as one of the crucial needs; respondents criticized the
use of inappropriate standardized tests and acecdotal records for measuring
program success. At the Roundtable Conference held by the Institute for the
Study of Adult Literacy at the Pennsylvania State University, one specific
need identified was that "a field-tested, adult-oriented diagnostic tool be
developed to assess more adequately the adult population" (Proceedings, 1986).

Curriculum based measures are short tasks admiristered at frequent
intervals to permit instructors to determine the effectiveness of their
teaching and to make necessary modifications in instruction. Results from

research with younger students indicated that the best mcasure of reading for
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use in a ot rriculum based system was rumber of words read correctly by a pupil
in 1 minute from the curricular materials used in the classroom (Deno, Mirkin
& Chiang, 1982; Dpeno, Marston, Mirkin, Lowry, et al., 1982; Fuchs & Deno,
1981). Current research (Deno, Marston & Mirkin, 1982) also supports the
validity of short (3 minute), frequent writing szmples. These and other
measures were investigated in this project.

The project was implemented at the University of Pittsburgh in an adult
basic education program, Pittsburgh Adult Competency Program (PAC), Institute
for Practice and Research in Education, September 1988 through June 1989.
PAC, a ten-week literacy program funded by the City of Pittsburgh for
unemployed adults reading below the eighth grade reading level, was held on
campus in university classrooms. The PAC staff consisted of five instructors,
one of whom served as superxvisor in addition to assuming full instructional
responsibilities. Four were ianguage arts teachers and one, a math teacher.
The program also supported one full-time ijob developer. This individual
helped with training related to job awareness. However, his major
responsibility was to obtain Jjob placements or ;dditional training
opportunities for those who completed PAC.

The program had three consecutive cycles in a year (nine weeks of
instruction and one week of job search). Students met for a three-hour period
each da&, Yonday through Friday, for a total of forty-five, three hour
sessions. For four days a week, students followed a systematic schedule which
included instruction in reading, writing, matn, and job readiness. One day
each week, students had the opportunity to hear speakers from various
companies, to visit places of potential employment, or to work in special

areas of need or in.erest (for more information about PAC program, see Bean &



Johnson, 1987).

The results of this project contained in this report should be useful to
adult educators interested in curriculum based measures as a means of
monitoring reading and writing progress as well as to those responsible for
developing and managing adult basic education programs. The results should be
helpful also to educators interested in measurement issues related to
curriculum based procedures.

Members of the Research Team were: Rita M. Bean, Director, Adeile Byra,
Project Coordinator, Roland Good, Suzanne Lane, and Rhonda Johnson. The PAC
teachers were: ‘Louise Hammond, Rhonda Johnson, Arzella McCauley, Martha Weilss,
Kent Weaver, and éhe job develo.er was Arthur Bailey.

Part I of this report contains five Chapters, an introductory chapter and
three chapters (I1I, IiI, and 1V), in which pProcedures and results pertaining
to each of the objectives of the project are described. Chapter V contéins
the findings, conclusions, and recommendations for the entire project. Part
ITI is an Instructor's Guide that provides specific information about how to
develop and use curriculum based procedures in an adult literacy program.

This report has been filed with Department of Education, Bureau of
Vocational and Adult Education, Division of Adult Basic Education, 333 Market
Street, Harrisburg, PA 17126-0333, and with AdvancE, Pennsylvania Department

of Education Resource Center.
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Chapter IT
Davelopmunt and Testing of Curriculum Based Procadures
(Phase 1)

The major objective of Phase I was to develop and test, informally,
curriculum based measures and procedures with students enrolled in Cycle I.
There were 22 students involved in Cycie I. Eighteen of the students were
femalns and four were males. The beginning reading level group (Group BR)
consiéted of five students, four females and one male. The low intermediate
level group (Group LI) consisted of five femalea. The high intermediate level
group (Group HI) contained five females and one male. Tr- middle to high
school reading group (Group MH) consisted of four females and two males (see
Appendix A).

‘In order to develop curriculum based measures and procedures, it was
necessary'to analyze the PAC program curriculum, The purpose of evaluating
the curriculum was vo identify the general areas in which it would be possible
to develop curriculum based assessments or tasks and the kinds of materials
from which to develop these tasks. |

The PAC curriculum was analyzed by looking at lesson plans from previous
cycles. A master coding sheet was developed in order to make sense of the
information gleaned from the lesson plans. A coding sheet was completed for
each of the four groups. On each sheet, the goals for the group and the
materials and methods used with the students were identified and listed. The
goeals of the curriculum fell into fthe following general categories: 1) word
analysis, 2) fluency, 3) vocabulary, 4) comprehension, and 5) composition,
The general areas emphasized in each cycle were determined by the needs of the

students in each particular group. The most frequently used materials were



workbook exercises and teacier-developed worksheets, which were usually used
to rein. .ce a lesson taught by the teacher. The most used methods were
direct instzuction with guided practice, discussion, and independent. or small
group practice,
Procedures and Rasults

After analysic of the curriculum, sevexal procedures for CEM's in reading
and writing were implemented. The description of these procedures and a
summary of the rezulta of implementation follow. It should be reiterated that
the emphasisz in Cycle I was placed or developing and refining the CBEM measures
and procedures and not on interpreting the data gathered. Some validity and
reliability data, however, are reported.
Reading

Initially, three types of reading procedures were implemented in order to
evaluate the efficiency and effectiveness of the procédures themselves and to
determine which of the procedures would be implemented caring the next cycle.

The data from each of the four oral readings administered during this cycle
were: a) Number of Words Read Correctly in one minute (CWPM), whi:h was the
score that was charted on each student's graph; b) Number of Words Read {WPM) ;
C) Accuracy Pwsicentage (which was the CWPM total divided by the number of
words read); d) Gain Score. An average gain score per reading was calculated
by dividing the CWPM gain score by the number of opportunities to "gain" (in
this cycle there were three opportunities to @ain). Miscue information was
also recorxrded. Self-corrections, substitutions, partial and whole word
insertions, and omissions were coded.

Following are descriptions of the four procedures used during Cycle I.

-



Repeated Readings.with.lInatzuction. %he fiist procedure. used with the
beginning reading group (Group BR), wis one that involved four repeated
readings of the same narrative selection with an instructional component
between the first and secord reading. The instruction relaced directly to the
selection ~~*¢ and the teacher of this group determined what was to be
taught.. Thc .e was nc instruction after the second reading. The swlection
that the five students read was titled, "The Wright Brothers®”, which,
according to the Fry Reacability Graph and the SMOG formula, was a fourth
grade level narrative.

The resul*s below reflected the mean number of words read correctly in one
minute for each of the readings by :hose students in Group BR and the number
of words "gained" over the course of the readings. Also reported are the

group medians for each reading.

Table 1 Repeated Readings with Instruction Approach: Group BR

Reading Group Mean Gain per Reading (CWPM) Group Median
‘ (based on group mean)

Week 1 67 CWpPM 79 CWwPM

Week 2 96 cweM +29 Words 91 CWPM

Week 3 102 CwpM + 6 Words 110 CcwpM

Week 4 112 CwPM +10 Words 126 CwpM

The larmest gain in CWPM resulted after the instructional treatment, which
was done between the first and second reading . There was also continued gain
after each reading.

Repeated Readings with Practice. The second procedure involved the five

students in Group LI. These students read a fourth grade level selection,

11




"Rescue”, once each week for four consecutive weeks. Hach student in this
.group was giver a copy of the selection each wees #o that they could practice
at their own ronvenilence. They wore also asked to report the number of
practice trials.

The results reflected the mean uunber of words read correctly in one minute
for each of the ruadings by those studeats in Group LI, the number of woxds
"gained" over the course of the readings, and the mean aumber of practice
trials reported by those students in this group. Als> reported are the ¢zoup

medians for each reading.

Table 2 Repeatecd Readings with Practice Approach: Group LI

Reading Group Mean Gain per Reading (CWPM) Practices (x) Group Median
(based on mean)

Week 1 85 CWPM | 82 CWPM
Week 2 96 CcwpM 11 Words 4.25 Trials 90 CwWPM
Week 3 109 CweM 13 Woxds 5.00 Trials 114 cwpM
Week 4 134 CwWPM 25 Words 5.50 Trials- 120 cweM

As the number of practice trials increased, so did the mean number of CWPM.
Other factors such as familiarity with the selection and instruction in the
program most likely had a positive impact'on these rasults, also.

Eonx Different Readinga. This third procedure was used with both the high
intermediate level (Group HI; and the middle to high school level (Group MH)
reading groups. These groups read tour different narrative texts once each
wegk for four consecutive weeks. The only difference between the groups was
the readability level of the texts read. Those students in Group HI read

materisls which, accordii« to the Fry and SMOG formulae, were between grades
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5.5 and 6.5. Group MH students read selections which ranged between the 6.&

and 7.5 grade levels.

The results below reflected the mean number of words read correctly by

those students in Groups HI and ™,

"gained" are reported by weekly readings.

Table 3 Different Readings  nproach: Groups HI anu MH

The mean and the mean number of words

Reading Group Mean

Week 1 117 CwWpM
Week 2 118 cwpM
Week 3 128 cwpM

Week 4 132 CWEM

Reading Croup Mean

Week 1 157 CwpM
Week 2* 222 CWPM
Week 3 172 CwpM

Week 4 124 cweM

Group HI

Gair. per Reading (CWPM)
{based on mean)

1 Word

10 wWords

4 Words
Group MH

Gain per Reading (CWPM)
(based on mean)

65 Words
=50 Words

~48 Words

Group Median

105 cwpM
169 CwpM
120 cweMm

120 cweM

Group Median

172 cweM
210 cwpM
131 cweM

110 cwepM

*This selection was mistimed, therefore, the results reported for this

second reading are not valid.

Upon closer examination of the duta for Group

MH, each student's correct words per ninute over the course of all four

readings decreased.

Several factors could have affected these results.

For

example, the selections themselves could have had varied sentence structures



or difficult vocabulary that would not have been accounted for in a
readability formula, thereby increasing difficulty and reducing fluency.
Mriting

The students were given a writing prompt and three minutes in which to
respond. Prior to writing, each teacher read the prompt aloud to their group.
After the administration of the first writing prompt, it was apparent that a
"think" time prior to the writing had to be provided. As a result, the
students were given one minute to organize their thoughts. Aalso, they were
permitted to make points in note form during the one minuté "think" period, if
they desired.

The prompts were designed to evoke either an "emotional" or "unemotional"
response from the students. There were six prompts in total, three emotiocnal
and three unemotional. This first set of prompts was not counterbalanced
across groups.

In addition to writing, the students completed an evaluation form
consisting of approximately five questions which related to each specific
writing task. For example, one of the'questions asked whether or not the
topic was an easy or difficult one for the student to write about.

A fluency count, which was the number of words written in three minutes,
was calculated for each of the six witing prompts. Students had individual
graphs so that they could monitor their progress from writing to writing.

The mean for all students for the three unemotional prompts was 43 words
and the mean for all students for the three emotional prompts was 43.3 words.
No difference between the mnans of the two different tyres of prompts was
observed, nor much difference in the individual scores of students across

prompts. Therefore, when the prompts for Cycle II were developed, the issue
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of whether they would evoke a more emotional or unemstional response from the
students was not addressed.

Tae following results reflected the means by groups across the six prompt.s,
emotional and unemotional combined. The beginning reading group (Gxroup BR)
mean was 26.3 words written per prompt. The low intermediate group {(Group LI)
mean was 36.5 words written per prompt. The high intermediate (Group HI) mean
was 51.2 words per prompt. And, the mean for the middle to high sc. v0l
reading group (Group MH) was 57.8 words per prompt. The mean number of words
written éer prompt was greater for students in the better reading groups.

Relliability and Validity of the Maasures
Reading

Yalidity. The students' scaled scores on the reading combrehension subtest.,
California Achievement Te;t (CAT), Level 18, administered prior to program
entry, were correlated with scores (CWPM) on the first curriculum based
neasures (CBM) reading. The resulting coefficiant was .57.

The students' scaled scores on the CAT, administered at the conclusion of

the program, were correlated with their totals on the last CBM reading. The

resulting coefficient was .62.
Nriting

Reliabjlity. Two raters were responsible for counting the number of words
written (fluency) by each student on each writing prompt. An interrater
reliability coefficient was calculated for each of the six prompts. The
resulting coefficient for each prompt was .99,

Evaluation
Established in Cycle I, with the input of the PAC Program teachers and the

research team members, were step~by-step procedures for both reading and
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writing.
Reading

The teachers completed a reading and writing task evaluation form on two
occasions during Cycle I and the following information was the result of the
reading evaluations. The results of the writing evaluation follow in the next
section.

The teachers indicated that the procedures were outlined Clearly and that
they were easy to follow. This resulted after much teacher input and
suggestions as to modifications of the administration procedures.

The reading task (showing the students their graph and the reading iv:elf)
took an average of three minutes per student.

The student response to the reading task, which was an average based on
teacher perception of student response, was rated as "GOOD".

Three of the four teachers indicated that admi.istration of the CBM's took
about the amount of time that they expected it to take. One teacher indicated
that the administration of the task took more time than expected.,

Nriting

The following information was the result of the task avaluation forms
completed by the teachers. All four teachers indicated that the writing
prompts were outlined clearly and they were easy to follow.

The writing task was group administered and it took an average of seven
minutes and thirty seconds to complete the task, which included handing out
and reuding the prompt, the one minute "think" time and three minute writing
time, and the time for the students o complete the task evaluation fozm.

All of the teacherxs indicated that the administration of this task took

about the time that they expected it to take. Like the response to the

1l
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reading task, teacher perception of student response to the writing task was
ratad as “GOOD".

Modifications
Baading

One of the major changes for Cycle II was the effort to relate the
curriculum based measures (CBM's) more closely to the PAC curriculum. It was
felt that the readings, when not actually used in the curriculum, were just
isolated events. The teachers felt that “he students needad the opportunity
to read the entire selection so that they could experience some task closure.
In Cycle I, the reading tasks were designed so that no student would be able
to read the entire narrative selection in ome minute. 1In Cycle 1II, in order
for the tasks tc reflect the curriculuﬁ, each teacher was asked to cheoose the
selec;ions to be read by her group. The main criteria for choosing materials
were that each passage had to be at the appropriate reading level for the
group (teacher Jjudgment about readability) and each would be used fo:
instruction after CBM administration.

It was also decided to have all groups use different reading texts each
week. First, this would make this research more consistent with that of other
researchexs (Deno, 1985). Second, student growth across a variety of texts
could not be monitored.

It was recommended that in addition to using narrative materials,
expository materials should also be used in Cycle II. The main reason fqr
this recommendation was that adults, in their day-to-day life, would typically
encounter materials that would be more expository than narrative in nature.

In order to make final procedural decisions and decisions about the tvpes

of measures to be used in the final phase of the project, it was decided to
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collect data using two other measures, To be included in Cycle II, then, was
a retelling (comprehension measure) and a vocabulary measure for both the
expository and narrative texts.

In order to have astudents give an oral retelling and define identified
words, they now had to resad short narrative and expository selections in their
entirety as cpposed to revading for only one minute, which was done in Cycle I.
The correct words per minute (CWEM) and words per minute (WPM) were then
calculated after the complet® texts had been read.

