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The Washington Reading Corps (WRC) represents the collaboretive efforts of schoals,
community volunteers, and the Washington Service Corpsto provide reading tutoring
assgtance to struggling young readers. Initiated by Governor Locke as a priority for
improving public education and funded by the Washington Legidature beginning in 1998,
WRC has encouraged effective tutoring programsin 210 eementary schools throughout
Washington gate.

During the 1999-2000 school year, tutoring programs impacted over 26,000 students who
were tutored at any one time by over 6,000 tutors, including AmeriCorps members, VISTA
members, community volunteers, and para-educators. These WRC schools focus on serving
sudents in grades kindergarten through six who are struggling to learn to read. WRC offers
these students the concentrated attention from volunteer tutors who give the sudents
encouragement and assistance as they work on devel oping fundamentd reading skills.

The Washington Reading Corpsis a product of the combined efforts of many peopleto
encourage and support struggling reeders. The WRC program blends public, private, and
community resources, which are directed toward schools performing poorest on the state
reading assessment. The WRC receives funding from the state L egidature ($8 million) that
is alocated as grants to schools by the Office of the Superintendent of Public Ingtruction
(OSPI). Federd funding of $4.8 million from the Corporation for Nationd Service provides
nearly 400 nationd service postions for the WRC, including $3.1 million for AmeriCorps
member positions and $1.7 million for VISTA member positions. Within the state these
funds are dlocated by the Washington Commission for Nationd and Community Service
and the Washington State Corporation for National Service Office. The Washington
Service Corps, aprogram of the Employment Security Department, administers the WRC
for the AmeriCorps and VISTA members (collectively cdled “nationa service members’)
who serve in most of the WRC schools. In addition to the public resources, businesses and
organizations contribute more than $500,000 to assist schools with the purchase of books
and other resources. The organizationd structure for schools with nationd service members
can be found at the end of this document (Figure 8).

Each of Washington's nine Educationd Service Didricts (ESDs) have an assgned contact
person who is responsble for the initid training of WRC Ste supervisors and/or principas
at eech WRC school. They are dso responsible for providing ongoing support and
assstance to schools. All schools have a designated site supervisor (certificated staff
member responsible for adminigtering the WRC in the schoal). Oftenthis



individua trains tutors, plans tutoring sessons, or tutors sudents, aswell. Typicaly,
AmeriCorps members serve as tutorsin schoals, providing sustained support to young
emerging readers and modeling effective tutoring practices among the other community
tutors. VISTA memberstypicaly work to recruit tutors and build community support for
the WRC. Almost 80 percent of WRC schoals received the support of national service
members in 1999-2000.

A mgor component of WRC is the contribution of thousands of hours of community
volunteer tutoring. Around the state, community volunteers devote time each week to
supporting the development of reading skillsin young students. Cross-age and peer
tutors donate their time to the program aswell. Community organizations and businesses
a0 support WRC through contributions of employee time, as well as resources for the
reading program.

All of these reading volunteersin the WRC schools are expected to be trained in effective
tutoring strategies and be supervised by certified teachers or qualified school staff.
Tutoring services are typicaly scheduled before and after school, during school, and/or in
summer school. Each WRC school developsits own plan to integrate tutoring services
with its overdl school reading program.

To assess the impact of WRC on student reading and to provide information about
effective practices and implementation designs, the evaduation, conducted by the
Northwest Regiona Educationd Laboratory (NWREL), rdied on multiple information
sources and dtrategies. During the year, Site supervisors were surveyed twice, midyear
and in the spring. Teachers with students in WRC were surveyed once a midyear.
Student reading achievement was measured three times, in October, January, and May.
Kindergartners were administered the Alphabet Letter Recognition and Sounds Test, and
sudentsin grades one through six took both the Sosson Oral Reading Test—Revised
(Sosson) and the Curriculum Based Measure (CBM). Findly, an indepth case study of
20 randomly selected schools was conducted to gain a better understanding of WRC
school programs. Evauators visited each of the 20 case study schools twice, in January
or February, and again in March. During the vigits, they observed tutoring sessons and
interviewed Site supervisors, nationa service members, community volunteers, and
teachers. These vidts were followed up again with phoneinterviewsin May and at the
end of summer school.

