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MULTITIERED INTERVENTIONS FOR
LANGUAGE & LITERACY IN EARLY CHILDHOOD

The proven, research-based products in the Multitiered Interventions for Language &
Literacy in Early Childhood (MILLIE™) family will guide preschoolers and
kindergarteners on the road to reading readiness. These Tier 2 and Tier 3 intervention and
progress monitoring products were developed by experts at the Center for Response to
Intervention in Early Childhood (CRTIEC) and help you improve the language and literacy
skills of young children at risk for reading challenges. Together, the MILLIE products give
you highly engaging and effective new ways to address key elements of reading success—oral
language skills, vocabulary, phonological awareness, and alphabet knowledge—and monitor
your students’ comprehension skills.

The MILLIE products

e Help kids catch up with their peers. MILLIE helps you provide additional language and
literacy instruction to support young children with delays—without rearranging your
whole class schedule.

o Work with a multitiered system of supports (MTSS)/response to intervention (RTI)
framework. The MILLIE products support your application of an MTSS or RTI
framework. Using a multitiered framework helps you provide high-quality instruction to
students with a range of needs and monitor their learning progress.

»  Areevidence-based. Unlike many curricula, MILLIE products are backed by solid

evidence. Multiple studies have been conducted to ensure that intervention effects are
replicated in authentic classroom contexts.

Learn more about the products in the MILLIE family at
www.brookespublishing.com/millie
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CHAPTER 1

Introduction to
the Assessment of
Story Comprehension

decoding and language comprehension (see Figure 1.1) (Gough & Tunmer, 1986; Hoover &
Gough, 1990; Storch & Whitehurst, 2002; Tunmer & Hoover, 1992).

Decoding consists of sounding out words using phonics and whole word recognition strate-
gies. Alphabet knowledge, print knowledge, and phonological awareness are the fundamental com-
ponents that emerge in early childhood (Scarborough, 2001; Storch & Whitehurst, 2002). Language
comprehension joins with decoding to ensure understanding of written material and depends on a
number of interrelated skills, such as vocabulary knowledge, inference making, knowledge of syn-
tax and grammar, and background knowledge (Scarborough, 2001; Storch & Whitehurst, 2002).
Although most people are able to master decoding and decoding-related skills such as phonological
awareness within a few years, the development of language comprehension begins at birth (and pos-
sibly earlier) and continues into adulthood. People are always learning new vocabulary and gaining
experiences that enhance their understanding of various content, all of which sharpens their ability
to make inferences that ultimately facilitate learning (Paris, 2005). Figure 1.2 shows how the dif-
ferent interrelated skills involved in decoding and language comprehension come together to make
reading comprehension possible.

Unfortunately, too many children struggle to understand what they read. For example, more
than 60% of fourth graders read below grade level, and the proportion of students performing
poorly on national reading tests is closer to 80% for culturally and linguistically diverse subgroups
(National Center for Education Statistics, 2015). Similar patterns of reading achievement have been
present for decades, and only small gains in reading comprehension have been observed. Explicitly
teaching alphabet knowledge, print concepts, and phonological awareness in early childhood set-
tings so that children begin kindergarten ready to read (decode) is one strategy to improve reading
outcomes among children in the United States. As aresult, considerable attention has been given to
the promotion of the foundational skills of decoding in early childhood (e.g., Bailet, Repper, Murphy,
Piasta, & Zettler-Greeley, 2013; Haager, Klingner, & Vaughn, 2007; Hurry & Sylva, 2007; Koutsoftas,
Harmon, & Gray, 2009; VanDerHeyden, Snyder, Broussard, & Ramsdell, 2008). An increase has
occurred in the development of early childhood literacy curricula, intervention programs, and
assessment tools, such as Blueprint for Early Literacy (Children’s Literacy Initiative, 2017),
Nemours Brightstart! (Bailet et al., 2013), PAth to Literacy (Goldstein, 2016), Individual Growth
and Development Indicators (Wackerle-Hollman, Schmitt, Bradfield, Rodriguez, & McConnell,
2015), and PALS-PreK (Invernizzi, Sullivan, Meier, & Swank, 2004). The promotion of language
comprehension, which is the other major component of reading comprehension, is also necessary.
Very little explicit instruction on language comprehension has occurred compared with decoding
in schools across the United States (Dickinson, Golinkoff, & Hirsh-Pasek, 2010). A balanced focus
on both decoding and language comprehension is vital for many children, especially those who are
culturally and linguistically diverse.