Finally, it was decided to have the students read the narrative texts
orally and the expository texts silently. The deciszion to have the students
read- the narrative selections orally was based on the teachers' need to
collect miscue information for instructional purposes. Expository text
materials were read silently because the in tueir day-to~day living, students
would most likely read these texts silently.

Hxiting

The PAC teachers recommended that new writing prompts be developed because
éhey felt that the prompts should relate more closely to the atudents'
experiences ox needs, For example, it was suggest.ed that the prompts could
reflect more job~related and everyday life issues.

The second important recommendatio:n. which was instituted after the first
writing prompt was administered, was to add a one minute "think" time pulor to
having the students write. Another suggestion, made by the teachers, was to
simplify the writing prompts. They felt that the students were overwhelmed by

the amount of information they were required to provide in their responses.
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Chaptex IIIX
Evaluation and Selaction of Curriculum Based Procedures
(Phase 2)

The objective of Phase 2 was twofold: f£irst, to evaluate the curriculum
based measurec and procedures that were modified as a result of the Cycle I
findings, and second, to select those that were found to be efficient,
sensitive, reliable and valid for implementation during the next phase, Phase
3.

Phase 2 of the project coincided with Cycle II of the PAC Program.
Initially, nineteen students were enrolled in Cycle II; however, due to
attrition, sixteen students were included in the Cycle II sample. Of the
sixteen students, nine were females and seven were wales.

The beginning reading level group (Group BR) consisted of four gtudents,
two females and two ma;es. One of the males in this group was a noniceader.
The low intermediate group (Group LI) consisted of four students, three
ferales and one male. The high intermmdiate group (Group HI) contained five
students, three fewmales and two males. fThe middle to high school reading
group (Group MH) consisted of three students, cne female and two males (see
Appendix a).

Procadures
daading

All four gygroups read different toxts each week. The texts that the
students read were selected by the teachers for their particular group. The
criteria for choosing the materials were that each selection had to be at the

appropriate reading level fox the'group (teacher judgment about. readability)

and each text would be used for instruction after the timed reauings,
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The reading procedures used were the same for all students, with the
exception of those for a nonreader. ({(Some of the administration procedures
-were modified in order to accommodate this student.)

During the first four weeks of Phase II, the following procedures were
implemented. An entire narrative selection was read orally and the time it
took to read the selection and miscue information were recorded. In the case
of the nonreador, the teacher read the entire selection to the student. The
types of miscues coded were substitutions, partial and whole word insertions
and omissions. Self-corrsctions were also coded. The CWPM and WPM totals
were calculated later from the total reading time.

After a selection had been read, students were asked to provide an oral
retelliny of all that they could remember about the selection; The nonreader
was also asked to supply an oral retelling. The teacher numbered the order of
the recall on the protocol sheet that was developed specifically for each
selection. The retells were rated on a four point scale in each of the
following areas: organization, completeness and elaboration. |

Once the student had completed the oral retelling, the teacher administered
the vocabulary measure. 1Initially, six words were tested, three of which were
critical to the selection content and three that the teacher felt that the
students in her group should already know. The teacher pointed to the word in
the student text and then pronounced it. The teacher then asked the student
to tell her the meaning of the highl. hted word. The students were permitted
to reread the sentence that contained the word in question, if they chose.
The teacher recorded each definition verbatim. fThe students' definitions were
then compared with a dictionary definition and rated on a three point scale.

The only difference between the administration of the narrative and

15
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expository selections was that the students read the expository texts
silently. The procedures for the oral retelling and vocabulary activities
were the same as those used with the narrative texts. Unlike the narrative
texts, where CWPM and WPM were calculated, only a WPM total was calculated.
Also, because the texts were read silently, miscue information could not be
recorded.

After four weeks, it was apparent that the procedures described above were
time~-consuming and non-productive. The following modifications were then
instituted.

First, an assistant was secured to help administer the curriculum based
measures so that teachers v “uld have more time for inutructional purposes.
Second, instead of having students continue to read entire selections, they
were required to read each of the texts (narra;lve and expository) for one
minpte each. This helped to reduce the administration time co;siderab*;.
Thixd, students were now required to read both the narrative and expository
texts aloud._ Initially, only the narrative texts were read orally. Thae
teachers preferred to have the students read both text types aloud so that
they could refer to the miscue information for planning. Fourth, the retell
and vocabulary activities were discontinued. In addition to being
time-consuming, Deno (personal communication, 1987) indicated that retell and
vocabulary measures correlated highly with performance on one minute oral
readings. Finally, an aim line, which was increased by three correct words
per minute (CWPM) each week, was added to each student's graph. An aim line,
or goal, was added for two purposes: one, for student motivational purposes

and, two, to énable the teacher tov monitor performance in relation to an

expected goal.
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Mziting

The writing procedures tollowed during this phase were the same as those
used during Phase 1. Prior to writing, the teacher read the prompt aloud to
the group and then provided the one minute "think" time. Then, the students
were given three minutes in which to respond to the prompt. After writing,
the students completed a task evaluation form,

A fluency count was calculated for each of the seven prompts and the number
of words written were graphed on each student's progress chart. The six
Prompts were counterbalanced across groups.

Rasults
Student Achievemant
Reading

The rqsults for the students in Group BR ar3 reported first, with the
results of those in Groups LI, HI, and MH following. A graphic summary of the
performance of students in each group is also included (see Figures 1, 2, 3,
and 4). Individual students' oral reading results are discussed in reference
to their baseline scores, the first value Plotted on the graph. The dotted
line across each graph represents the group's mean on each reading. Following
the discussion about each student's results is a table that reflects
students' baseline scores, their correct words per minute (CWPM) on the last
reading, their overal. correct words per minute (CWPM) gain score (the
difference between the first and last readlng), and a mean weekly gain score,
This mean gain score reflected the average CWPM galn per week and was derived
by dividing the overall gain score by the number of readings (4)., (This is

identical to summing each consecutive weekly gain and dividing by the number

of readings).
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In discussing the scores, if a reading Score was within eight correct words
per minute of the baseline value, either above or below it, then it was
considered to be slightly above or below the baseline. If a readiny score was
between nine and seventeen correct words per minute of the basel’ne, either
above or below it, then the score was referred to as considerably abbve‘or
below the baseline. Eighteen or more words above or below the baseline value
for any given student was referred to as substantially above or below the
baseline. These criteria, although subjective, pfovided for consistency in
discussing each individual's results.

Group BR

Student 2321 had two orxal reading scores above and two below his baseline
value of 39 correct words per minute (CWPM) (see Figure 1). Both scores above
the baseline were slightly apove it and both scores below the baseline were
slightly below it. |

Student 2421 oral reading scores were slighzly above her baseline value of
98 correct words per minute (CWPM).

Student 2521 in Group BR had three scores above and one score below her
baseline value of 94 CWPM. Two reading scores were slightly above and one was
considerably above the baseline value. The score below the baseline was
siightly below it.

In summary, 75% cf Group BR's oral reading scores were above their
individual baseline values and 25% of the scores were below the baseline
value,

Table 4 presents the results for students in Group BR.
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Table 4 Student reading data: Grour, BR

Baseline Last Reading Overall Gain/Loss Weekly Mean Gain

Student, CHPM CHEM in CWPM per reading in CWPM
2321 39 28 -11 ~2.8

2421 98 109 +11 | +2.8

2521 94 111 +17 +4.3

Group Maan 77.0 82.7 5.7 +1.4
_ Median 94 109 +11.0 +2.8

Range 39 to 94 28 to 111 ~11 te¢ 17 -2.8 to +4.3

-t

The group me#n baseline value was 77.0 and the mean of the last reading was
82.7 (see Table 4), Two students in Group BR made gains in the numbér of
words read correctly in éne minute from the first to the last reading, with
one student showing a considerable loss. The overall mean gain per student
was 5.7 CWPM. The CWPM mean gain per weekly reading was 1.42.

Srou. LI

Students 2722, 2822, and 2922 had oral reading scores above their
individual baseline means (see Figure 2).

{tudent 2722 had three scores substantially above and one score slightly
below her baseline value of 89 correct words per minute . WPM).

Student 2822 had three scores substantially above her baseline value of 143
CWPM. The one score below the baseline was substantially below it.

Of the three acores above student 2922's baseline valus of 76 CWPM, one

score was slightly above, one was considerably above, and another was
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substantially above it.

Student 3022 oral reading sco 3 were all above his baseline value of 74

correct words per minute (CWPM).

In summary,

81% of Group LI's oral reading scores were above their

individual baseline values and 19% of the scores were below them.

Table 5 summarizes the results of students in Group LI.

Table 5 Studunt reading data: Group LI
Baseline Last Reading Overall Gain/Loss Weekly Mean Gain
Student CHPM CKPM in CWPM per Reading in CWPM
2722 89 104 +15 +3.8
2822 143 151 + 8 +2.0
2922 76 63 ~13 -3.3
3022 74 95 +21 +5.3-
Group Mean 95.5 103.25 +7.8 +2.0
Madian 79.5 99.5 +9.5 +2.5
Range 74 to 143 63 to 151 -13 to +21 «3.3 to +5.3

The group baseline mean was 95.5.

The mean of the last CBM reading for

this group was 103.25. Three of four students in Group LI made gains in the

number of words read correctly in one minute from the first to the last

reading.

each student was 7.75 CWPM.

1.94 CWPM for each student.

Group _HIL

One student showed a considerable loss.

The overall mean gain for

The resulting mean gain per weekly reading was

)

Student 3123 had two oral reading scores abdve and two below his baseline
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value of 95 correct words per minute (see Figure 3.) The two scores above the
baseline were substantially above it and the one score below the baseline
value was slightly below and the other was considerably below it.

Students 3223, and 3323 had three reading scores above and one below their

baseline values, Student 3223's baseline value was 86 correct words pér,

minute and the student 3323 baseline value was 135 correct words per minute.
Both students had two scoraes substantially above the baseline and one slightly
above it. The score below the baseline for student 3223 was slightly below it
and the score for student 3323 was considerably below it.

Student 3423, whose baseline value was 158 correct words per minute, had
two scores above and two scores below her baseline value. The two scores
above the baseline value were substantially above it, with the two scores
below the ‘baseline slightly and qpnaiderably below it.

Student 3523 in, Group HI had three reading sco;es above and one below his
baseline value of 101 correct words per minute, Of the three scores above the
baseline, one was considerably above and two were substantially above it. The
only score below the baseline was in the consi!derably below range.

In summary, 65% of Group HI's oral reading scores were above their
individual baseline values and the remaining 35% of the scores wers below

baselines.

Table 6 summarizes the results of students in Group HI.
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Table 6 Student reading data: Group HI

Baseline Last Reading Overall Gain/Loss Weekly Mean gain

Studant, CHWEM . CWPM in CWPM par reading in CWPM
3123 95 110 +15 +3.8

3223 86 119 +33 . +8.3

3323 135 166 +31 +7.8

3423 158 164 + 6 +1.5

3523 101 133 +32 +8.0

Group Means 115.0 1538.4 +23.4 +5.9

Median 101.0 133.0 +31.0 +7.8

Range 86 to 158 110 to 166 +6 to +33 +1.5 to +8.3

The baseline mean was 115.0 correct words per minute. The mean correct
words per minute on the last CBM reading for this group was 138.4. All
students in Group HI made gains in the number of words read correctly in one
minu;e from the first to the last reading. The overall mean gain was +23.4
CWPM. The mean weekly gain for each student was 5.85 CWPM.

Gzoup MH

One student (3624) had two oral reading scores above and two below her
baseline value of 55 correct words per minute (see Figure 4). One of the
scores was considerably above the baseline and the other was substantially
above it. Both of the scores below the baseline value were only slightly

below it.

Student 3724 and student 3824 had three oral reading scores above their
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baseline values. Student 3724's baseline value was 68 correct words per
minute and the studsnt 3824's baseline value was 52 correct words per minute.
For student 3724, one score was considerably above and the other two were
substantially above his baseline value. The score below the baseline was only
slightly below it. Student 3824 had two scores considerably above and one
score substantially above his baseline value. The score below the baseline
was slightly below it.

In summary, 67% of Group MH's oral reading scores were above their

_ individual baseline values and 37% were below them.

Table 7 summacizes the results of students in Group MH,

Table 7 Student reading data: Group MH

.m_’m“» R, A
Baseline Last Reading Overall Gain/Loss Weekly Mean Gain

Student  CHWPM __  CHEM in CyeM per reading in CWPM

3624 55 59 + 4 +1.0

3724 68 70 + 2 +0.5

3824 52 63 +11 +2.8

Group Mean 58.3 64.0 5.7 +1.4

Median 55.C 63.0 +4.0 1.0

Range 52 to 68 59 to 70 +2 to +11 " 40.5 to +2.8

The group mean value at baseline was 58.3 correct words per minute. The
mean on the last CBM reading for this group was 64.0 CWPM (see Table 7). All
three students in Group MH made gains in the number of words read correctly in
one minute from the first to the last reading. The overall mean gain was 5.7

CWPM. The resulting mean weekly gain for each student was 1.43 correct words

23

o e



Correct Words Per
Minute

Figure 4. Reading: Individual students' correct words per minute totals on each reading (Cycle IIj Group MH).
ligure &4

140

— 3624

- 3724
= 3824
= Group X

L 4

0
Baseline

Readings

T LT PE YRR
‘ LT
R




per minute.

Overall, thirteen of fifteen students enrolled in Cycle II of the PAC
Program made gains in the number of words reac Torrectly from the first to the
last reading, No CBM.reading totals were calculated for the nonreader, the
sixteenth student enrolled in Cycle II.

Mziting

The reaults of the students in Group BR are reported first, wicn the
results of those in Group LI, ¥I, and MH folluwing. A graphic summary of the
performance of students in each group is also included (see Figures 5, 6, 7,
and 8). Students'® writing scores are discussed in reference to their baseline
scores, which are the number of words written on the first writing prompt. It
is also the first value plotted for students or their graphs. The dotted line
across each graph represents the group mean for each writing. Following the
discussion about each student's results is a table that reflects students'
baseline value, the number of words written in three minutes on the last
writing, their overall gain scores, and a mean weekly gain score. The mean

gain score reflects the average number of words gained each week by each

student.

fizoup BR

Student 2321 had four writing scores above and two below his baseline value
of 17 words written in three minutes (see Figure 5). Of the scores above the
baseline, one was considerably above and the other three were substantially
above it. The two scores below the baseline were slightly below it.

All six of student 2421 and student 2521's writing scores were above their
individual baseline values. Student 2421's baseline value was 62 words

written in three minutes and student 2521's baseline value was 37 woids
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‘WYY oM dn thires minutes.,

wers acasidezakly above,

For student 2421, one score was slightly above, two

and three were subatantially above her baseline

vadua, Student 2%2i had two scores slightly above, one score considerably

Zbuve, and three scoves subatantlally above her baseline value.

In summary, 89% of Group BR's writing scores were above their individual

bhasuling means and 11% vere below t“hem.

Table ¥ presents the results of students in Group BR.