This report summearizes the impressive gains made by students participating in the WRC
program. In addition, it reviews the implementation of WRC in Washington schools and
describes both its strengths and the chalenges it faced during the year. Despite some
problems with the WRC school programs, overal outstanding results were achieved and
a strong foundation for effective tutoring programs was established.



Student Participation in WRC

1999-2000 school year. During the 1999-2000 academic year, over 26,000 studentsin
grades kindergarten through six participated in programs at 210 WRC schools. Not all
students participated in WRC for the entire year. Some students began in the late fal or
winter, when programs had increased the number of community volunteer tutors. Other
students began at the start of the school year but then moved away before the year was
over. A few schools reduced the number of students tutored midway through the yesr.
For these various reasons, about 16,000 of the original 26,000 students (62%) were
involved for the entire academic year. Studentsin dl grades (i.e, K-5 or K-6) were
served in 38 percent of WRC schools while 18 percent of the WRC schools only targeted
sudentsin the primary grades.

Over hdf of the students were enrolled in grades one through three. Sixth-grade students
made up the smallest percentage of WRC students. Table 1 displays the distribution of
WRC students by grade level.

Per centage Distribution o;‘r\all\tl)lReClStudents by Grade L evel
Per centage (n)
Grade L evel Students Who Ever Students Who
Participated Participated Y earlong

Kindergarten 13% (3356)) 14% (2267)
First Grade 20% (5109) 18% (2900)
Second Grade 19% (4906) 19% (3072)
Third Grade 17% (4347) 17% (2623)
Fourth Grade 14% (3691) 14% (2293)
Fifth Grade 12% (3096) 12% (1904)
Sixth Grade 5% (1345) 5% (839)

TOTAL 25,850 15,898

Boys made up the mgjority of the participating students (14,176 or 54%) and gender
digtribution was smilar a each grade levd. Almost haf of WRC students (46%) were
Caucasian, aquarter of the students (27%) were Hispanic, and about 11 percent were
African American. Table 2 on the following page presents the ethnic breakdown of
WRC students.



Table 2
Race/Ethnicity of Students Participating in WRC
1999-2000 School Y ear

Race/Ethnicity of Student Number of Participants Percent of All Participants
Asian/Pacific Islander 1577 6%
American Indian 1,457 6%
Black/African American 2,851 11%
Hispanic 6,970 2%
White/Caucasian 11,964 46%
Other 247 1%
Unknown 980 4%
TOTAL 26,046 100%

The average school population per WRC school was 434 students. An average of 31 percent
of the student body was enrolled in WRC, and an average of 20 percent of the student body
participated for the entire year. Because of Washington Assessment of Student Learning
(WASL) testing, the extent of participation by fourth-grade students is of interest. A tota of
165 WRC schools (79%) offered tutoring to its fourth-grade students, but only 68 percent of
the schools served fourth-grade students for the entire year. The average number of fourth-
grade students ever in WRC was 18, and an average of 11 fourth-grade students per school

were served al year. Thisinformation is presented in Table 3 below.

Table 3
Overall Student Participation

Overall School Population Statistics

Average total enrollment in WRC elementary schools 434
Total number of schoolsin WRC 210
How many WRC students did schoolstest at any time during the year (an
indicator of at least minimal participation)?
Total number of students everin WRC 25,850
Average number of students per school, reported on coversheet 121
Average number of WRC students per school ever in WRC 122
How many WRC studentstook both the pre- and the posttest (an indicator
of being in the program all year)?
Total number of yearlong WRC students 15,898
Average number of yearlong WRC students per school 77
Percentage of all WRC students who remained in the program all year 62%
What per centage of the school population participated in WRC?
Average percentage of students ever in WRC 31%
Average percentage of students who participated yearlong 20%
To what degree has WRC served fourth-grade students?
4"_Grade Students Ever Participating in WRC
Total number of 4th-graders WRC students tested at any time during the year 3,655
Average number of 4™-graders per school ever in WRC 18
4"-Grade Students Participating for the Entire Y ear
Total number of 4"-grade yearlong WRC students 2,242
Average number of 4‘h-grade yearlong WRC students per school 11
Percentage (number) of schools serving 4"-grade students 79% (165)
Percentage (number) of schools serving 4"-grade students for the entire year 68% (143)

Definitions: “Everin WRC” =tested at |east once any time during the year.
“Y earlong participation in WRC” = pre- and posttested




Over the school year, students received more than 703,000 hours of tutoring (incomplete
records from afew schools mean thistota is most likely even higher). Of the sudents
who stayed in WRC dl year, 67 percent received over 30 hours of tutoring, or about one
hour per week. Twenty-Sx percent received twice that much.