Reading comprehension is one of the most important skills for success in school and relies on
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Language - Reading

Decoding X . .
comprehension comprehension

Figure 1.1. Both decoding and language comprehension are neces-
sary components of reading comprehension. (Adapted with permis-
sion from Gough, P. and Tunmer, W. [1986]. Decoding, reading, and
reading disability. Remedial and Special Education, 7, 6-10.)

Early childhood educators need intervention and assessment tools to help them fully embrace
a balanced focus on language comprehension and decoding. A number of explicit oral language
(including vocabulary and comprehension) programs have become available for use in early child-
hood classrooms, such as Story Friends™, Story Champs™, and Developing Talkers. The Assessment
of Story Comprehension, or the ASC (pronounced “ask”), was designed to support the use of these
and other oral language interventions and programs with preschoolers. The ASC measures chil-
dren’s language comprehension abilities, and early childhood educators can make decisions about
language interventions for young children like the ones shown in Figure 1.3. It is important to note
that with appropriate and timely assessment, proper language interventions can be deployed in a
manner to prepare children for the rigors of elementary school and prevent reading comprehension
problems in middle childhood.

LANGUAGE AND READING COMPREHENSION

Because early language experiences are important for later reading comprehension (Dooley &
Matthews, 2009), oral language promotion is an essential component of early childhood education
(Dickinson, Golinkoff, & Hirsh-Pasek, 2010; Whitehurst & Lonigan, 1998). Reading comprehension
cannot be the primary focus of instruction because preschool children are not yet readers. Research

Reading Comprehension (Scarborough, 2001)

LANGUAGE COMPREHENSION

Vocabulary knowledge

Inference making

Knowledge of syntax

READING
and grammar

COMPREHENSION

Background knowledge

DECODING

Phonics

Whole-word recognition
strategies

Alphabet knowledge
Print knowledge
Phonological awareness

Figure 1.2. This figure is based upon Scarborough’s (2001) well-known Reading Rope model. It depicts the interrelated
subskills involved in the two main components of reading comprehension—decoding and language comprehension.
Decoding subskills include phonics and word recognition skills, which are grounded in alphabet knowledge, print knowl-
edge, and phonological awareness. Language comprehension, which begins developing at birth, depends on several
interrelated skills, such as vocabulary knowledge, inference making, knowledge of syntax and grammar, and background
knowledge about a topic or concept. (Adapted with permission from Scarborough, H.[2001]. Connecting early language
and literacy to later reading [dis]abilities: Evidence, theory and practice. In S. Newman & D. Dickinson [Eds.], Handbook of
Early Literacy Research [pp. 97-110]. New York, NY: Guilford Press.)
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Figure 1.3. Appropriate and timely assessment in the preschool years helps ensure that chil-
dren will receive proper language interventions as needed to prepare them for elementary
school and prevent later reading comprehension problems.

suggests, however, that language comprehension is an effective proxy of reading comprehension
(Petersen, Spencer, Konishi, Sellars, & Robertson, 2018). Comprehension after listening to a story is
essentially the same as comprehension after reading a story (see Figure 1.4). This means that early
childhood educators who teach language comprehension are in essence also teaching reading com-
prehension. It is no surprise that skilled language comprehension is linked to school achievement
(Bishop & Edmundson, 1987; Feagans & Appelbaum, 1986) and specifically predicts later reading
comprehension (Catts, Fey, Tomblin, & Zhang, 2002; Dickinson & McCabe, 2001; Griffin, Hemphill,
Camp, & Wolf, 2004).