Tabla 3

Student wzxiting data: Group BR

Baseline fluency

Overall Gain/

Weekly Mean

score (fivat Fluensy score Loss across gain per
sbudenl  writing........  J(last writing)  wrdtings = writing
2321 17 23 + 6 - +41.0
2423 62 85 +23 +3.8
2521 37 63 +20.3 +3.4
Group Meuns 38.7 59.0 '+20.3 +3.4
Madian 37.0 63.0 +20.3 +3.4
Range 17 to 62 23 to 69 +6 to +23 +1.0 to +3.8

The group mean ut baseline was 38.7 words written in three minutes. The

mean number of words written in three minutes on the last writing prompt, by

this group, was 59.0. All three students in Group BR made gains, in terms of

the number of wor 3 writtem in thrse minutes, from the first to the last

writing (see Table y). Tha <ifference between the result.s from the first to

the last writing represents an overall mean gain per s:udent of 20.3 words.

The weekly mean gain was 3.4 words.
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Group LI

Student 2722's writing scores were above his/her baseline value of 27 words

written in three minutes on five of six occasions. All five scores above the
baseline were slightly above it and the one score below the baseline was
. .considerably below it (see Figurxe 6).

Student 2822 had two scores above and four below her baseline value of 76
words written in three minutes. Both~scores above the baseline were slightly
above it. Of the scores below the baseline, one was slightly below and three
were considerably below it.

Five of six of student 2922's writing scores were above her baseline value
of 21 words written in three minutes. O: the scores above the baseline, ore
was slightly above, three were considerably above, and one was substantially
above it. The score below the baseline was only slightly below it.

Student 3022's writing scores were all above his baseline value of 38 words
written in three minutes. Three of the scores were slightly above and three
were considerably above his baseline.

In summary, 75% of Group LI's writing scores were above their individual
basuline values and 25% were below them.

Table 9 summarizes the results of students in Group LI.
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Table 9 Student writing data: Group LI

Baseline fluency Overall Gain/ Weekly Mean

score (i1irst Fluency score Loss across gain per
Student wxiting = last writing)  writings. writing .
2722 27 33 + 6 +1.0
2822 }76 71 -5 -0.8
2922 21 36 +15 +2.5
3022 as 48 +10 +1.7
Group Mean 40.5 47.0 +6.5 +1.1
Median 29.5 39.5 - +9.5 +1.5
Range 21 to 76 33 to 71 -5 to 15 0.8 to =2.5

The group mean value at baseline was 40.5 words written in three minutes.
| The mean number of words written in three minutes on the last writing érompt
is 47.0. Three of four students in Group LI made gains, in terms of the number
of words written in three minutes, from the first to the last writing. One
student had a small loss (see Table 9). The overall mean gain per student
was 6.5 words. The weekly mean gain was 1.1 words.
‘Group HI

Student 3123 and student 3523}3 writing scores were above their individual
baseline values of 20 words and 63 words written in three minutes,
respectively (see Figure 7). Student 3123 had three scores slightly above and
three scores considerably above his baseline value of 20 words. Of the six

scores above the baseline f.r student 3523, two were slightly above, one was

27




X, - A L T T e L E e O B S S 20 AL LS A 4 S0l St T R M (e
PR T A A e v e T It S e W . TR T R T e T R R L oAl TR
. ; S . e
. N i
PR
. R

- 2722
w2822
- 2922
e 3022

Y GWY

Words Wiritten in
Three Minutes

pee) (]

nw.

44
Basesline 1 2 3 4 5

Writings
Figure 6. Writing: Individual students' nunber of words written in three minutes on each writing prompt

(o))

(Cycle II; Group LI).



considerably above, and three were substantially above it.

Student 3223 had four scores above and two scores below her baseline value
of 57 words. Two of the scores were slightly above and two were considerably
above the baseline. One score below the baseline was slightly below it and
the other was considerably below it.

Student 3323 and student 3423 each had five of six writing scores above
their individual baseline values of 56 words and 36 words written in three
minutes, respectively. Student 3323 had three scores slightly above, one
score considerably above, and one score substantially above her baseline. The
score® below the baseline of 56 words written in three minutes was only
slightly below it.

Three of the scores for student 3423 were slightly above the baseline, with
the other two scores substantially above it. This student's score below the
baseline was only slightly below it.

In summary, 87% of Group HI'S writing scores were above their individual
baseline values and 13% were _..uw them.

Table 10 summarizes the results of students in Group HI.
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Table 10 Student writing data: Group HI

Baseline fluency Overall Gain/ Weekly Mean

score (first Fluency score Loas across gain per
Student. writdined Jdlast writing) writings = wxitieg
3123 20 25 + 5 +0.8
3223 57 59 + 2 +0.3
3323 56 58 + 2 +0.3
3423 36 27 -9 -1.5
3523 63 83 ‘ +20 +3.3
Group Mean 46.4 50.4 +4.,0 +0.8
Median 56.0 58.0 +2.0 0.3
Range 20 to 63 25 to 83 -9 to +20 -1.5 to +3.3

The group mean value at baseline was 46.4 words written in three minutes.
The mean number of words written on the last writing prompt was 50.4. Four of
five students in Group HI made gains, in numbers of words written in three
minutes, from the first to the last writing (see Table 10). One student had a

!
small loss. The overall mean gain per student was 4.0 words. The weekly mean

gain was 0.8 words.
Groue MH
Student 3624's writing scores were all above her baseline value of 43 words

written in three minutes. Two of the scores were considerably above and four

were substantially above it (see Figure 8).

Student 3724's writing scores were above his baseline value of 51 words on
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five of six occasions. Two of the scores were slightly above and three scores
were considerably above the baseline. The one score below the baseline was
only slightly below it.

Student 3824 had three scores above and three below his baseline value of
41 words written in th.ee minutes. All three scores above the baseline were -
slightly above it and the three scores below it were considerably below it.

i summary, 78% of the writing scores were above the students' individual
baseline values and 22% were below them. .

Tab.e 11 summarizes the results of students in Group MH.

Table 11 student writing data: Group MH

Baseline fluency Overall Gain/ Weekly Mean

score (first Fluency score Loss across gain per
Student. writdng) Jlaat writing) writdngs = writjng
3624 43 86 +43 +7.2
3724 51 63 +12 +2.0
3824 41 | 46 + 5 +0.8
Group Mean 45.0 65.0 +20.0 +3.3
Median 43.0 - 63.0 +12.,0 +2.0
Ranga 41 to 51 46 to 86 +5 to +43 +0.8 to +7.2

The group mean value at baseline.was 45.0 words written in three minutes.
The mean number of words written on the iast writing prompt was 65.0 words.
All three students in Group MH made gains, in terms of the number of words
written in three minutes, from the first to the last writing. The overall

mean gain per student was 20.0 words. The weekly mean gain for each student

was 3.3 words.
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Overall, thirteen of fifteen (87%) students enrolled in Cycle II of the PAC
Program made gains in terms of the number of words written in three minutes.

Mriting Task DRifficulty Index. Immediately after the completion of a
writing prompt, :he students indicated, on an evaluation form, whether they
felt the prompt was easy or a difficult one for them and to state why this was
80. This was done so that student perceptions regarding task difficulty could
be determined and to investigate the relationship between student perception
of difficulty'and actual fluency in writing.

Results are summarized in Table 12. The writing prompts are ranked on the
basis of the mean number of words written in three minutes by all groups on
each prompt. Also included are the percentages of students who felt the
prompt was either easy or difficult.

The range in number of words written was from 39.0 for the prompt of
Lnndlg;di to 53.3 words/3 minutes for the prompt of Best Things. The prompt
that was desig.ated as "easy" by the highest percentage of students was
L2 dlords (the prompt on which the fewest mean number of words was produced) .
Rark order correlation between number of words written and p: rception of
difficulty was =~.21. There was no relation between group perception of
difficulty and actual group performance.

In almost every instance, the most commonly cited reason for a prompt to be
rated as "easy".was that it was person:l or that it required common sense.
The two main reasons for a prompt to be rated as "difficult" were poor

spelling, or not enough time.
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Table 12 Writing Fluency and Difficulty Index kesults: Cycle I

Brompt Mean : Eaay Qiﬁ:innln
1. Best Things 55.3 80% 20%
2. Good Friends 51.3 : 73% . 27%
3. New Identity 51.2 * 67% 33%
4. Dream Date 48.9 67% 33%
5. Interviews 46.1 73% 27%
6. Dear Abby 44.8 . 80% . 20%
7. Landlords 39,0 87% 13%

Reliability and validity of the Measures
Reading .

Reliabjlity. Two types of reliability information were calculated, First,
alternate form reliability for two narrative and two expository texts was
determ’ned. The two narrative selections wexre read in one reading session and
the two expository selections were aiso read in one session the following
week. All of the students enrolled in Cycle II, with the exception of the
nonreader, read each of the selections. All passages, both iarrative and
expository, were fourth grade level materials, as determined by the Fry and
SMOG readability formulae. The reliability coefficient for the narrative
texts was .94 and for the expository texts, .68.

Second, interrater zreliability was calculated using percent agreement
between two raters. All PAC students read a narrative and an expository

passage. The one-minute reading of each text was recorded on audiotape. Each
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rater then listened to the reading sauples once. As they listened to the
taped readings they coded miscues.

Agreement was then calculated for the number of words read corroctly (CWPM)
and the total number of words read in the one minute. The percent agreement
for the correct number of words read on the narrative selections was 98.84%
and for the total number of words read, it was 99.7%. For the expository
selections, the agreement between the racers for the number of words read
correctly in the one-minute was 97.5% »nd f,r She total numder of words read,
the percentage was 99./% (See Table 13). Thare is a high percent of agreement

between the rater:z in each i ytance.

Table 12 Percent agreement Letween two ratera

Measuras
Narrat’va Expository
Number of words read
correctly in one minute 98.8% 97.5%
Total number of words
read in one nir te 99.7% 99.7%

Yalidity. Students' scaled scores on the California Achievement Test,
Level 18, (CAT), comprehension suuvtest, administered prio? to program
admission, were correlated witl: the first CBM reading correct word per minute
(CWPM) totals. The 1asulting coefficient was .24. The students' scaled

scoreL on the CAT posttest were correlated with their last CBM reading scores.

The resulting coefficient was .49,
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Mriting

Reliabllity. The number of wérds written (fluency) on each prompt were
counted by two raters. The interrater reliability coefficient was .99 for
each of the seven prompts.,

Evaluation

Baading

Based on the feedback received during the scaff meetings with the PAC
teachers, the major changes, discussed previously, were implemented mid-cycle.
The remainder of the cycle was then used to evaluate the modifications and
make decisions about further modificationg\for Cycle III.
Mxiting

Teachers indicated that they were satisfied with the procedural
modifications and the'changes made to the writing prompts for this cycle.
They recoﬁmended that the prompts and proc.dures remain the same for'the next
cycle. .

Modifications

Reading

he following changes were made in addition to those made during the middle
of Cﬁcle II. PFirst, in order to reduce administration time, it was decided to
use narrative texts only for Cycle III. The reliability coefficient for the
harrative selections ( 94) was higher than for the expository selections, and
although passage difficulty will differ as different passages are used,
whether narrative ox expository, the greater conzistency of this group with
narrative and their lack of exposure to expository texts prompted the use of

narrative in Cycle III.

Second, it was recommended that the readability of passages be calculated,
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or that passages selected from a graded reading series be used so that the
readability level within each group would remain consistent across passages.
This recommendation resulted from the fact that student performance was rather
sporadic from reading to reading during Cycle II. In Cycle II, the selections
were ungraded and.they were chosen by the teachers on the basis of the -
_ practicalness for serving instructional/curricular goals.

Finally, it was recommended that, prior to the one minute reading each
week, the teacher discuss the student's goal with him or her. This would be

critical for motivational purposes and for the purpose of conversing with the

students about reading in general,
Nriting
For Cycle III, the suggestion was made to add an aim line to each student's

writing graph.
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Chaptex IV
Final Implementation Phase
(Phase 3)

There were two objectives for Phase 3; one, to implement and tes: the use
of the modified reading and writing measures and procedures and;'two, to
investigate the validity, relizbility, and feasibility of these curriculum
based measures and procedures,

Phase 3 of the project coincided with Cycle III of the PAC Program. At the
beginning of Cycle III, nineteen students were enrolled in the PAC program,
but by the end of Cycle 1III, thirty-two students were enrolled. For
administration and management purposes, only the original nineteen students
were included ;n the Cycle III sample.

_The beginning reading level group (Group BR) contained three students, two
males and one female. Group LI, the low interﬁediate group, contained six
students, two maies and four females. The high intermediate group (Group HI)
was comprised of four students, two males and two females., The middle to high
school reading group (Group MH) consisted}of six students, two males and four
females (see Appendix A).

Procedures
Reading

During the first week of Cycle III, as part of the PAC Program's initial
testing procedures, all of the original nineteen students read six texts of
varying readability levels for one wminute each to determine passage
reliability (see Reliability Sectiun, p. 57).

The regular one minute oral readings began during the second week of the

program, after each student had been placed into one of the four instructional
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groups. Seven readings were obtained for each student over a 7 week period;
one reading per week. For the cral readings, students were removed from class
and tested by the teacher or a teacher aide.

The teachexs indicated the instructional level of the texts to be used with
- their particular group for *his cycle. The beginning reading group (Group BR)
read texts that wexe at the fourth grade reading level. The low intermediate
group (Group LI) read sixth grade level materials. The high intermediate
group (Group HI) read seventh grade level materials and the middle to high
school reading group (Group MH) read eighth grade level reading materials.
Selections, which were narrative, were taken from a graded reading series or,
if the selections were ungraded, the Fry and SMOG readability formulae were
used to determine if the materials were appropriate.

The reading procedures in Cycle III included the use of an aim line for all
students. The aim line, which is a line that connects the weekly goal poirnts,
was added to encourage teacher monitoring and student motivation. Prior to
each reading, the teacher and student looked at the student's personal graph.
The results from the previous week's reading and the new goal (aim line) for
the current week's reading were discussed. The aim line, or goal, was
incrgased by three words pér week. This "number" was chosen based on the
overall group average gain score during Cycle 1II. Baselines, or starting
points, for students wére determined from their performance on the passage
reliability readings administered during the first week of the PAC Program.
If a student was placed into the group that was going to read fourth grade
level texts each week, then the average from the two fourth grade readings
administered during week 1 of PAC was used as the baseline from which to set

the personal goal. If a student was placed into the group that was going to
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read sixth grade level texts, then the average from the:two sixth grade
readings was used as the baseline. If a student was placed into the group
that was going to read seventh grade level texts, the averages from the sixth
and eighth grade level texts were averaged together to determine the “aseline
point. The starting point for each stucdent in the group that was going to
., read eighth grade level texts was determined by calculating the average of the
results on the eighth grade level texts.

In addition to looking at the aim line with the student prior to reading,
the teacher addressed any other concerns or questions about the one minute
readings., After a brief discussion, the student read the appropriate grade
level text for one minute, after which the student returned to class.