Students were aso involved in tutoring other students. In the spring of 2000, schools
reported that 5,839 cross-age and 2,444 peer tutors were putting in time to help other
Sudents improve their reading. Sixty-nine percent of WRC schools reported using
student tutorsin their programs (cross-age tutoring was more common than peer
tutoring).

Community Volunteer Tutor Participation

In the spring of 2000, schools reported on cover sheets attached to their score report
forms that there were 5,100 community volunteers statewide, in addition to 393
AmeriCorpsand VISTA members and 546 para-educators who gave their time to tutor
sudents. (Please note that this represents a snapshot of volunteer participation at that
gpecific time and does not represent a cumulative number of tutors.)) About 90 percent of
the WRC school programs had community volunteers, over three-quarters had at least
one AmeriCorps member, and about half of the schools had a VISTA member.

In addition, many schools (61%) received materias and/or incentives from loca
businesses or community partners for their WRC program.

Program Adminigtration

Almost al WRC schools offered tutoring during the school day. Sixty percent of the
schools incorporated after-school tutoring to assst sudents and one-third offered before-
school programs. In 25 percent of the schools, both before and after school tutoring was
conducted.

Responsible for administering WRC, the mgority of Ste supervisors held other positions
within the school. Two-thirds of the Site supervisors were either reading specidists or
teachers. Eighteen percent were school principas. Site supervisors were supported in
thar rolein avariety of ways, including stipends, release-time, access to substitute
teachers and/or additiona planning time. However, athird of them pointed out that the
adminigration of WRC was an extra responsibility for which they were not compensated.

In addition to the adminigration of WRC, Ste supervisors were the primary individuds
respongble for recruiting, training and supervising tutors, conducting student
assessments, and coordinating reading events. This profile changed somewhat in schools
with AmeriCorps or VISTA members. In those schoals, nationd service members
became more responsible for tutor recruitment and training community volunteers and



student tutors. Site supervisors and nationa service members shared respongbility for
adminigtering student assessments, and coordinating/organizing reading events.

Tutor recruitment was a mgor focus of WRC school programs. In the case study,
schools were dmost evenly split between those that effectively recruited tutors and those
that struggled inthisarea. Generaly, the key to successful recruitment was the presence
of acommitted person responsible for recruitment who had a thorough knowledge of
community resources. Inafew cases, astrong history of volunteerism at the school was
the factor most responsible for effective tutor recruitmen.

Based on case study findings, WRC school programs were somewhat successful in
providing adequate training to al tutors. Overdl, WRC school programs provided only
informa training in conjunction with a brief orientation for new tutors. Tutor training
gppeared inconggtent within schoals, providing different kinds of information to different
tutors. In generd, schools that used commercid tutoring programs offered more
adequate tutor training because commercia programs provided the materias and
structure to support that. 1n schools with nationa service members, tutor training was a
shared responghility between Site supervisors and nationd service members; in schools
without nationa service members, this respongbility fell to Site supervisors and/or
teachers.

In the midyear Ste supervisor survey, Ste supervisorsindicated that teachers primary
responsbility was the idertification of WRC students, but they shared the responsibility
of training peer and cross-age tutors with Site supervisors and nationd service members,
when gppropriate. Also, teachers and Site supervisors shared responsibility for tutoring
materids, tutoring lessons, and coordinating tutoring with classroom indruction. Tutor
supervison occurred informally by Ste supervisors.

The indepth case studies provided a picture of |ess coordination and communication than
suggested by the site supervisor surveys. Coordination with regular classroom ingtruction
was informal and inconsistent across teachers. Communications between teachers and
tutors, a cornerstone in promoting coordination between tutoring and classroom
instruction, appeared quite casua, occurring on an irregular basis. Additiondly, only a
small percentage of programs (30%) demonstrated very adequate levels of tutor
upervison.