As previously mentioned, language comprehension encompasses multiple elements, one
of which is inferencing. Inferencing abilities are also central to reading comprehension (Cain &
Oakhill, 1999; Cain, Oakhill, & Lemmon, 2004). Inferencing requires children to make connec-
tions between various parts of what is heard or read and connections between what is heard or
read and what they know about the world (see Figure 1.5) (Cain & Oakhill, 1999; van den Broek,
1990). The numerous parts to connect make inferencing challenging, especially for children with
language disabilities or cultural and linguistic differences. Children with poor language skills in
early childhood are likely to have poor reading comprehension skills when they are older (Cain
etal., 2004) because they struggle to make effective connections between the various parts of what
they hear or read and between the various parts and their own experiences. In general, children
with language disabilities have difficulty answering questions about a story (Bishop & Adams,

AR

® O ."

Figure 1.4. Comprehension is the same whether the child is listening to a story or reading a story.
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Figure 1.5. Children make inferences—connections between various parts
of what is heard or read and between what is heard or read and what they
know about the world—when they listen to or read stories.

1992), but inferential questions are particularly challenging for them (Blank, Rose, & Berlin, 2003;
Ford & Milsoky, 2003). Reading comprehension interventions with older children often include
procedures for teaching them to make inferences. Storybook reading activities are commonly used
to help younger children identify the relations between parts of the story and their knowledge of
the world.

Preschool children like the ones in Figure 1.6 are often asked questions about stories. Adults
use arange of literal and inferential questions to promote comprehension during reading activities
with young children (van Kleeck, Gillam, Hamilton, & McGrath, 1997). Literal questions such as,
What is this? and What is he doing? refer to content that is directly available in the story or illustra-
tions. In contrast, inferential questions such as, How do you think she feels? Why did he do that? and
What do you think he will do next? are designed to connect events in the story to information that
is not directly available. Interventions with these types of questions have been shown to improve
children’s oral language abilities (Cain & Oakhill, 1999; Tompkins, Guo, & Justice, 2013; van Kleeck,
2008), even when parents deliver the questions (van Kleeck et al., 1997). This type of oral language
promotion for younger children translates into stronger reading comprehension when they are
older (Serpell, Baker, & Sonnenschein, 2005).

The development of vocabulary knowledge is also a common goal of storybook reading activi-
ties, and for good reason. Vocabulary knowledge strongly correlates with other oral language skills
and specifically reading comprehension (Cunningham & Stanovich, 1997; Scarborough, 2001;
Storch & Whitehurst, 2002; Tunmer & Chapman, 2012). To learn and understand a definition of a
word sometimes requires using the clues available in the story and connecting them to one’s own
background experiences (Cain et al., 2004). Children draw from their own experiences and the
information seen in pictures or heard in the story to figure out what a word means. The ability to
learn new words from stories is associated with general language skills, and children with poor
language skills do not readily use context and background information to acquire word meanings
(Cain, Oakhill, & Elbro, 2003; Cain et al., 2004; Daneman & Green, 1986; Nippold, 2002).
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1

Figure 1.6. Interventions in which adults ask children literal and inferential questions during read-
ing help to promote young children’s oral language development, which, in turn, leads to stronger
reading comprehension.

PURPOSES OF THE ASC AND CURRICULUM-BASED MEASUREMENT

Proper assessment and regular monitoring are essential components of an effective intervention
program. Assessment results help educators identify children who would benefit from additional
instruction, make adjustments when needed, and determine how a child is progressing in relation
to the intervention. Curriculum-based measurement (CBM) is one category of assessments that is
well suited to help educators link assessment to intervention (Deno, 2003; Deno, Mirkin, & Chiang,
1982; Missall & McConnell, 2004). CBM is often used to assist educators in making data-based
decisions in response to intervention (RTI) or multi-tiered system of supports (MTSS) educational
models, which are becoming more common in early childhood settings (Greenwood et al., 2011,
2014). The specific functions of CBM include 1) identifying which students may benefit from addi-
tional intervention, 2) monitoring students’ progress once intervention has begun, and 3) determin-
ing when curricular objectives have been achieved (Deno, 2003; Fuchs, Fuchs, Hamlett, Phillips, &
Bentz, 1994). CBM is commonly used to assess decoding (Christ, Zopluoglu, Long, & Monaghen,
2012), math (Foegen, Jiban, & Deno, 2007), and writing (McMaster & Espin, 2007) and is now being
applied to oral language (see Bradfield et al., 2014; Petersen & Spencer, 2012; Wackerle-Hollman,
Rodriguez, Bradfield, Rodriguez, & McConnell, 2015).