Mriting

The writing procedures followed during Phase 3 were the‘game as those
used during Phases 1 and 2. .The writing tasks weie completed in the students!
small group setting and directed by the teacher responsible for that group.
Prior to writing, the teacher read the prompt aloud to the group and then
provided the one minute "think" tlme. Next, the students were given three
minutes in which to respond to the prompt., After writing, the students
completed a form designed to obtain students’ perceptions of the difficulty of
the task.

A fluency count (number of words written) was ascertained for each of the
seven writing prompts, one each week for a seven week interval, and these
values were graphed on each student's progress chart. An aim line was added
to each student's graph for motivational purposes. The aim line, or goal,
increased by two words per writing with the first writing used as the baseline

or starting point. For example, if the studeni: wrote 32 words on the first
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prompt, the goal for the following week would be set at 34 words and the next
week would be 36 words and so on. The graphs were shared with the students
prior to each writing, but the teachers did not meet individually with the
studenta to discuss their personal goals. The administration of the seven
prompts continued to be counterbalanced across groups.
Results
Student Achievement

Raading

The results for the ‘'students in Group BR are reported f£irst, with the
results of those in Groups LI, HI, and MH following. A graphic summary of the
pertormance of students in each group is also included (see Figures 9, 10, 11,
and 12). Individual students' oral reading results are discussed in reference
to their baseline score,‘which is the first value plotted for them on the
graph. The dotted line across each graph represents the group's mean oﬂ each
reading. Following the discussion abo;t each student's results is a table

that reflects the student's baseline score, correct words per minute (CWPM) on

the last reading, overall correct words per minute (CWPM) gain score (the
difference betwuen the first and last reading), and a mean weekly gain score.
This meén gain score reflects the average CWPM gain per week and was derxived
by dividing the overall gain score by the number of readings (7). (This is
identical to summing each consecutive weekly gain and dividing by the number
of readings.)

In discussing the reading scores, if a reading score is within eight
correct words per minute of the baseline value, either above or below it, then
it is consider to be slightly above or below the baseline. If a reading

score is between nine and seventeen correct words per minute of the baseline,
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either above or helow it, then the score is referred to as considerably above
or below the baseline. Eighteen or more words above or below the baseline
value for any given student is referxred to as substantiully above or below the
baseline. These criteria, although subjective in nature, provided . for
consistency in discussing each individual's results.

Gxoup ER

Four of seven of the oral reading scores for student 3931 were above and
three were below baseline value of 96 correct words per minute (CWPM) (see
Figure 9). Two of the four scores were slightly above this student's baseline
value, and two were considerably Qbove it. Two of the three scores below this
student's baseline were slightly below it, and the other was substantially
below it.

Student 4031 had two of seven oral rea@}ng scores above and five below his
baseline.of 70 CWPM. One of the scores was slightly above the baseline and
the other was substantially above it. Of the five scores below the baseline,
two were slightly below and three were considerably belcw it.

| Student 4131 had one of seven oral reading scores above his baseline score
of 83 CWPM, and it was considerably above it. Of the six s¢ores below his
baseline, two were slightly below, one was considerably below, and three were
substantially below it.

In summary, 33% of Group BR'S oral reading scores were above their
individual baseline values and 67% of the scores were below the baseline

values.

Table 14 summarizes the results for students in Group BR,
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Table 14 Student reading data: Group BR

Baseline Last Reading Overall Gain/Loss Weekly Mean Gain

Student, CNPM_ CWEM in. _CHWPM Rex Reading in CWPM
#3931 96 1.9 +13 +1.9

#4031 70 | 76 +6 +0.9

#4131 - 83 80 -3 -0.4

Group Mean 83.0 88.3 +5.3 +0.8

Madian 83.0 80.0 +6.0 +079

Range ‘ 70 to 96 76 to 109 -3 to +13 -0.4 to +1.9

Gropp BR'S mean baseline value was 83.0 CWPM, with a group mean of 88.3
CWPM on the last reading. Two students in Group BR maae gains in the number of
words read correctly‘in one minute from the first to the last reading, and one
student showed a slight loss. There was a group mean gain of 5.3 words read
correctly in one minute (CWPM) from the first to the last reading. The

resulting mea. gain per reading for those students in Group BR was 0.76
correct words per minute (CWPM).
Sxoup LI

There were six students in Group LI; however, one s.udent in one of the
other groups, because of his difficulty with reading, read Group LI level
reading materials and, as a result, this student's data are reported with
these data (see Figure 10).

Oral reading scores for student 4232 were all at or above her baseline

value of 89 correct words per minute (CWPM) . One score was equal to the
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buseline value and six were substantially asbove it.

Student 4332 had four reading scores either at or above her baseline value
of 110 CWPM and three scores below the baseline. Of the scores above the
baael;ne, two were slightly above and one was considerably above it. One
score (CWPM) was equal to the baseline value. The three reading scores below
the baseline were only slightly below it.

Student 4432 had six reading acores above her baseline, one was siightly
above, two were considerably above, and three were substant.lally above it.
The only score below the baseline was just slightly below it.

Student 4532 also had six reading scores.above hislindividual_baseline
value of 87 CWPM. All six scores were considerably above the baseline, with
the score below the baseline considerably below it.

Student 4632 also had six oral reading scores above her baaeyipe value of
79 CWPM. Five of the scores weré considerably above and one was svbstantially
;bove it. The only score below the baseline was just slightly below it.

Also with six oral reading scores above his baseline value cf 86 CWPM was
student 4732. One score.was slightly above, two were cousiderably above, and
three were substantially above the baseline value. One score was slightly
below this student's baseline value.

Student 4933 had one reading score considerably above his baseline value of
71 CWPM, with the other six below it. Of the sixz scores below the baseline,
four were slightly below, one was considerably below, and one substantially
b.low it.

In summary, 73% of Group LI's reading scores were above their baseline
values, with 27% of the scores below them.

Table 15 summarizes the results of individuals in Group LI.

42




Table 15 Student reading data: Group LI

Baseline Last Reading Overall Gain/Loss Weekly Mean Gain

Student.  CHEM CHPM in_CHPM Ber Reading in CHPM
#4232 B9 138 +49 +7.0
%4332 110 120 +10 +1.4
#4432 107 117 +10 +1.4
#4532 87 99 +12 +1.7
#4632 79 93 +14 +2.0 .
#4732 86 102 | +16 +2.3
#4933 71 66 -5 0.7
Group Mean 89.9 105.0 +15.1 | +2.2
Median 84.5 104.5  +11.2 +1.5
Rangea 71 to 110 66 to 138 -5 to +49 -0.7 to +7.0

The group bas .ine mean value was 89.9 and the CWPM mean value of the last
reading was 105.0. Six of the seven students i Group LI gained in the number
of words read correctly in one minute (CWPM) from the first to the last
reading, with one student showing a slight l0ss. The overall (from first to

last reading) mean gain per student was 15.1 CWPM. Students averaged a mean

gain of 2.2 CWPM per weekly reading.
Group HI

Student 4833 had six oral reading scores above and one score below her

baseline value of 120 correct words per minute (CWPM) (see Figure 11). Of the
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six scores above the baseline, two were slightly above and four were
substantially above it. One score was slightly below the baseline.

Student 5033 had five reading scores above and two below her baseline value
of 90 CWPM. One of the scores was slightly above the baseline, three were
considerably above, and one was substantially above it. Two scores were
slightly below this student's baseline.

Student 5133 had four reading scores above and three below his baseline
value of 71 CWPM. Of the four scores ahove the baseline, two were slightly
a. ve, one was considerably, and the other was substantially above it. Of the
three scores below the baseline, two were slightly below and one was

’
considerably beiow it.
In summary, 71% of Group HI's reading scores were above their individual

baseline values, with 29% of the scores below the baseline values.

Table 16 summarizes the results of students in Group HI.
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Table 16 Student reading data: Group HI

Baseline Last Reading 0verall‘Gain/Loss Weekly Mean Gain

Student CHNEM . CHEM in_CwpM Per Reading in CWPM
#4833 120 181 +61 | +8.7

#5033 30 112 +22 +3.1

#5133 71 77 + 6 +0.9

Group Mean 93.7 123.4 +29.7 +4.2

Madian 90.0 112.0 +22 | +3.1

Range 71 to 120 77 to 181 +6 to +61 +0.9 to +8.7

The group baseline mean value for Group HI was 93.7 CWPM and the CWPM mean
value of the last reading was 123.4. All three of the students in Group HI
gained in the number of words read correctly (CWPM) from the first to the list
reading. The overall mean gain per student was 29.7 CWPM, which reflects a
mean gain per weekly reading of 4.2 CWPM per student.

Group MH
Five out of six students (5234, 5334, 5534, 5634, 5734) in Group MH had six

out of seven oral reading scores above their individual baseline values (sece

Figure 12).

Student 5234, whose baseline score was 178 CWPM, had one score slightly

. above, one considerably above, and four substantially above his baseline. The
one score below tpe baseline was slightly below it.

Student 5334, with a baseline score of 109 CWPM, had one score slightly

above, three considerably above, and two substantially above her baseline.

The score below the baseline was substantiaily below it.
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Studenc 5534 had one score slightly above her baseline of 120 CWPM, with
the other five substantially above it. The score below the baseline was
considerably below it.

Of the six scores for student 5634, two were slightly above, three were
considerably above, and one was.substantially above her baseline value of 110
CWPM. The reading score below the baseline was considerably below.

Student 5734 had two scores slightly above, one considerably above, and
three substantially above his baseline value, which was 110 CWPM. The score
below the baseline was only slightly below it.

Student 5434 had seven out of seven oral reading scores above her baseline

’
value of 96 CWPM. One score was slightly above, three were considerzbly
above, and three were substantially above it.

Iq.summary, 88% of Group MH's oral reading scores were above their

individual baseline values, with 12% below the baseline values,

Table 17 summarizes the results of students in Group MH,
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Table 17 Student reading data: Group MH

Baseline Last Reading Overall Gain/Loss Weekly Mean Gain

Student, CWPM____ CWPEM in.CWPM Per Reading in CWPM
#5234 178 210 +32 +4.6
#5334 109 1185 ' + 6 +0.9
#5434 96 © 107 +11 +1.6
#5534 120 162 +42 +6.0
#5634 110 123 +13 +1,9
#5734 110 112 y2 +0.3
’
Group Mean 120.5 . 13@.2 +17.7 +2.5
Median 114.5 119.5 +14,5 +2.5

Range 96 to 178 107 to 210 +2 to +42 +0.3 to +6.0

The group baseline mean value was 120.5 CWPM and the CWC™ :ean value of the
last reading was 138.2. All six of the students in Group MH gained in the
number of words read correctly (CWPM) from the first to last reading.  The |
overall (from first to last reading) mean gain per student. was 17.7 CWPM. If
this value was dividea by the number «f opportunities to gain (rezadinga) the
resulting mean gain per weekly readiny was 2.5 CWPM per student.

Overall, seventeen out of nineteen students involved in Cycle III of the
PAC Proygram made gains on the CBM from the fi.st to the last reading. The
mean values, across all four groups, were as follows: 1) the mean baseline
value was 96.8 CWPM; 2) the mean number of words read on the last CBM reading
was 113.7 CWPM; 3) the mean gain from the first to the last reading was 17.0

CWPM; and; 4) the mean gz.in each week was 2.4 CWPM. Further, the percentage
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of reading scores, across all four groups, abuve individuai baseline values
was 71%, with 29% of the scores below the individual baseline values.
Neiting

The results ftor the students in Group BR are reported first, with the
results of those in Groups LI, HI, and MH following. A graphic display of
stude... performance within each group is included (see Figures 13, 14, 15, and
16). Individual students' writing scores are discussed in reference to their
baseline score, which is the number of words written on the first writing
prompt. It is also the first value plotted for the students on individual
graphs. The dotted line acrosé each graph represents the yroup's mean on each
writing. Following the discussion about each student's results is a table
that‘reflebts the siudent's baseline score, the number of words written in
three minutes on the last writing, the overall gain score (words written in
three minutes across the seven writings), and = weekly mean gain score.

In discussing the writing scores, the convention used for reading scores
was applied again. If a writing score was within eight words written of the
haseldine value, either above or helow, it was considered to be slightly above
or velow the baselina. TIf a writing score was between nine and seventeen
words of the baseline, either above or below, then the score was referred to
as considerably above oz below the baseline. Eighteen or more words above orn
below the baseline wvalue for any given student was referred to as
substantially above or below the baseline, Again, these critawia, ulthough
subjective, provided fox consistency in discussing individual results.
Sroup BR

Student 3931'3 writing scores wers above her baseline value of 30 words

written in three minutes (sen Figuxe 13} . ne score was slightly abowe, four
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wers considerably above, and one was substantially above the baseline value.

Student 4031 had two wrlting scores above and four below his baseline value
of 24 words written in three minutes. One score was slightly above and the
otheér was conaiderably above the baseline. The four scores below the baseline
were slightly below it,

Student 4131 had four writing scores above and two scores below his
baseline value. Three of the four scores above the baseline were sligh:ly
above it, with the other score considerably above it. The two scores below
the baseline were only slightly below it.

In sumﬁary, 67% of the writing scores in Group BR were above the incdividual
baseline values, with 33% below them.

Table 18 summarizes the results of students in Group BR

Table 18 Student writing data: Group BR

Baselin: fluency Overall Gain/Loss:

score (first Fluency score (from first to Weekly Mean Gain
Student  wziting) {last writing) last writing) per Writing
#3931 30 6 +16 +2.7
#4031 24 17 -7 -1,2
#4131 22 24 + 2 +0.3
Group Mean 25.3 29.0 +3.7 +0.5
Median 24.0 24.0 +2.0 +0.2
Range 22 to 30 17 to 46 ‘7 to 16 ~1.2 to 2.7

The baseline mean value was 25.3 words written in three minutes and %he
mean of the last writing was. 29,0 words. Two of the three students in Group

BR made gains, in terms of the number of words written in three minutes, from
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the first to the last writing. The overall mear gain per student was 3.7
words written (from first to last writing). The mean gain each week Eer
student was 0.6 words,

Group LI

All six of the writing scores for three of the students in Group LI were
above their individual baseline values (see Figure 14). Student 4232 had two
scores that were considerably abcve and four that were substantially above her
baseline value of 20 words written in three minutes.

Student 4532 had two scores that were slightly above and four scores that
were considerably above his baseline value of 15 Qords written in three

’
minutes.

Student 4632, whose writihg scores were all above her baseline value of 7
words written in three minutes, had two scores slightly above, three
considerably above and one substantially above the baseline.

Student 4332 had two writing scores above and four below her baseline value
of 35 words written in three minutes. One of the two scores above the
baseline was slightly above it and the other score was considerably above it.
Of the four scores below the baseline, three were slightly below and one was
considerably below it.

Student 4432 had three writing scores above and three below her baseline
value of 39 wouds written in three minutes. The three scores above the
baseline were slightly above it. Of the three scores below the baseline, two
were slightly below and one was substantially below it.

Finally, student 4732 had two writing scores above and four below his
baseline value of 22 words wrilten in three minutes. One of the scores was

3lightly above the baseline value and the ot.er was considerabl, above it.
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All of the four scores welow the baselina were slightly below it.
In summary, 69% of Group LI's writing scores were above the individual
baseline values and 31% of the scores were below them.