WRC students were primarily identified based on teachers recommendations and
classroom assessments. To monitor student progress, about haf of the WRC school
programs gave informa student assessments and about 40 percent used other, more
formal, assessments such as the Sandardized Test for Assessing Reading (ST.AR.),
Helping One Sudent to Succeed (HOSTS) assessments, Open Court assessments, and
Success for All testing. Across case study schools, the majority of programs (60%) had
Set up some system to monitor student progress. Those WRC schools with commercid
reading programs could more readily implement structured systems for monitoring
student progress than other programs.



Family literacy was another component in many WRC school programs. By midyear,
Ste supervisors reported that events to promote family literacy, such as Family Literacy
Nights, had been conducted in 87 percent of the WRC schools. Conducting afamily
literacy event in itself, however, does not necessarily represent a successful and/or strong
family literacy component. Sightly fewer than haf of the programs had developed
materids for use at home to promote student reading. An indepth look at program
practices through the case study reveded a very digtinct divison among programs—
programs either strongly promoted family literacy or not. About 35 percent of case study
schools included strong family literacy components. In some cases, this was supported
by an intense schoolwide emphasis on literacy, and WRC collaborated in ongoing
activities. Even in the abosence of such intense school focus on reading, WRC staff
sometimes developed their own activities and/or collaborated with schoolwide literacy
events.

Tutoring Sessons

Typicdly, students were tutored about three times aweek by the same tutorsin one-on-
onesessons. Smdll group tutoring was dso conducted. About haf of the teachers
indicated that their WRC students were tutored during reading/language arts and about
half were tutored a other times besides reading/language arts. In the case study, WRC
school programs generdly succeeded in creating supplementd reading tutoring programs
that did not supplant direct reading instructions.

Direct observation of 102 tutoring sessions a the case study schools reveded that the
majority of tutoring sessions were conducted in positive and supportive environments.
Students appeared generdly enthusiagtic about, and involved in, reeding. While the
predominate tutoring practice was students reading aoud to tutors, tutors aso discussed
the story with students and used open-ended questions to devel op students
comprehension skillsin 44 percent of the observed sessons. Tutors encouraged
interactive discussons by questioning students about stories, sharing persond
experiences, and using pictures to discuss stories. |n many sessions (43%), tutors
celebrated student successes or used postive feedback. Similar results were reflected in
results of the midyear Site supervisor survey.

Interviews and survey results stressed the importance and impact of the tutors

rel ationships with tutees on improved sdlf-esteem and confidence. The close
relationships devel oped with adults and the one- on-one extra attention made students fed!
gpecid and important, connecting them to a caring adult who might otherwise be missing
inther lives. Many times it was echoed that WRC students loved to go to tutoring. They
felt proud to read to their tutors. In many cases, these relationships formed a much
needed foundation or experience from which students confidence, salf-esteem, and
enthusiasm for reading were able to grow, promoting increased reading abilities.



Assessment Results

Overview of WRC assessments. WRC students were assessed three timesin the
1999-2000 school year—QOctober, January, and May. Kindergartners were given the
Alphabet Letter Recognition and Sounds test; Sudents in grades one through six were
adminigtered the Sosson and the CBM. In the andysis of assessment results, only the
scores of students who participated in WRC for the entire year and had both pre- and
posttest scores were used. Descriptions of the three assessments are provided below.

The Alphabet Letter Recognition and Soundstest. The progress of kindergartners
was assessed using atest of letter and sound recognition. Three times per yesr,
kindergarten students were asked to read a list of 26 |ower-case letters (out of order)
and to identify the sounds that each letter made. There was a 2.5-minute time limit to
thistest.

The Sosson. Studentsin grades one through six were assessed using the Sosson.
The Sosson test uses 200 words organized into ten 20-word ligts, to gauge student
ability to read increasingly chalenging words aloud. Students read the words on the
list and received credit if they pronounced the word correctly. They continue up to
the list on which they cannot read any of the words. Their raw score is the number of
total words read correctly up to that point (maximum score is 200).

Students' Sosson raw scores were compared to grade-equivaent scores based on
national samples. A grade-equivaent score of 2.1, for example, would represent a
reading level of gpproximately the first month of second grade; 5.4 would represent a
leve corresponding to the fourth month of fifth grade.

Because students first took the Sosson in October and were posttested in May, there
were seven academic months between the time of the pretest in October and the
posttest in May. It isimportant to note that under norma conditions, students could
be expected to make a gain of about 0.7 grade-equivaent score points during that
time. Grade-equivaent gains of more than seven months are indiceative of accelerated
reading achievement.