Assessments must be designed in a certain way to fulfill the purposes of CBM. First, assess-
ment tools need to measure something that society deems important. In this case, comprehension
is considered a critical skill that all children need. Second, assessment tools need to have strong
reliability and validity, which means they measure what they intend to measure (validity) and the
assessment can be repeated with the same result (reliability). Third, assessment tools need to be
time efficient and easy to use. Otherwise, the tools would not be useful to busy preschool teach-
ers. Fourth, several parallel forms of the assessment are required. This characteristic is important
because the assessment has to be repeated to monitor children’s progress. If repeated testing did
not result in consistent scores, then it would be impossible to attribute improvements to learning.
Fifth, assessment tools need to be sensitive to the effects of an intervention and children’s develop-
ment. The assessment tool should be able to detect improvement in children’s skills (Deno, 2003;
Deno et al., 1982; Missall & McConnell, 2004). The use of several parallel forms helps make that
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possible, and they can do the job quite well as long as they are valid and reliable. Research indicates
that students do better in school when teachers employ CBM in their classrooms because educators
are more likely to identify students in need of intervention and adjust instruction to meet students’
needs (Fuchs, Deno, & Mirkin, 1984; Fuchs & Fuchs, 2007). The following characteristics are linked
to CBM:

e Measures socially and academically important outcomes
* Reliable and valid
* Time efficient and easy to use
* Includes several parallel forms
e Sensitive to growth
As a CBM tool, the ASC serves three major purposes:
1. Identify children who can benefit from supplemental language intervention.
2. Monitor children’s progress regularly.
3. Determine when children’s language comprehension improves to a meaningful degree.

First, the ASC is designed to help educators determine which children need supplemental and
intensive language intervention. Because the ASC is time efficient and easy to use, educators
can assess all of the children in the class three times a year. Once all children have a score, the
children who perform low on the ASC should be given supplemental language instruction. Those
who receive a high ASC score do not need intervention. The second purpose is to monitor chil-
dren’s progress once they begin language intervention, especially if the intervention teaches
vocabulary, answering questions about stories, and inference-making skills. Because there are
six parallel ASC forms, one can be administered every 4-6 weeks to the children who receive
intervention. Regular monitoring will help educators know if children are making progress and if
instruction needs to be adjusted to maximize its effectiveness. Last, the ASC will help educators
know when children’s language has improved to a meaningful degree. Because the ASC is sensi-
tive to the effects of intervention, children’s scores will improve over time if the intervention is
potent enough. High scores on the ASC suggest that children are ready for the language demands
of kindergarten.

TECHNICAL ADEQUACY

We examined the ASC’s validity and reliability with 237 preschool children. Children in this study
had a mean age of 3 years, 8 months and were ethnically and racially diverse (34% Caucasian,
31% Latino/Hispanic, 18% Native American, 3% African American, 1%, Asian American, 10%
Multiethnic, and 3% Other). English was the dominant language for 84% of the children, and 5%
were bilingual. Nine percent of the children had an individualized education program (IEP).

The ASC had to conform to the CBM characteristics because it was intended to help identify
children who need supplemental language comprehension and vocabulary intervention and moni-
tor children’s progress over time. The characteristics that are discussed next serve as an organiza-
tion for the ASC’s technical properties.

1. The ASC measures an authentic and socially important outcome. The ASC measures chil-
dren’s ability to comprehend stories. Children must be able to do the following to do well on the
ASC: 1) understand the words and linguistic composition of the story, 2) understand the question
asked, and 3) integrate background knowledge and information from the story to make inferences.
The use of stories in preschools, whether presented orally or via book reading, is a common method
for fostering listening comprehension and other oral language skills (e.g., vocabulary, syntax). The
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interesting fact, however, is that stories are seldom used in the formative assessment of language
comprehension, despite their authenticity. One-word receptive or expressive vocabulary tasks are
used most often in preschool classrooms to estimate oral language growth and help identify which
children need supplemental intervention (Hoffman, Teale, & Paciga, 2014). Although vocabulary is
agood index for identification, it is not sufficiently sensitive to change over time and may not detect
growth related to language interventions, especially those directed at broad oral language skills
(as opposed to just vocabulary).