Table 19 presents the results of students in Group LI.

Table 19 Student writing data: Group LI

Baseline fluency Overall Gain/Loss
Score (first Fluency score (from first to Weekly Mean Gain
Student.  wxiting) diast_writing) last weitdng . per Writing
#4232 20 "44 +24 +4.0
#4332 35 45 +10 +1.7
#4432 . 39 40 +1 +0.«
#4532 15 18 + 3 +0.5
#4632 7 12 + 5 +0.8
44732 22 23 +1 0.2
Gxoup Maan 23.0 30.3 ' +7.3 +1.2
Madian 24.5 29.5 +7.0 ' +1.0
Range 7 to 39 12 to 45 +l to +24 +0.2 to +4.0

This group's mean baseline value was 23.0 words written in three minutes.
The mean number nf words written in three minutes on the last writing prompt
was 30.3. All scudents in Group LI made gains in terms of the number of Wwords
written in three minutes. The mean gain by the group was 7.3 words written in
three minutes. The mean gain in words written each week was 1.2.

Sroup HI
Five of six writing scores for two of the students in Group HI were .bove

their individual baseline values (see Figure 15). Both students (4933, 5033)
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had three scores that were slightly above und two scores considerably above
their baseline values. Student 4933 had a baseline value of 34 wo;ds written
in three minutes snd Student 5033 had a baseline value of 29 words.ﬁritten in
three minutes. Each of the scores that was below both of these students'
baseline values was in the slightly'below range.

Student 4833 had three scores abcve and three scores below her baseline
value of 69 words written in three minutes. The three scores above the
baseline value were in the slightly above range. Of the three scores below
the baseline two were slightly below and one was substantially below it.

Student 5133 had two writing scores. above and four scores below his
baseline value of 20‘words written in three minutes. One score was slightly
above and the other was considerably above the baseline. All four scores
below the baseline were slightly below it.

In summary, 62% of Group HI's writing scores wexe above their baseline
values and 38% were below the baseline values.

Table 20 presents the results of students in Group HI.
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Table 20 Student writing data: Group HI

Basel.ue fluency Overall Gain/Loss

Scoxre (first Fluency score (from first to Weekly Mean Gain
Student.  wxiting) {last writding) last writing)  per writing
#4833 69 75 ‘+6 +1.0
#4933 34 - 37 ‘+3 +0.5
#5033 29 . 30 +1 +0.2
#5133 20 27 +7 +1.2
Group Mean 38.0 42.3 +4.3 +0.7
Median 29.5 34.5 +3.5 +0.5
Range 20 to 75 27 to 69 +1 to +7 +0.2 to +1.2

Group H)'s baseline mean value was 38.0 words sritten in three minutes.
The mean number éf words written on the last prompt was 42.3. All students in
Group HI made gains from tne first to the last reaiing; however, these gains
were not substantial. The mean gain by the group from the first to the last
writing was 4.3 words. The mean gain in words written each week was 0.7.
Group MH

All of the writing scores for three of the students in Group MH were above
their individual baseline values (see Figure 16). Student 5234 had two scores
that were slightly 'bove, one score considerably above, and three scores
substantially above his baseline value 28 words iritten in three minutes.

btudent 5334 hacd two scores slightly above and four scores substantially
above he: baseline value of 32 words written in three minutes.

Five of student 5434's scores were considerably above the baseline, with

the sixth score substantially above it. The baseline value for this student
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w#s 3% words written in three minutes.

Student 5534 had five scores above and one score below her baseline value
of 62 words written in three minutes. Of the five scores above the basel ine,
four were considerably above it and one was substantially above it.

Student 5634 and student 5734 each had three writing scores above and three
scoxes below their individual baseline values. The baseline value for student
5634 was 67 words written in three minutes, and for student 5734 the value was
21 words written in three minutes. Both students had one score slightly above
anu two scores considerably above their baseline values. Student 5634 had oné
acore considerably below and two scores substantially below her baseline
value. Student 5734 had two scores slightly below and one score considerably
below his baseline value.

In summary, 81% of the writing scores in Group MH were ahove their
individual baseline values and 19% of the scores were below the. baseline
values,

Table 21 presents the results of students in Group MH.
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Table 2% Student writing data: Group MH

Bageline fluency Overall Gain/Loss

Score (first Fluency score (from first to Weekly Mean Gain
Swudent writing) dlast writing) — last writing) per yriting
#5234 28 62 +34 +5.7
#5334 32 74 +42 +7.0
#5434 39 31 +12 +2.0
#5534 62 6% + 4 +0.7
#5634 %7 84 417 +2.8
#5734 21 18 - 3 -0.5
Group Mean 41,5 ‘ 59,2 ' +17.7 +3.0
Maudian 34,5 64.5 +14.5 2.5
Range : 21 to 67 18 to 84 . =3 to +42 -0.5 to +7.0

- G

The group baseline mean valve was 41.5 words written in three minutes.
The mean number of words written on the last prompt was 59,2, Five of six

students in Group MH made rgains, though not substantial, in terms of the

“uumber of words weltten in three winutes, with one student showing a slight

10ss. There was a mean gair of i7.7 from the first to last welting,  Tne
mean gain in words written each week was 2.95.

Overall, seventeen out of nineteen students in this Cycle III PAC group
made gains in terms of the number of words writien in three minutes from the -
first to the last writing. The mean values, across all four growps, were as
£ollows: 1) the m2an baseline value was 32.0 words written in three minutes;
2) the mean number of words written on the last writing prompt was 40.2; 3)

the mean gain from the first to last writing was 8.2 words written in three '
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minutes, and; 4) the mean gain in words written <ach week was 1.37.

'Further, the percentage of writing scores, across‘all four groups, above
individual baseline values was 70%, with 30% of the scores below the
individual baseline values.

¥riting Task Difficulty Index.

Immediately after the completion of a writing prompt, the students
indicated, on an evaluation form, whether they felt the prompt was an easy oz
a difficult one for them to write about and to state reasens for their
response. This was done so that student perceptions regarding the difficulty
of the task could be determ:ned and to investigate the relationship betwesn
student perception of difficulty and actual fluency in writing.

Results are summarized in Table 22. The writing prompts ace ranked.cn the
basis of the mean number of words written in three minutes by all groups in
Cycle III on each prompt. Algo included are the pefcentag&s of studenty who
rated the prompt as either easy or difficult.

The range in number of wcrds written in three minutes was From 32.4 for the
prompt of Intarviews to 39.7 words for the prompt of Gond Exlends. The prompt
that was designated as "easy" by the highest percentage of students was
Landloxds (also labeled as easy by the highest peraeatage of students ln Cycle
II). The two prompts rated as difficult by tha highest percentaye of students
were Dream Date and Dear Abby Rank order cornelation between nunber of words
written and perception of difficulty was -.45. sStudents on the average did
not. produce fewer words when the topic was labeled by the g¢roup as
"difficult".

In almost avery instance, the most commonly cited reason for a prompt to be

rated as "easy" was that it was personal or that it regquired comuon sense.
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The two main reasons for a prompt to be rated as “"difficult" were poor

spelling, or not enough time.

Table 22 Writing fluency and difficulty index results: Cycle III

Mean number of

Rrompt, Yords Written Rasy - Rifficult

1. Goed Friends 39.7 67% 33%
2,  Hest Things 3.6 74% 26%
3. Dream Date 36.5 63% 37%
4. Dear Abhy 35.8 63% - 37%
9. New Identity 34.6 | ‘ 68% 2%
6., Landlords 33.9 84% 16%
7. 1Interviews 32.4 74% 2G%

Keliability and Validity of the Messuzes

Baasdag

Belisbility. The purpose for having the students read the six narrative
texts.at the beginning of the program was to establish relisbhility; that is,
to determine if each student would perform similarly on each text at each of
the three identified grade levels at one point in Lime. The students road aach
of the six texts consecutively and in one session. Texts were presented so
that each student would begin reading with the easiest text. Two of the texts
wexe fourth grade level, two ere sixth grade level and two were elghth grade
level, according to the Fry and SMOG readability formulae.

The selecticn reliability coefficients were as follows: .91 {(fourth grade
level narratives); .88 (sixth grade level selections), and; .92 (eighth grade

passages). Student performance at each of the levels was highly consistent,
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as indicated by the high coefficients.

Results of a repeated measures analysis of variance indicated that students
pexformed significantly better (F=89.19, p <.001) on ﬁhe fourth grade reading
passages than on the sixth and eighth grade passages. Performance on the

sixth and eighth grade passages appeared to be approximately the same (see

Table 23).

maﬁle 23 Passage reliability means and standard deviations

Passages Mean ' Standard Deviation
Fourth Grade 122,63 30.75
Sixth Grade 97.37 29.52
Eighth Grade 94.95 o 30.91

Criterion Related Validity. The students' pretest scaled scores on the
reading comprehension subtest of the California Achievement Test (CAT), Level
18, were correlated with their mean correct words per minute (CWPM) totals on
each of the passage readings obtained during the first week of the PAC
Program. When the students' pre CAT scores were correlated with their mean
CWPM totals on the fourth level texts, the resulting coefficient was .43. The
resulting correlation between tne pre CAT scores and the sixth grade level
texts was .40, The pre CAT scores with the eighth grade level texts yielded -
coefficient of .42,

The students' post CAT scaled scores were correlated with the students'

Correct words per minute (CWPM) totals on the last CBM reading. The resulting

coefficient was .18
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The students' posttest Woodcock grade equivalent grade scores were
correlated with the students' scores (CWPM) on the last CBM reading. The
resulting coefficient was 0.41,

The students’ posttest.scaled scores on the California Achievement Test
(CAT) were correlated with a teacher rating of each student's reading level.
This rating, or grade score, was assigned to each student by the teacher of
the group in which the student was placed, prior to the administration of the
posttest CAT. The resulting cocefficient was .60. The students' correct words
per minute (CWPM) totals on the last reading CF ' wece correlated with the
teacher rating of each student's reading level. The resulting coefficient was
.60,

Hriting

Interratex Reliability. The numbe» of words written (fluency) on each
prompt were counted by two raters. The interrater reliability coefficient was
.99 for each of the seven writing prompts.

Validity. The PAC students responded to a final writing prompt after
completing the seven weekly prompts. This prompt was scored using a holistic
scale with a range from 1 to 4. The two areas evaluated were ideas and
sentence structure.

The students' idea scores were correlated with the number of words written
on the last weekly writing prompt. The resulting coefficient was .32. Next,
the students' sentence structure scores were correlated with the number of
words on the last weekly prompt. The resulting coefficient was .11.

Evaluation
Readlng

Reclaion Meetings. At two predetermined times during Cycle III, the

59

L
=p)



research associate met with each PAC teacher individually to discuss the
progress of each of the students in their group. The meetings took place
after the students h#d completed the third and sisth readings. At the meeting,
the teacher and research associate looked at students' graphs to see how
students were performing in relation to their personal aim line.

There were five possible decisions for the teacher to consider. One, the
aim line could be left as it was and the readings at the appropriate level
would continue as planned. Two, the aim line, or goal, could be modified. If
this option was chosen, the mean of zll of the previous data points was used
to establish the baginning point .of the new aim line. The goal was taen
increased by three correct words per minute from this new beginning point.
Three, the teacher could modify or change the ij.struction for individunal
students in the group. Four, the level of reading materials could be changed.
For example, the Btudent could be asked to read texts at a lower reading
level. The fifth option was an “"other” category:; the teacher had the option
to suggest alternatives, if any of the other options were not appropriate.

Of the five possible options the only ones chosen by the teachers were to
continue as planned or to modify the aim line. Two of the teachers comment ed
that it was difficult to make any major changes such as to modify instruction
or curricula, with so few data points (readings) .

Teacher Survey. At the end of Cycle III the five teachers were asked to
complete a survey that addressed a variety of toplcs (see Appendix B for
teacher survey). The teachers used a four point rating scale to respond to
each item. A rating of 4 was "excellent", a 3, "good", a 2 was "fair", and 1,
"poor".

The teachers weie asked to rate the usefulness of the aim line on the
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student graphs, both for themselves and for their students. For t.hemselves,
aim line usefulness rating was 3.0, or "good". The inean rating of aim line
usefulness for students, as rated by the teachers, was 3.20. This value falis
within the "good" .o "excellent" range. These results indicated that the
teachers felt the aim lines were useful for their students and for themselves.

Next, the teachers were asked to rate the usefulness of the two conferences
with the research associate for reflecting on the progress of the students in
their group and for making decisions about the aim lines, instruction, test
materials and so on. The mean of the usefulness rating for reflecting on the
progress of the students in their group was 3.25. This value falls within the
"good" to "excellent"™ range. The mean of the usefulness rating for making
decisions about aim-lines, test m.terials, instruction and so on was 3.50.
“his value also falls within the "good" to "excellent" range on the four point
rating scale. These results suggest that, for these teachers, it was uséful
to have these conferences with the research associate as a means of monitoring
and reflecting on their students' progress. |

The teachers were then asked to rate whether the procedures used for both
reading and writing were outlined clearly. The reading and writing procedures
were rated separately. The mean rating for both the reading and writing
procedures was 4.0, or "excellent", All of the teachers felt that the
procedures were outlinea clearly.

The teachers were also asked to rate how easily they could follow the
procedures. The mean rating was 4.0, or "excellent". Tn assigning the
highest possible rating, all of the teachers felt that the procedures were

easy to follow.

Next, the teachers were asked to indicate the average amount of tiwe they
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spent with each student per reading session to share and discuss the student's
graph, to obtain the CBM reading fluency measurs, and to complete the data
summary sheet that was submitted to the research associate after eﬁch week's
reading. The average amount of time spent with each student per reading
session was four and a half minutes.

The teachers were then asked to rate their group's general response to
doing the reading and writing tasks. The mean for the reading task was 3.60
and the mean for the writing task was 2.25. The teachers perceived that the
students were more receptive to the reading task than to the writing task.

The last question addressed the issue of whether the teacher would choose

.to use these reading and writing tasks next year, if given the choice. If the

teachers had to administer and score the reading tasks themselveé, four of the
teachers would choose to use them and one would not. If they had someone to
assist them in administering and scoring the;reading tasks, four would choose
to use the tasks and one (the same one) would not. The teacher who chose not
to use the task next year felt that the reading task, as administergd, was
more appropriate for beginning readers requiring assistance with fluency. She
stated that, "the assessment would be more sensitive to students at that
[lower] level and be more helpful to the instructor."

All of the teachers, 100%, would choose to use the writing tasks next year,
even if they had to administer and score them themselves.

dtudent Suxvey. At the end of Cycle III, the students were asked to answer
questions on a student survey (see Appendix C for student survey). The survey
was administered after their final reading task. The teacher read the
questions and recorded the student's answers. A four point scale was used for

this survey, with four being the highest rating and one the lowest.
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AR e ST A T S e S E Y SN Bt et

The students were first asked whether they enjoyed doing the one minute
readings each week. The mean was 3.50 on the four point scale. Eighty-nine
percent of the students enjoyed the readings all or most of the time. The
other 11% enjoyed the readings some of the time.