The CBM. Thistest conssts of a400-word sdection dl on onetopic. Thefirst
sentenceis complete. After the first sentence, about every seventh word is placed in
parentheses, aong with two aternate word choices, so that the sudent must circle the
correct word in order for the passage to make sense (cloze procedure). The reported
scores are the number of correct responsesin 2.5 minutes. The students read different
texts, a the same reading level, for the midyear and posttests.



There were severa problems that made the CBM results difficult to interpret:

1. Primary sudents (fird-, second-, and third-graders) dl took the test using

texts written at athird-grade leved (CBM-A). Tedting firg- and second-graders

who were dready reading well below grade leve at such ahigh leve led to

predictably low scores that probably understated the true level of growth over

theyear. Also, fourth-, fifth-, and sixth-graders were tested using a fourth-

grade-levd text (CBM-B), which was too easy for some of the older students.

2. The absence of established group norms for the CBM test meant there was no

way to compare WRC student results to norms or to determine whether

growth over the year was higher or lower than typically expected.

Results of the kinder garten assessment. There were 3,356 kindergarten students tested
as part of the WRC program in 1999-2000; 53 percent (1,782) of these were boys and 47

percent (1,574) were girls. Of those students, valid pre- and posttest scores were
obtained for 2,319 students on the letter recognition portion of the test and 2,304 on the

sounds portion. Mean performance scores are displayed in Table 4.

Table4
M ean Scores on the Kindergarten Letter Recognition and Sounds Test*
PRE MIDYEAR PRE/MID POST PRE/POST**
Raw Score Raw Score Raw Score Raw Score Raw Score
Average Average Gain Average Gain
Letters (N=2319) 6.0 136 78 210 150
Sounds (N=2304) 20 88 6.9 178 158

*  The maximum score possible on both letter recognition and sounds was 26.
**  Because the number of students with pre- and postscores is not necessarily the same number as those with pre- and midtest
scores, the pre/mid gain cannot be calculated by subtracting the pretest score from the midyear score.

Kindergarten students' ability to recognize letters, and especidly to identify the sounds
they make, rose over the seven months of tutoring. The gainsfor boys and girls were
nearly identica. Among the different ethnic groups, Hispanic students started with the
lowest scores, registered gains comparable to those of other groups and, on average,
finished the year dightly behind students from other ethnic groups. Similarly, students

who spoke Spanish at home scored somewhat lower than did students who spoke English
or other languages a home.

Results of the Slosson assessment. On average, students began the school year reading

nearly ayear below grade level as measured by the Sosson. By the end of the school
year, the mean Sosson scores of second- through fifth-grade students were within 0.1
grade-equivaents—about one academic month—of grade level. First- and sixth-grade
students lagged only dightly behind, about three academic months below grade leve.
Thisrate of gain is depicted on the following pages, both in Table 5 and in the individua

graphs by grade level (Figures 1 through 6).




Table5
Summary of Slosson Scores by Grade L evel

. : ) ) 1.
1% Grade 49 0.2 163 05 03 409 15 8
(11.7) (19.6) (3274) (29.3) (2866)
4 52.8 0.7 731 14
2" Grade 13 20 27
(25.0) (30.7) (3405) (31.6) (3021)
638 80.8 0.6 99.0 1.3
39 Grade 24 30 37
(30.3) (35.9) (2960) (34.9) (2555)
A Grede 864 23 1016 ag 05 119.4 A7 1.4
(32.2) (389 (2463) (34.8) (2242)
51 Grade 1043 29 1180 46 0.7 1371 57 1.8
(36.3) ) (42.0) ' (2092) (35.0) ' (1846)
6 Grade 1180 46 1253 49 05 149.1 66 20
(40.6) ) (50.2) ' (867) (349 ' (780)

Maximum raw score on the Sosson (Grades 1-6) is 200.
**  Because the number of students with pre- and postscores is not necessarily the same number as those with pre- and midtest soores thepremid
gain cannot necessarily be calculated by subtracting the pretest average from the midyear test average.

10



In the seven months between pre- and posttesting, students could be expected to make a
gan of gpproximately 0.7 grade-equivaent score points. Sixty-seven percent of firg-
grade students, and over 80 percent of older students, showed gains of greater than 0.7
grade-equivalent score points (Table 6). Furthermore, between 43 percent and 56 percent
of sudents made gains of 1.4 grade-equivaent score points or greater, more than double
the improvement typicaly expected in that amount of time. The average gain for fifth

and sixth-grade students was especidly large: 1.8 and 2.0 grade-equivaent score points,

respectively.

Table 6

Per centage of Students Improving Morethan 0.7 and 1.4 Grade-equivalent Score Points

in Seven Months of WRC

Grade L evel Over 0.7 Grade-_equival ent Over 1.4 Grade-.equivalent
Scor e Points Scor e Points
First Grade 67% 43%
Second Grade 85% 49%
Third Grade 82% 44%
Fourth Grade 82% 48%
Fifth Grade 82% 56%
Sixth Grade 80% 51%

While many students began the school year reading Sgnificantly below grade leve, they
achieved a or near grade level performance by the end of the school year. Figure 7
(below) compares student reading levels a the pre- and posttest. At the pretest, only 20
percent of students read at or above grade level, as measured by the Sosson. By posttest,
47 percent, or more than twice as many students, reached grade level. At the sametime,
the percent of students who were one year or more behind grade level dropped from 54
percent to 29 percent. Table 7 on the following page presents these results by grade

levd.

50%
40%
30%
20%
10%

0%

O Pretest

Posttest
4 ]

Ator Above UptolYr< 1-2Yrs< 2or More
GradeLevel Gradelevel Grade Level Yrs< Grade
Level

Figure 7: Percent of All Students At or Below Grade Level on the Slosson (N=13,297)
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Table7
Per centage of Students At or Below Grade L evel on the Slosson by Grade

First Grade o . 0 __

(N2 560) 2% 20% ™% 3% 28% 3%

?ﬁg%dzsme 19% 31% 41% P 4% 30% 16% 6%
Third Grade

(Ne255) 25% 3% 29% 13% 48% 26% 20% 6%
Fourth Grade o 0
(N2228) 26% 2% 31% 17% 4% 18% 2% 11%
Z{Egﬁ?e 26% 20% 2% 2% 53% 15% 16% 17%
Sixth Grade 3% 10% 18% 3% 55% 13% 10% 2%
(N=780)

All Grades 0 0 0 0 0 0 9 0
(N=13207) 20% 26% 41% 13% 47% 24% 21% 8%




While the same generd trends of rapid gains hold for most sudents, there were some
variaions tha deserve attention:

Gains of fifth- and sixth-graders. There were fewer fifth- and sxth-graders
participating in WRC than there were younger students, and a greater proportion of
these students performed at two or more years below grade level on the pretest,
compared to younger sudents. Thiswas not surprisng since students with
difficultiesin reeding often fall further and further behind as they move up the grades.
In WRC, however, fifth- and sixth-graders made the largest average gains on the
Josson. Over hdf of fifth- and axth-graders made gains of over 1.4 grade-
equivaents, or twice what might be typically expected in seven months (Table 5).

Variations by starting point. For every grade except sixth, students who were closer
to grade leved a the time of the pretest made somewhat greater gains than did those
students who were further behind at the start. This raises concern for the very lowest
readers. Among sixth-graders, this trend was reversed, and the very lowest
performing students made the highest gains.

Variations by race or ethnicity. Gainswerefarly smilar across sudents from
different ethnic groups. However, some students began at lower reading levelsthan
did others, and even notable gains over the year did not close the gap between them
and other sudents. Among the students who continued to lag the furthest behind
(scoring two or more years below grade level on the Sosson posttest), a
disproportionate number were Hispanic.

Variations by gender. At every grade leve, there were more boys than girls
paticipating in WRC. In generd, gains over the year were very smilar for both girls
and boys. Boystended to score lower on the pretest and, for the most part, continued
to be somewhat over-represented among the students who were still two or more
years below grade level at the posttest.