The students were asked whether they saw and discussed their personal graph
before the reading each week. The mean was 3.32. Eighty-four percent
indicated that they saw their graph all or most of the time. Eleven percent
saw their graph some of the time and 5% reported that they never saw the
graph.

Next, they were asked whether they felt that the aim line motivated them to
try to achieve their weekly goal. The mean was 3;95. Ninety-five percent of
the students felt that the aim line was motivating all of the time. The other
5% found the aim line motivating most of the time. This result is consistent
with the results reported earlier on.the teacher survey form regarding teacher
perdeptions of the usefulness of the aim line for the students. The teachers
indicated that they felt. the aim lines were very useful for their students.,

The students were‘Lhen asked how often they met their personal weekly goal.
The mean was 2.84. The majority of the students, 74%, felt that they met
their goal most of the time. Five percent felt they met their goal all of the
time and 21% felt they met their goal some of the time. None of the students
reported that they never met their goal.

When asked if these one minute readings helped them to improve their
reading, 68% reported that they felt the readings helped a great deal and 32%
felt that they helped quite a bit. The mean was 3.68 on the kour point scale.

The students were asked the following three open-ended questions: 1) what

they liked the best about the readings; 2) what they liked least about them
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and; 3) what the purpose of the readings was.
Some students had difficulty reporting only one "best" thing, so they often

reported more. Twelve different comments were made, with 25 comments made in

all (see Table 24).

Table 24 Student comments about what they liked best about doing the one

minute oral readings.

Number of students who

Comments made. the comment.
Looking at my graph and seeing the inprovement. 4
Helped me to improve my reading. 3
Helped me to "speed up" my -reading (fluency). 3
Helped me to see how fast I could read (fluency), 3

without making mistakes (accuracy).

Forced me to practice reading. | T2
Helped me with my vocabulary. 2
The teacher explained a bit about the story 2
before I read it. :

Liked to just read. 2
Helped me to read aloud without being shy. 1
Learned information from reading. | 1
Helped me to comprehend. 1
Showed me where I made mistakes. | 1

Seven students reported that there was nothing they disliked about the
one minute oral readings. The most frequently mentioned negative comments
were: (a) "being timed" when doing the oral reading (5 individuals), and (b)

reading aloud (4 individuals) (see Table 25).
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Table 25 Student comments about what they liked least about doing the one

minute oral readings.

Comments Number of students who
made the comment
Being timed (made me nervous). 5
Making mistakes; reading out loud | 4
Being interrupted from r:lass. 1
When I did not reach my goal. 1
Not finishing the whole story. | 1

2

Again, when it came to making comments about the purpose of the rcadings,
the students had difficulty limiting themselves to one comment. As a result,

nine different comments were made, with 26 made in all (See Table 26).
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Table 26 Student comments about the purpose(s) of the one minute readings.

Cemment.s Number of students who
made the comment .
To build my reading skills/knowledge. 6
To see how we were at reading. . 5
To see how fast we could read (fluency). 5
To see our improvement, 4
To help the teacher see how she could help us 2

improve our reading.

To help me build my reading confidence. 1
To evaluate what we had learned in class each 1
week.

To see how fast (fluency) we could read and how 1

clearly (accuracy} the words came out.

To see what my reading level was. 1

Overall, student responses to the survey questions were positive.
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Chapthr v
Findings, cdncluaions, and Recommendations

The overall purpose or this project was to develop and test curriculum
based measures and procedures with aduits enrolled in an adult basic education
program. The specific objectives were to: (a) develop and test curriculum
based measures and procedures with students in Cycle I; (b) evaluate the
curriculum based measures and procedures that were modified as a result of
Cycle I findings, and use in Cycle II; and (c) implement and fest the use of
the modified reading and writing measures and procedures in Cycle 1III,
investigating the validity, reliability, and feasibility of these curriculum
based measures., The information below summarizes the Findings of the entire
year's efforts.

Findings

Reading
1. The wmost efficient and feasible measure of reading performance was the
repeated oral reading procedure (1 minute readings), conducted once a week.
This measure enabled teachers to chart and monitor the performance of adults
consistertly and efficiently. Several different procedures (retellings,
vocabulary definitions, 1 minute silent readings) were‘investigated; however,
because of the ease of administering the oral reacling procedure, in addition
to the evidence that oral reading fluency measures correlate highly with other
measures of reading performance (Fuchs, 1986; Fuch, 1988), the one minute oral
readings became the primary procedure used in the program,

2. Alternate form reliability coefficients calculated during Cycle II

indicated that performance on narrative material (.94) was more reliable than

performance on expository material (.68). ve suspect that unfamiliarity with
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topic and text structure in expository material may have affected consistency
in performance on the expository material, since readability was controlled on
all passages.

3. Alternate form reliability of the oral reading fluency measures on
narrative passages, established by having students read two selections at
three different levels, was high (Cycle III). Coefficients were .91 on fourth
grade passages; .88 on fifth grade passages, and .92 on eighth grade passages.
Results of a repeated measures ANOVA indicated that students performed
significantly better (F=89.,79, P <.001) on the fourth grade passages.
Performance on the sixth and eighth grade passayes appeared to be
approximatelv the same.

4. Interrater reliability, calculatec. using percent agreement between two
raters, was also high (number of words read correctly in one minute, 98.8%;
total number of words read in one minute, 99.7%).

5. Criterion related validity coefficients of the oral reading fluency
measures proved somewhat inconsistent. Correlating performance (scaled
scores) on the CAT reading comprehension subtest, level 18, administered prior
to program admission, with the first oral reading fluency measure yielded
coéfficients of .57 (Cycle I), .24 (Cycle II), and .43 (Cycle III) on fourth
grade passages, Correlating performance on the CAT posttest with the last
oral reading measure yielded coefficients of .62 (Cycle I), .49 (Cycle II),
and .18 (Cy:zle III). The correlations between the grade equivalent scores on
the Woodcock Word Recognition Subtest (posttest) and final oral reading
fluency measures were .41 (Cycle I), .12 (Cycle II), and .41 (Cycle III).

Correlating a teacher estimated reading level at the eqd of Cycle III for

each student with the last oral reading fluency measure, yielded a validity
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coefficient of .60. (The correlation between the post CAT scores and teacher
grade also yielded a coefficient of .60).

The inconsistent vali&ity coefficients between the standardized
comprehension measures and the CBM's may be caused by several factors: (1) the
small sample size; (2) the restricted range in'reading performance of these
individuals on both the standardized measures and the CBM's and; (3) the fact
that these procedures may be measuring different aspects of the reading
processes. This is cercainly an area requiring further study.

6. The aim line, used in the final cycle, proved to be an important ancl
useful part of the CBM procedures. Both teachers -and students responded
positively to the aim 1line. Teachers and students commented on the
motivational aspect of the aim line. Teachers felt the aim line could be uced
effectively to make instructional decisions. The decision to establish an aim
line based upon a gain of 3 words per reading and then to modify the line as
the student p.oaoressed through the program, proved to be a useful one. (The
three woras nain per reading was determined based upon the actual average gain
of students per reading sample in the first two cycles).

7. Teachers found the oral reading fluenzy measures to be informative and
easy to use. The average émount of time spent with each student per testing
session (in Cycle III) was ~ ‘r and a half minutes.

8. Students were also receptive to the measures: they generally enjoyed
doing the one minute readings and most felt that these one minute readings
helped them to improve their reading. Students appreciated seeing their
graphs. The two most frequently mentioned negative comments related to the
"timing" aspect of the measures and concerns about reading aloud.

9. In Cycle III, seventeen of the nineteen students (89%) evidenced gains
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on the oral reading measures. 1In Cycle III, the mean gain of the group on the
CBM's was 17.0 CWPM. Using the CAT posttest scores, 16 of 19, or 84% of the
students in this cycle evidenced gain. The mean gain on the CAT in this cycle
was a grade equivalent score of 1.6,

In Cycle TI, 13 of 15 (87%) of the students evidenced gain on the CBM's and
9 of 15 (60%) on the CAT posttest. ‘The mean gain of this group on the CBM's

was 10.6 CWPM. 1In this cycle,.mean gain on the CAT was a crade equivalent

scoxe of .S,

Hriting

1. The writing fiuency procedure (3 minute writing sample) proved to be an
efficient and feasible means of monitoring the writing of students in the
program. Changes in procedures from Cycle I to Cycle III included: (1)
establishment of a one-minute think time for students, before actual writing
began; (2) refinement and modification of topics so that they were of inﬁerest
to students and also related to students; experiences and needs.

2. Interrater reliability was extremely high, with a reliability
caefficient of .99 between two raters based upon the number of Qords written
for e@ach of the writing prompts,

3. Since no formal measures of writing or grammar were given in this adult
literacy program, the only measure of criterion validity calculated was that
between the fluency measure (CBM) and a holistic scoring calculated on a final
untimed writing sample. The correlation between the final fluency scores
(CBM's) and the idea scores obtained on the untimed prompt was .32. The
corralation between the final fluency scores and sentence structure on the

untimed prompts was .11.

4, The aim line, instituted in the final cycle, was highly val-:ed by both
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teachers and students. The aim line was increased by two words per writing
based upon average gain of students in previous cycles,

5. All teachsrs indicated that the writing procedure was helpful and that
they would continue to use it in the future. However, teachers did indicate
that students were not as receptive to the writing task as they were to the
reading task.

6. Seventeen of the nineteen students in Cycle III (89%) evidenced gains
on the writing fluency measure. Overall, the mean gain for the group in Cycle
III was 8:2 words/3 minutes,

Thirteen of the fifteen students in Cycle II (87%) evidenced gain on the
writing fluency measures. The mean gain of the group in Cycle II was 12.7
words/3 minutes.

7. The rankinys of students' perception of the difficulty of each prompt
correlated negatively with the rankings of the writing samples, basecd upon
number of words written. Overall the results suggested that there was no
relationship between the group's perception of the difficulty of each prompt
.and the group's actual performance.

Conclusions

Reading

1. The one minute oral readings, which were administered once a week, were
an efficient and reliable means of measuring and monitoring reading
performance of adults in a basic adult literacy program, with adults who read
from beginning reading level through eighth grade level. Materials used
throughout the project were at the estimated instructional level of the group
of students, and results suggested that this prccedure of using instructional

level material, rather than higher level material, should be continued to

71

108




minimize student frustration and feelings of anxiety. The aim line was also
an imporcant aspect of the procedures and was efiective as a mhans of
monitoring studen: progress and as an jindicator of the need to modify
lnstruction.

Rrogram Evaluation. The oral reading fluency measures were one of several
measures used to assess the effectiveness of the program. Students showed
evidence of gains on both the CBM measures and the standardized measures, and
the CBM measures were particularly sensitive to gains in the short term
program. However, at this stage, the CBM's should really only be considered
as one indicator of program evaluation.

'nxining

1. The three minute writing samples, which were administered once a week,
were useful for monitoring learrning of students. Topics selected should be
those of interest to £ge students and should be based upon their experiences.
An unexpected finding was that the difficulty of the writing task, as
perceived by students, related negatively to number -of words written.
Overall, there was no relationship between the group's perception of topic
difficulty and actual performance.

Erogram Fvaluation. The writing fluency measure were one of the measures'
used to assess program effectivenes s, Students in this project showed
evidence of making gains, although not substantiai, on the CBM procedure for

writing. However, at this stage, the CBM's should really only be considered

as one indicator of program evaluation.
Genezxal

Results of this project suggested that CBM measures of reading and writing

can be useful in an adult basic education program because of their feasibility
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and reliability in monitoring the performance of adults. They provided a
built~in mechanism for tracking performance. Moreover, they were extremely
motivational for adult students who could'track their performance over the
course of the program. Finally, the procedures provided a supplement to the
current evaluation tool, the standardized tests given as pro-post measures.,
However, as useful as these CBM measures were, they are only one means of
monitoring performance. They should not dictate program emphasis or
approaches (i.e., if a student is poor in oral fluency, there should be much
more practice in oral reading. The teacher must focus on the instructional
needs of the students (decoding, vocabulary, or comprehension), with the
expectation that growth in anf area of reading will be reflected in the oral
reading performance of the students.
Discussion

Results of this project indicated that the curriculum based measures in
reading and writing were effective in helping teachers monitor the ongoing
progress of the adults. Teachers and students responded favorably to the
measures; teachers indicated that they would continue to use the procedures in
future programs. Yet these procedures cannot be used unless there is time
allotted for administration and training provided for staff as to their use,

Iime fox administration. Given that the CBM's are repeated and frequent
measures, time had to be allocated within each week of instruction for
administcation and analysis of results, In this project, the Project
Coordinator assisted with the actual administration and interpretation of the
measures, Moreover, the Project Coordinator assumed responsibility for
organizing the materials that would be used for testing. Any program that

implemented CBM's would need to plan carefully so that materials could bé
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selected (perhaps before the program began), and to make decisions about how
and when CBM's would be administered.

Moreover, i1f the program were one in which teachers worked with groups,
various management decisions would need to be considered (what other students
will do when one student is being tested). The use of an aide would certainly
facilitate testing in such a program.

Staff Development.. Instructors who are not familiar with CBM's could
benefit from staff development gsessions so that they have some understanding
of the rationale for such measures, ideas for selecting materials, coding oral
reading, establishment of aim line, and use of the graph for modifying
instructién. The User's Guide developed as part of this project shoﬁld be a
helpful document in staff training.

Racommendations

1. There is a need for continued reséarch regarding the vaiidity of CBM
measures with adult populations, both the reading and writing procedures. a
larger and more hetergeneous sample of adults would be helpful in assessing
the validity of these measures.

2. There is a continued need to investigate the viability of these and
similar procedures with other groups of adult students reading at higher
levels and in different types of programs. Now that procedures have been
streamlined and some baseline data have been collected, there is much
opportunity to implement these procedures in various programs and to share
results,

3. Investigations regarding criteria for establishing and modifying the
aim line, for both the reading and writing measures, should be conducted. 1In

this project, criteria for establishing the aim line were determined based
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upon average group gains (an arbitrary figure that provided a starting'point).
However, research in which various criteria for establishing aim lines are
studied would provide important information to those interested 4in using
curriculum based measures as a means of monitoring individual student
progress,

.4. Research is needed on whether students can be accurately "placed" into
reading materials, using results from curriculum based measures.
Establishmen; of norms regarding adult ﬁerformance on oral reading materials
would be helpful in making determinations about placement. At the present
time in adult programs, placement decisions based on the resulés of a
comprehensive battery of tests may be too time consuming, thus reducing
in;tructional opportunities. Other alternatives include making placement
decisions based on a single standardized test score or using CBM's by
thems2lves, or as ; supplement to other forms of testing that are used for
placement decisions. However, the validity of using any of these procedures
for placement in adult programs need$ ;o be established.

5. The use of.CBM's as an indicator of the effectiveness of a program for
adults should continue to be studied. Because many adult programs are of
short duration, and since standardized test results do not tend to be
sensitive to gains in such short periods, CBM gains may prove to be helpful to
educators as an alternative or supplement to standardized indicators of
effaective programming.