Results of the CBM assessment. Students at dl grade levels made gains on the CBM-A
and CBM-B tests. These gains, expressed in the percentage of test items students were
able to complete correctly, are presented on the following page in Table 8. Comparisons
of pre- and posttest scores show increased average performance across dl grades. The
gains made by fourth, fifth-, and sixthgrade students were impressve. The results
pardlded the gains found with the WRC students performance on the S osson.
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Table8
Summary of Curriculum Based Measurement (CBM) Test Scores by Grade L evel

CBM-A*
. 11 22 2% 42 6%
First Grade 2% 4% 8%
33 35 (3377) 4.3 (2968)
21 6.2 8% 87 13%
Second Grade 4% 12% 17%
(3.0 (4.9 (3538) (5.4 (3049)
. 55 115 13% 13.2 16%
Third Grade 10% 23% 26%
(G (6.5 (3102 6.0 (2726)
CBM-B**
9.0 10.9 2% 184 24%
Fourth Grade 16% 18% 40%
(5.9 6.7) (2555) (7.0 (2222)
) 125 145 3% 22 26%
Fifth Grade 22% 25% 48%
(6.8 85) (2175) (8.0 (1955)
. 15.8 170 1% 251 28%
Sixth Grade 28% 29% 55%
(7.6) (8.9 (955) (8.9 (872

* Maximum number correct on the CBM-A (Grades 1-3) Pre=57; Mid=51; and Post =50.
**  Maximum number correct on the CBM-B (Grades 4-6) Pre=56; Mid=59; and Post = 46.
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Other Student Changes

While WRC assessment results are indicators of students' reading abilities, they should
be coupled with other data sourcesto fully redize the impact of the WRC school
programs on students in Washington schools. Collective information from questionnaires
and interviews with Site supervisors, teachers, and tutors substantiated other student
changes.

1. At midyear, teachers were quite positive about the impact of WRC on students
receiving tutoring services. Students' attitudes towards reading and reading skills
were reported by about 80 percent of the teachers as “greatly” or “somewhat
improved.” Seventy percent of the teachersindicated that students comprehension
and critica reading skillshad a least “ somewhat improved.” Through comments,
teachers identified other positive student changes such as:

“Their reluctance to read has changed to eagerness. That's progress!”
“Some of the students are reading better and finishing lessons better.”

“Building of sdf-esteem, more postive atitude toward reading, and overdl
excitement about learning.”

“The extra hep has given them so much confidence. They have become active
learners versus passve learners.”

“Students use the skills and reading tipsin my class. They redly enjoy the one-
on-one attention.”

“The change I’ ve noticed in my studentsisthat they enjoy seeing the volunteers
come everyday.”

2. Inthe spring, Site supervisors reported that the mgority of their WRC students (70%
or more) improved in:

Reading attitudes—an average of 77 percent of students
Reading skills—an average of 73 percent of students
Reading comprehension—an average of 71 percent of sudents

Over hdf of WRC students aso improved in:

Socdid skills—an average of 58 percent of students
Critica reading skills—an average of 52 percent of students
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An overwheming mgority of Ste supervisors commented on other notable student
changes, namdy:

Improved sdf-esteem and increased sdlf- confidence
Grester enthusasm, enjoyment, and/or excitement for reading

The positive impact of adult WRC tutors was highlighted and stressed the importance
of these relationships on, and their connection to, improved salf-esteem and
confidence, and students' enthusiasm for reading that ultimately facilitated improved
reading.

Typicad comments by Ste supervisors on student changes included:
“Increased interest in reading for pleasure.”
“Pride in their accomplishmentsin reading, as well as their other work.”

“The students and families are focused on reading. More books are being
checked out of the library.”

“The students in the WRC program have a much more positive outlook at school.
Thear SHf-esteem and enthusiasm towards reading has blossomed. Thisisdue, in
part, to their redlization that they can be successful readers. Tutees have the
opportunity to succeed twice aweek with someone who is very interested in their
academic, social, and emotiond success ... . More importantly, students now
more fully understand that learning is the purpose of reading.”

“The students were able to bond with an adult who showed care and concern for
them. They greatly enjoyed that individua attention they so needed.”

“Developed a‘love of reading. Found reasonsto read. No longer view reading
asachore.”

“Kids are asking to read during free time; books at recess, discussion of authors,
etc.”

“They love their tutors and want todoagood job ... .”

“Many of our struggling readers see themsdlves as readers and are so much more
confident ... . Parents comment about them trying to read everything!”

“We do have records indicating the number of books they checked out pre and
during WRC tutoring. The increaseis nearly 300 percent.”
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3. Inthe case sudy, interviews with Ste supervisors, nationa service members, tutors,
and teachers during dte visits and phone interviews revealed arange of changes
attributed to WRC school programs. Some examples of comments (both verbatim

and paraphrased) included:

A 16 percent increase in state reading scores could be attributed to the WRC—
WRC helped everyone to stay focused on one god and see results.