6. Continue te investigate other reading procedures for obtaining
curriculum based measures. Although the oral reading samples were highly
effective, the;e are several concesns: {1) negative reaction by adults to

reading aloud, and (2) need for individual assessment. The use of the
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computer to obtain reading data might also be investigated.
7. Continue to investigate writing procedures other than fluency for
obtaining curriculum based measures, particularly with adults who have more

sophisticated writing skills than the adults in this program.
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PART II

INSTRUCTOR'S GUIDE




Guide to Using Curriculum Based Measures of
Reading and wriginq in an Adult Literacy Program
The procedures and materials provided in this user's guide were developed

based on results of a 310 project funded by the Pennsylvania Department of

Education during the 1988-89 year. These curriculum based measures (CBM's)

were implemented in an adult literacy program (PAC) at the University of
pittsburgh,

'Adult educators are encouraged to utilize these approaches, to study their
effectiveness in monitoring progress of students and to suggest modifications,
based. upon experiences with adults reading at various levels and with
different instructional needs. Although the CBM's were used with groups of
students, these procedures would be particularly useful to those working with
adults on an individual basis. Although it may take some time to select and
crganize the materials necessary to utilize these procedures, once materials
have been selected, the actual implementation of the procedures is efficient
and useful,

The guide is divided into two sections: (1) directions and guidelines fou
using curriculum based procedures for monitoring progress of students in an
adult literacy program; and (2) suggestions/ideas for implementation developed
by teachers in the PAC project. Samples ot the materials and charting

procedures used in the program are in Appendices D to J.
Mondtoring Progress of Adults in Reading and Writing

The need for more efficient and reliable instruments to determine the
ongoing progress of adults has been cited as a high priority for those
interested in adult basic education. Curriculum based measures provide one

alternative to the standardized tests generally used in most programs,
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Curriculum based measures are short tasks administered at frequent
intervals to permit instructors to determine the effectiveness of their
teaching and to make necessary modifications in instruction. These procedure:s
tend to be sensitive to growth in performance over relatively short durations,
an important characteristic for adults who are eager to learn as much as
possible in a short amount of time. The two curriculum based tasks described
below are: (a) oral reading fluency (number of words read correctly in one
minute); (b) writing fluency (number of words written during a three minute
writing task).

Reading. The procedure used to monitor growth in reading was a secies of one
minute oral readings admi-istered once a week to students on an individual

basis. Specific directions and-guidelines for implementing these procedures

are described below.

1. Determine Jlevels at which students will read. The adults in PAC -ead
materials that were at their instructional lovels (the level at which the
teacher was working with students). We suggest beginning with maﬁerials at
that level (to provide initial success and build confidence), and then to
change levels, if necessary, as the student progresses through the program.
The instructional level can be determined from the results of a standardized
test, an informal reading inventory, or on the basis of teacher judgment and

diagnostic teaching. Once this level has been determined, obtain passages

written at that level.

2. Selection and preparation of materials. Although material can be selected

from any source, the following guidelines were found to be helpful.
a. Select materials from those available in the literacy program so that

they are of interest to adults. Moreover, there are many materials of high
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interest, low readability, that often can be used for these measures,
Narrative (stoxy type) materials provided more consistent results than did
expository or informat;op type passages in this project.
b. Select passages from various graded materials; otherwise, calculate
the readability of the passage using the FRY readability formula (Fry,
1968) .
c. Randomly select passages of at least 300 words from these materials
for the oral reading procedures. Make a copy for teacher coding or prepare
a coding format sheet such as the omne in Appendix D. fThis format was used
so that teachers could calculate the number of words read easily and

" efficiently. |
d. Read through the passages and prepare a short purpose statement that.
will give the student some prior information about what he/she will be
reading and help the student relate the text material £o his/her prior
knowledge. (e.g., This selection is about a man, who, when he pulls into a
truck stop for a coffee, does not see what he expects to see).

3. .ocedure tion. Follow these procedures each time a student

reads orally.

Materials Needed: text material for student (marked so that the studen:
knows where to begin, or retyped) (see aAppendix E); copy of text material
for teacher or format sheet (see Appendix D for sample); stopwatch.

a. Show each student his/her graph before the student begins reading so

that student has a sense of what was accomplished during the previous

reading.

b. Read instructions to students. "I'm going to have you read one

selection aloud each week. You will read the selection for one minute
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enly. It is importaut that you read as quickly and as carefully as you

can. I will be timing you so that we can keep track of your reading and to

help me plan my lessons better.”

c. Read the prompt that you have developed for the student for that

specific passage.

d. Point to the first word of the selection (on the student's copy) and

tell the student to begin reading.

e. Begin timing as soon as the student begins to read. The student reads

for one minute only.

£. On the teacher copy of the text, put a line though words that the

student has difficulty with ox omits. (Teachers may aiso cbde miscues as

to types for more diagnostic information). For additional information

about coding, see Appendix F),

q. If a student spends 5 seconds on a wo;d'and is still unable to decode

it, pronouncé the word s) that the student can continue reading.

h. When students have completed reading, commend them for their efforts

(Good job, Sue!; You really tried hard on that passage, Jim). You may alsc

wish to provide feedback about the student's performance by giving an

estimate of what the student's score (CWPM) was.
4, ng_the . Calculate the number Hf words read and the number of
miscues made. The correct word per minute is calculated by subtracting the
number of miscues from the total number of words read. (The student read 45
Wworus and substituted 4 words in the text, resulting in a score of 41 CwWpPM).
(See appendix F for suggestions on how te count miscues, and Appendix 6 for
xecording student reading data). The CWPM is placed on a graph {(appendix H).

The grapnh provides an important means of sharing information with the student:
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and charting progress.
5. Determipe an aim line. One of the important parts of the procedure is the
establishment of an aim line, or goal, for each student. The aim line
provides a standard by which.each student can determine whether he/she is
making progress in the program. To establish an aim line, first obtain a
baseline score for each student by calculating the average of at least the
first two readings. specific procedures are:
a, Establish baseline level (student read 82'and 85 correct words per
minute on the first two readings; the baseline, therefore, was 84 sorrect
words per minute).
b. Determine the number of one minute readings to be administered during
the program. There should be at least one reading a week, and if possible,
two.
c. Determine the final goal. (In order to establish'an aim line quickly,
given tﬁe 10 week program, and based upon the performance of adults in PAC,
we calculated our aim line based upon an average gain of 3 words per
reading) . Example of calculation:
Step 1: Baseline (average of first two readings) 82 + 85 = 84 CWpPM
Step 2: Number of readings after baseline readings: 10
Step 3: Multiply estimated gain/per readings* x number of readings
to obtain estimated total gain (3 x 10 = 30)
Step 4: Add baseline plus estimated total to obtain final goal (84
CWPM + 30 = 114 CWPM), |
*One could calculate estimated gain/per reading for each student based upon
the average gain of the first three readings (e.g.,_82, 85, 83 = +1 estimated

gain/readinrg) and calculate the aim line based upon these data. The critical
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peint is that the aim line can be modified based upcn the ongoiug performance
of the individual student.

d. Draw the aim line on the graph and share with the stu@ent. Explain

that this goal is increased by 'x' number of words a reading (thus the

slanted aim °* . ahd that it may change as instruction progresses.

ise the aim . ie_for monitoring instruction. If students are making
steady progress toward their goals, the aim line can be left as is, and °
instruction can proceed. However, if stu&ents are noct makiry steady progress
toward their weekly goals {two consecutive readings fall below the aim line),
several options can be considered.

a. The aim line, or goal, can be modified. 1In this case, calc;late the

average gain, (using all of the previous data points) to establish the

beginning point of a new aim line.

b. The teacher could modify or change the instruction for that student.

c. The level of reading materials could be changed., For example, the

student could be asked to read a lower cor higher level text.

d. The teacher may also consider other alternatives, based upon

experiences with the student.
7. Sharing the results. After the first reading; show students their graphs
and explain the aim line. It is important for students to see what they have
accomplished and to havé a goal. (A strategy used in the project was to
calculate quickly the CWPM and share this information with the student
immediately after the reading, and then to explain that this was an "estimated
point™ and that the student would see the "actual" score just before the next

reading., This immediate feedback was appreciated by the students.)

8. Additdonal coption. Discuss with students any pattern of incorrect
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responses of miscues. 1In this way, the readinys can be used for instructional
purposes. Morxeover, the adults appreciated immediate feedback about words
that they experienced difficulty with during the readings.

Mriting. The procedure recommended for use is a 3 minute writing sample,
administered at least once a ‘"eek. The writing sample can be administered to
small groups of students or on an individual basis. The procedure includes a
¢ne minute "think" time during which students are giveh an opportunity to
mentally organize their thoughts. The criterion used to assess growth is
fluency or number of words written in three minutes.

l. Selecting prompts. Select a number of topics that are of interest to your
students and that relate to experiences that they may have had. (A lisf of

prompts successful in this project are listed in Appendix I.

2. Procedures for administration. These procedures are used each time a

student doas a writing sample.

Necessary materials: stopwatch for timing, writing prompt, pen or pencil.
a.Read the following instructions to student(s). "I am going to have you
do some writing. Tre wrating will only take three minutes. I will read
the writing task that you ars to write about to you as you follow along on
your paper. The goal is to see if having you write in this manner will
help you to improve your writing. I would encourage you to try to write as
much as you can about the topic. If yra want to use a word that you are
not sure of how to spell, simply leave a blank or put down the first letter

and leave the rest biank. Demcastrate for students on a board or a sheet

of paper.

The boy jumped over the .
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The boy jumped over the £_ .

Please do not worry about your spelliné, I am most interested in two
things: your ideas and how many words you can write in three minutes.
b. Give the student the writing prompt and read the prompt aloud as
students follow.
c. Give students one minute to think about the prompt. Encourage the
student to r ke notes on his/her paper if she/he wishes. This preparation
is done individually by each student.
d. When told to begin writing, the student writes as much as he/she can
in three minutes.
e. When 3 minutes are over, tell students to stop writing and collect the
prompts. You may choose to discuss the topic and to share orally the
students’' responses to the prompt.
3. ﬁ:nnh_nhﬂ_xeapltg. Calculate the nﬁmber of w.cds written and place this
number on a graph (see Appendix J). (Fluency was determined by counting the
number of words written; there was no effort to look at corvectness of
spelling. 1In this project, when students left "blanks" for words they did not
know how to spell, these were nat counted as words written). Again, the graph
provided an important means of sharing information with the student and
charting progress.
4. Determine an aim line. To establish an aim line, first obtain a baseline
score for each student by averaging the results of the first two writings.
Specific pronedures follow:
a. Determine baseline level (average number of words written on first two

writing samples).

b. Determine the number of 3 minute writings to be administered during
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the program. There should be at least one writing sample administered each
week.
c. Determine the final gos” In order to establish an aim line quickly
and based upon the perxformance of adults in PAC, an aim line was calculated
b#sed upon the average gain in writing fluency of 2 words/per writing
sample. (Example of calculation).
Step 1: Establish baseline: Average of first‘two writings (19, 22
words per 3 minute writing = baseline of 21).
Step 2: Number of writings after baseline = 10
Step 3: Multiply estimated gain/per writing* times number of
writings after baseline to obtain estimated total gain (2 x
10 = 20).
Step 4: Add baseline plus estimated tctal gain to obtain final goal
(21 + 20 = 41)
*Ore could calculate estimated gain per writing for each student based upon
the average gain of the first three writing samples (e.g., 19, 22, 23 = +4
estimated gain/writing) and calculate the aim line based upon these data. The
critical point is that the aim line can be modified based upon the ongoing
performance of individual studénts.
d. Draw the aim line on the graph and share with the student. Explain
that this goal is a starting‘point and that it may change as instrucﬁion
progresses,
9. Use the aim line for monitoring instruction. If students are meking
steady progress towards their goal, the aim line can be left as is, and
instruction can proceed. However, if students are not making steady progress

towards their weekly goal (two consecutive writing measures fall below the aim
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line), several options can be considered by the teacher.
a. The aim line, or goal, can be modified. In this case, the average gain
of all of the previous data poincs éan be used to establish the heginning
point of a new aim line.
b. The teacher could modify or change the instruction fqr that student.
¢. The teacher may also consider other alternatives, based upon his/her
experiences with tha student.
6. Share the resylts. After calculating the writing fluency score, share the
graph with the student and explain the aim line. It is important for students
. to see what they have accomplished.
7. Additional option. The writing samples can be used to obtain additional
diagnostic information or to provide probes for instruction. As a diagnostic
tool, the teacher can observe various spelling or grammatical errors that may
be addressed at another time in the program. ‘Inatructionally, the prompts can
be used to lead into other writing activities related to a specific topic.
Moreover, the topics of the prompts can be used for discussion after the
writing samples have been completed. Students may share their responses and
discuss differences and similarities. Teachers may also, once they have

calculated the words/3 minutes, ask students to write more about that specific

topic.

The ideas and suggestions below were contributed by the PAC teachers on the

basis of their experiences with implementing CBM's with adult students during

the 1988-89 school year. The practical nature of their suggestions should be
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helpful to those interested in using these procedures, either with individuals

or with a group.
Reading Procedures

Refore Administration
1. Read directions very carefully before administering materials. This is
important so that you are familiar with the materials before yoﬁ introduce
them to students,
2. Prepare materials ahead of time. If possible, put students' names and the
date -on each paﬁer to save class time when you are actually working with
students. Have everything needed (timer, student reading page, response
sheets for instructor, graph),.
3. Read instructions to the student (which should include the purpose for the
CBM's) and prompt for the passage the student will read.
4. Read passage to become familiar.with the reading before instructing
Students to begin. It helps with coding.
5. Show students thé goal line prior to each reading. We found the graphs to
be extremely motivating with students.
6. Try to relax the student with casual conversation before the reading. This
gives the instructor a chance to see each student individually. Then if it
is necessary, a longer conference time could be set up at a later date. 1It's
helpful to touch base with each student at a personal level at least once each
week. A
7. Be flexible with testing schedule - we all have bad days. We had students
who would come to class influenced by what had happened at home that morning.
In some cases it was necessary to reschedule them to read the following day.

8. Choose high interest reading material.
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After Reading
1, Aftgr first reading, show students their graph and explain the goal line.
It is :éally important for students to see how they have done and to have a
goal. It's especially important that they see the graph right before they
read, not a day before.
2. Code as the student reads and then calculate correct words per minute
(CWPM). Share this information with students to give them an idea of where
theix point would be on the graph. Be sure to explain that this is an
estimated point and that you will show them next week exactly how they did.
This immediate feedback is appreciated by students.
3. Discuss with students their incorrect responses. Often students would want
immediate feedback about words they had stumbled over during their reading.
4. If time permits, figure the CwpM point for the graph at the end of eagh
reading so students can see if progresé was made.
5. Be open to adjusting the aim line after, if necessary. It will defeat the
purpose of the goal line if students are continually way above or below.
Suggestions for implementation with large group or whole classroom.
1. During reading class the teacher can test five or six studerts each day
while the others arxe working independently. This could be done at the very
beginning of reading class. Show students their graphs before reading new
passages each week. This helps motivate students to read more accurately.
2. An aide could tape record student readings and cross off any reading errors
that the student might make during the reading. They could also put a small
"c" where a self correction has been made. Then the teacher could use the

aide's material or do a miscue analysis after the class period. This may save

class time but could cause additional work for the teacher. If the teachef
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wishes to see only the readings.and what errors were made, taping the session
may be an option.

3. Teachers could team teach with another instructor during reading class.
One could be rasponsible for the reading lessons while the other administered
the CBM's. They could alternate this schedule each week, sharing the
preparation for CBM's.

4. Plan a lesson in which the students will work in groups or individually
after an initial introduction of the 1lesson. Once the class is working'
independently and the teacher has circled the room to answer questions,
students can be pulled one at a time for administering the CBM's,

¥riting Procedures

1. If presenting a writing prompt with a large class, be sure (if the written
prompt is not given to each student), to write it on the board or have it on
én overhead. Students need to se;.and hear the prompt.

2. Develop prompts that will be of interest to students. Be aware of grade
level, outside interests, and subject matter.

3. Show students their goal line before they write each week.

4. Remind students each week that you are not checking their spelling and that
they can leave a blank if they are unsure of how a word is spelled. Encourage
them to attempt spelling all words.

5. Ten minutes should be ant aside each week, if possible on ihe same day, 30
the stqdents get into the routine of knowing when the writing sample will be
administered. This should help ease the apprehension that some feel about
timed writings. The timé it took to calculate results for the writing samples
was usually minimal, depending on how much the students wrote.

6. writing prompts can be administered to small groups or whole classes. The
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method chesen will not affect class time instruction because the writing
samples can be used as a lesson.

7. The prompt can be used for discussion after the'writing sample. For
example, the students wanted to discuss what changes they would make to an
apartment if they were the landlord. They wanted to see what their classmates
had said and they wanted to share their ideas about what a landlord should
change and why.

8. Prompts can also be used to lead into other writing activities, either
individual or group activities. wWith the prompt about the apartments and the
landlord, students could write letters and work on the appropriate format for
them.

9. These timed writings should only be a part of éhe whole writing program.
We recommend a timed writing should be admininstered once a week in addition
to a more complete writing program. Having students write under a time limit
can create pressure and it may take students time to become accustomed to this
task. They should learn to do this in addition to other fqrms of writing.
10.If students are really concerned about misspe’led words, they could begin
to keep a spelling log.

11. students could keep a daily journal. Writing enables students to become
more attuned to their experiences and emotions on paper. In other words,

writing helps them to find and express their "inner voice".
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39 3 1 1 1 33 394 513 4.2 4,7 117 21 3.0
40 3 1 1 2 2 2 478 476 3.3 3.1 76 6 0.9
41 3 1 1 2 1l - 299 395 2.8 3.6 80 -3 ~-0.4
42 3 2 1 1, 22 436 496. 6.9 8.3 138 . 49 7.0
43 3 2 1 1 32 465 504 4.2 4.4 120 10 1.4
4 3 2 1 1 2 2 377 465 5.6 6.2 117 10 1.4
45 3 2 1 2 33 476 551 3.9 4.8 9¢ 12 1.7
46 3 2 1 1 33 409 505 1.7 3.8 93 14 2.0
.47 3 2 1 2 33 496 521 3.8 4,2 102 16 2.3
48 3 3 1 1" 33 469 574 6.7 6.7 181 61 0.7
49 3 3 2 2 33 465 504 4,3 3.7 66 -5 -0.7
50 3 3 1 1 3 2 426 448 5.1 4.9 112 22 3.1
51 3 3 1 2 33 453 476 3.5 - 77 6 0.9
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53 3 4 1 1 33 512 555 8.6 4.8 115 6 0.9
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Number = Student Identity Number
Cycle = When Student was enrolled during PAC Program (either 1, 2 or 3)
Group = PAC Group Placement
1l = Beginning Reading (BR)
2 = Low Intermediate (LI)
3 = High Intermediate (HI)
4 = Middle to High School (MH)
Sex = l = Female 2 = Male
Race = l = Black 2 = White/Caucasian 3 = Otner
IRAS = Interactive Reading Assessment System (Reading Inventory)
N = Narrative E = Expository
CAT = California Achievement Test
Woodcock = Woodcock Reading Mastery Tests: Word Identification Subtest

CWPM Totals = Curriculum Based Reading Measures (CBM'3)
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Appendix B
CBM TEACHER SURVEY

Teachor . Date / /

Use the following rating scale when you respond to each
i tem:

1 = Excelient 2 = Good 2= Fair 4 = Poor

1. Rate the USEFULNESS of the AIM LINE on the individual
progress charts (graphs):

a) for the teacher (you!? 1 2 3 4
b> for your studernts 1 2 3 4
Commentss
2. Rate the USLEFULNESS of the two conferences with the
Fozearch Agsociate (Adelle) for:
a) reflecting on the progress of the students
in your group ' 1 2 38 4
b) making decisions about aim lines,
ingtruction, materials etc. 1 2 3 4
Comments:
3. Rate whether the CBM procedures were OUTLINED CLEARLY:
a) Reading i1 2 3 4
b> Writing 1 2 383 14

Comments:

a5
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4.

Rate whether the CBM procedures were EASY to fullow:
a) Reading 1 2 3 4
b) Writing 1 2 8 4

What was the AVERAGE amount of time spent with each
student per reading session?

a) Sharing the graph: - Minute(s)

b) Reading time: minute(s)

¢) Completing the DATA SUMMARY sheet: minute(s)

Total Minutees per Student per Session: minute(s)

Rate ycur group’s GENERAL response to DIING thocze !.i:kg
(an overall group rating):

a) Reading 1 2 3 4
b) Writing 1 2 3 4
If »ou vicre Care) going to teach in the PAC Program next
vear, would you CHOOSE tc use the CBM’s if:

Reading

a) you had to administe > and score ~ Yes Nea
them yourself

B> ¥ou had a helper to assist you Yes Na

Writing

a) you had to administer and score
them yoursel+f Yes No

Please make comments about this question (especially |+
you marked “"No" for any of the items):
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Appendix C

Name ° Date /
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Directiong: Chech (t//) the statement that best tells how
vou feel.

1.

I enjoyed doing the one minute readings each week.

ALL of the time

MOST of the time
SOME of the time
NONE of the time

21 lan B wew
o ot Babve bt
o s ase

I got to see my personal grapbh BEFORE I read each week.

ALL of the time

MOST of the time
SOME of the time
MONE. of the time

L

L
.

-y o v

St s 0g0s sa0en

The AIM LINE or my GOAL each wezk motivated me to want to
reach my goal. '

ALL of the time
MOST of the time
SOME of the time
NONE of the time

- e

I REACHED my personal goal:

ALL of the time

MOST of the time
SOME of the time
NONE of the time

s e 10
000 dm ot baaee
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The one minute readings that I did each week helped me to
improve my reading:

a GREAT deal
QUITE a bit
a LITTLE
NOT AT aALL
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b

What did you like the EEST about deoing the one minute
readings each week?
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What did you like the LEAST about doing the one minute
readings each week? .
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What do you think was the FURFOSE of doing these one
minute readings each week?
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Appendix D

Teacher/CGroup
Student's Name
Date I

INTRODUCTION TO STUDENT: This selection is about & wen who, when he pulls intv &
truck stop for a coffee, does not see what he .expects to see.

Whenever I get sleepy at the vheel, I alvays stop for cofiee. This time, 1 vas
driving along {n vestern Texas, snd 1 got sleepy. I sav a sign that said GAS EAT, so
1 pulled off the road. 1t uis long after midnight. 1 expected a place like most of the
Test ~ where the coffee tostes like copper and flies never sleep.

Whet I found vas something «lee. The tables were painted and clean. They looked
as if nrbody ever spilled ketchup on them. The counter was spick-and-span. Even the
smell vas okay. Really,

The man behind the counter was the only person in the diner. I judged him to be
about ferty years old. His hair vas just starting to get gray above the eurs. 1 sat
dowvp at the counter and ordered coffee and apple pie. Right away he got me feeling ead.

1 have a habit: 1 divide peopie up into two groups — winners and losers. This
guy-behind the ¢o .iter belonged to the group of people who mean well; they can't do
enough for you. But their eyes have this gentle, faraway look, and they can't win. You
know == with their clean shirts and their little bow ties? It makes you sad just to
look at them. Take my advice, though. Don't feel toc sad for them.

Level: 4th \/7 # Wds Read %
s/C: Subs: Insere: (P) (wd) Omissions:
(Narrative)

Taken from: Points, New Directions In Reading, Houghton-Mifflin Co.(1986), pp. 83-84.
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32
63
77
93
97
114
13
148
163
179
195
211
224
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Appendix E

Whenever I get sleepy at the wheel, 1 alvays stop for coffee.
This time, I was driving along in western Texas, end I got sleepy.

I saw a sign that said GAS EAT, SO I pulled off the road. It was
long after midnight. I expected a piace like most of the rest —
vhere the coffee tastes like copper and flies never sleep.

What I found was scmething else. The tables vere painted and
clean. They looked as if nobody ever spilled ketchup on them. The
counter was spick-and-span. Even the smell was okay. Really.

The man behind the counter was the only person in the diner. I
Judged him to be about forty years old. His hair vas Just gtarting
to get gray above the ears. I gat down at the counter and ordered
coffee and apple pie. Right away he got me feeling sad.

I have this habit: I divide people up inte two groups — winners
and losers. This guy behind the counter belonged to the group of
people who mean well; they can't do enough for you. But their eyes
have this gentle, faraway look, and they can't win. You know =~ with
their clean shirts and their little bow ties? It makes you sad just
to look at them. Take my advice, though. Don't feel too sad for

them.
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Miscue Coding Sheet
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Appendix F

CODING SHEET

SUBSTITUTIONS

* If a student says a word
incorrectly, put a line
through the word. Write
the word that the student
substitutes above the
mispronocunced word.

* Count each proper name
miscue only once: all
other substitution
miscues get counted each
time.

OMISSIONS

* Circle‘the word or the
part of the word that
the student leaves out.

# Each word or word part
that is omitted is
counted as one miscue.

INSERTIONS

¥ 1f the student adds a
word or a part of a
word to the text, write
in the addition.

* Categorize the insertions
a8 either PARTIAL ur
WHOLE WORD.

# Count only the PARTIA.
ingertions in the errcr
count, but record the
number of WHOLE WORD
insertions.

starve
eeel am to steive with...

praise
eecand instill this -pride—
in...

...the other promisqg...

ewel am strive with...

it
saeand sniffed “ to
1Y =) - S

..s8d strip of potato
s
SKiN™ 4.
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Appendix F

SELF-CORRECTIONS

* For any word that the
student corrects, put >
a small (€) above the bl ewed
word(s). « .. the flower -bleemed- in
the garden...

* When counting miscues,
do not count self-
correctione as errors;
count as a word read
correctly.

REMINDER:
© The SUBRSTITUTIONS + OMISSIONS + PAI'TIAL INSERTIONS = the

differsnce between the NUMBER OF WORDS READ CORRECTLY andg
the NUMBEER OF WORDS READ.

. , |

2y. %0V /%6 words read Difference = & Therefore,
aubstitutions + omissions + partial insertions will
total &,

. CEM FProjsct
| - June 1988
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Data Sutmary Sheet
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Appendix G

DATA SUMMARY: CYCLE 111

Toaéher/Group Date

Student’s Name

Selections

/

ACCURACY SCORE
V(> # Words Read = 7

MISCUE INFORMATION
Selé-Correction(s)

—___ Substitution(s)
Ingertion(s)
a) Partial

— . b) Whole Word
Omission(s)

TIME: 1 Minute (40 Seconds)

RATE
a) Words per Minute (WPM)

b) Correct Words per Minute (CWPM)

CBM Project
Jani4/88
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Student Reading Graph
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Appendix H

NAME

[
-
s

L103g

— | r———

7 7 g

L1033

F amg

L1038

f? g

Laa3g

’ / g

9

L3038

awg

Qu

£2033

P | a3wmg

L3035

F I | axeg

14

9

CPI3 Lao3g

Thi1 3T/ < Idwrg

%5
1=

2

L X7

225 -+
220 %
215 =+
210 =+
205 -+
200 -+
195 -+
190 ~

185
180 -

T

175 <+
170 +
165 +
16) =
155 =+
150

145

140 +
135 «+
130 -+
125 <+
120 -+
115 =
110 «+
105 -+
100 -+
95 -+
90 -
85 -+
80 <+
75 ~+
70 =
65
60 -+
55 =+
50 =+
45 -+
40 -
35 =+
30 <+
25 -+
20 -+

Correct
Words

Per
Minute
(CwPM)

Goal

CWPM

eag L2038

TH/QI/ G *3I=g

mmmxﬂﬁuﬂ A L303s

b/ 9/ g *ma
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Appendix H

NAME

L103g
/I 7 asg

K103
£ @sg

L3035

F AR | ajeg

£Li03g

F g

£3033

;I @

L3038

{7 s

L201g .

/I 7 aqeg

L2038

i/ a32g

L1038
/£ @asg

llllll te s s cccc s c s c s ccncacccccccccaccana - - -a
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br---.n-erh-nh--F----P--h-.--uh-b
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Lic3s
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Appendix I

CYCLE III WRITING PROMPTS

Dear Abby

You have Jjust read a "Dear Abby® column,
In response to a letter from one of her
writers from Pittsburgh, Abby argues that
SMOKING SHOULD NOT BE ALLOWED in public
places such as hospitals, restaurants,
libraries, hallways is public buildings,
buses or banks. Tell whether or not you
AGREE or DISAGREE. Explain why you agree
or disagree,

*Dream Date"

1f you could have a date with ANYONE, who
would it be? Tell why you would like to
have a date with this "dream" person. Tell
where you would go or what you would do on
your date.

Landlord

As of November 1, you have just become the
new landlord of an older apartment building.
The building needs to be painted inside and
out; the toilets do not work properly; the
air conditioners are old and do not work}

the heating system works occasionallyj and
the building’s security locks do not work.
You tenants are very unhappy. What TWO things
would you repair first., Tell why.

Interviews

You have bee:r applying for job~ and one
day you recive a call from an employer
who may be interested in hiring you. As
you know, it is very important to make
good first impressions at interviews,
Therefore, what Kinds of things do you
think®are important in order to help

make a good first impression? Explain why,
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Good Friends

Do you have (or have you had) a good ¢riend?
Describe WHY your friend is or was special,

14 you do not have or have not had a good friend,
then describe the qualities that you would

®*look for® in a person with whom you might

want to become friends.

The "Best® Thing

Tell about the BEST things that hav
e ever
happened to you in your life. Then, describe

why they were the BEST thin s
happened to you, 9% ruer to have

New ldentity

If you could be ANYONE for 24 hours...,.
who would you choose to be? Then, describe
why you chose to be that person. Also,
tell what you would do as that person.
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Appendix J

Number Of
Words
Written In
Three (3)
Minutes

Goal
# Wds Written

150
148
140
135
130
125
120
115
110
105
100

90
a5
80
75
70
65
60
55
50

45

40
35
30
25
20
15
10

S J

Date
Pzompt #1

/

Prompt #2

Date

Dace

Prompt #3

-
Prompt #4

Date
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Date

Prompe #5

S

Date
Prompt #6

)

’ Prompt #7

Date