“Before Chrigmas, one little kid was only on tub one [beginning reading
activities], but after Christmas, he was dready on tub four. He read dl through
Chrismas. He had redlly advanced.”

Student attitudes toward reading improved.

Students improved, evidenced through vocabulary, comprehension, and
prescriptive diagnogtic tests.

Students returned to the classroom with more confidence and willingnessto try
reading.

Individud attention had red benefitsin terms of building confidence, sdlf-esteem,
and attitude.

The tutors were more than tutors—they were mentors who enriched the
experience for the students, and the students interact with people in a different
way asaresult.

“I think we have afocus [schoolwide]. Thisisour second year and we'redl on
the same page and working toward the same common god.”

“WEe ve put together an early intervention program for K-2, and we believe that
by the time the grant is over with, these kids will be up to grade level.”

WRC Summer School

Overview. A totd of 128 schools (60%) offered WRC tutoring during the summer
months. In spite of various problems; about two-thirds of the WRC summer schools
submitted their summer school information and assessment results by the September 15,
2000 deadline for andyzing summer school data. Using these results, over 2,600 WRC
students continued to receive tutoring during summer school. The demographics of the
students who attended summer school differed from students participating in WRC over
the academic year. There were far more Hispanic students in summer school and amuch
higher percentage of students who spoke Spanish in the home.
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In the case study, 60 percent of the schools offered summer school to their WRC
gdudents. The average length of summer school was 4.5 weeks, and an average of 72
students participated a each Ste. Three programs offered multiple sessons, such as
seven one-week sessons. At ten of the twelve sites, AmeriCorps members tutored WRC
students, while VISTA members and community tutors worked at four gtes. Findly, two
sites had peer and/or cross-age tutors.

Many of the case study summer schools targeted specific student populations, such as
bilingual students, students at risk of detention, students recommended by teachers,
students with low test scores, and previous WRC students. While few schools based their
summer programs on themes, dmogt al focused on reading and/or language arts, either
soldy or in conjunction with another academic area.

Implementation designs for case study summer schools varied. Most implemented WRC
as part of their overall summer program. About a quarter of the Sites continued their
year-long format in their summer programs, another quarter implemented aWRC
program followed by aregular summer school program, and afew combined their WRC
and Title | summer school program.

Nationa service members were used in much the same way during summer school at
case study schools as they were during the school year. AmeriCorps members tutored
students one-onone or in smal groups, both in the classroom and “pulled-out.” 1t was
clear that some schools gave their AmeriCorps members more responsibility in terms of
working with students, while others used them as classroom aides or assgtants. VISTA
members not only recruited and organized volunteers but aso provided direct servicesto
students.

Definite themes emerged when case study summer Site supervisors were asked about the
“begt” agpects of their summer program, induding:

It provided individudized atention.
It was“fun,” as teachers went out of their way to ensure fun learning experiences.

It helped to improve student achievement as evidenced on tests and “running
records.”

Teachers and students liked having a reading/language arts focus.

It provided a Structure to students' summers and an opportunity to be engaged.
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Lessons learned included:

Pan early for summer school and communicate clearly and early with parents so
enrollment can be determined. Knowing summer school enrollment is vitd to
providing adequate levels of saffing.

It isimportant to have condgtent aff familiar with the schools WRC school
programs to fully mest its potentid.

Problems with equipment and obtaining materias can be lessened through early
and good planning.

Summer school assessment results. The results from two-thirds of the summer schools
that submitted their results by the deadline were used to determine sudents’ improvement
inreading. Compared to WRC students overall, summer school students were among
those who scored lowest on the Sosson reading test in May. After their summer school
experience, however, which lasted on average four and one-haf weeks, summer school
students had, for the most part, either matched or surpassed the performance of other
WRC students.

Scores of students in grades one through four increased about the equivaent of three or
four academic months on the Josson. Fifth- and sixth-grade students demonstrated even
higher gains of gpproximately the equivalent of six to saven academic months. Overdl,

a the end of a month of intengive tutoring, summer school students made average gains
of between three to seven academic months on the S osson.

Figure8
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* National service members servein approximately 80% of WRC schools.
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