The ASC was developed to fill this need for progress monitoring of language comprehen-
sion in preschool classrooms. Careful attention was given to creating an assessment tool that was
authentic and did not test language separate from child-relevant contexts. There is good evidence
of concurrent validity for the ASC. We correlated the ASC with the Clinical Evaluation of Language
Fundamentals: Preschool-Second Edition (CELF:P-2; Wiig, Secord, & Semel, 2004), which is a
well-established, standardized norm-referenced test of general language skills. The correlation
between the CELF:P-2 total raw score and the child’s best ASC score was strong (r = .81, p <.001),
suggesting that the ASC and the CELF:P-2 measure similar constructs.

2. The ASC has multiple parallel forms for repeated sampling. Figure 1.7 shows the parallel
forms of the ASC. Parallel form reliability was examined using Pearson correlations among all
forms of the ASC, which initially included nine forms. Moderate to large correlations among ASC
forms (r = .65-.83) were observed. Examining the correlation between the best scores from three
different ASC sessions for a single child close in time is another way to assess reliability. This
yielded a variation of test-retest reliability, which resulted in a mean correlation of .78. The mean
correlation was .78 when parallel form reliability was examined for forms that were administered
within the same session, albeit a random selection of forms.

Cronbach’s alphas were calculated to examine the internal consistency among all items within
each form, individual items across forms, and for all items in all forms. The alpha coefficients
according to ASC forms and ASC items indicate high internal consistency. The mean coefficient across
the forms was .83 (range .79-.86). The mean coefficient for the eight items was .81 (range .71-.89). The
overall alpha coefficient when considering all items in all forms was .83, but the alpha coefficient was
.96 when totals from each of the forms were used as items. Altogether, these Cronbach’s alpha statistics
indicate high consistency within and across forms.

Although relative scores were consistent across forms according to Cronbach’s alpha, paired
samples t tests indicated that some form scores differed significantly after accounting for the
repeated sampling of children across forms. Three forms that were statistically different from the
others were eliminated to create a more balanced pool of six forms. There were a few differences
within the remaining six ASC forms. For example, ASC Form 1 produced higher scores than ASC
Forms 2 and 4, and ASC Form 3 produced higher scores than ASC Form 2. There were no statisti-
cally significant differences among the other ASC forms, indicating they are parallel. Forms that
appeared to be easier (evidenced by ¢ tests) are strategically paired with forms that may be more
challenging in the final version of the ASC. Hence, the 1-2, 3-4, 5-6 grouping for fall, winter, and
spring.

3. The ASC has standardized administration and scoring procedures. The ASC was designed to
be extremely simple and easy to use. Each form has a one-page (front and back) administration pro-
tocol. Scoring is done using specific scoring guides, and results are a simple raw score calculation
(see Figure 1.8). Administration of one ASC takes approximately 3—4 minutes, and scoring requires
another 2-4 minutes. The fidelity of administration has been extremely high (mean = 99.6%; range =
78.6%-100%) in our empirical investigations of the ASC, indicating thatitis easy to use. Scoring reli-
ability has been examined a number of ways. First, a simple scoring agreement, which is described
in the Establishing and Maintaining Scoring Reliability section in Chapter 4, has been consistently
above 90% (mean = 92%; range = 52%-100%). Kappa coefficients were calculated for each of the
items specifically to examine whether some items were more difficult to score reliably than others.
Overall, the range of coefficients was from .60 to .94, suggesting moderate to high scoring reliability.
The inferential questions had the lowest reliability coefficients, with the exception of Item 3 (causal

Excerpted from Assessment of Story Comprehension (ASC™) Manual by Trina D. Spencer, Ph.D. and Howard Goldstein, Ph.D.



FOR MORE, go to http://www.brookespublishing.com/ASC

Spencer and Goldstein

.........

Story Comprehension G0

h and Her Favorite

) Rosaand the Shiny Slide

Figure 1.7. The Assessment of Story Comprehension (ASC) has six parallel forms to allow for repeated sampling.

.........

Excerpted from Assessment of Story Comprehension (ASC™) Manual by Trina D. Spencer, Ph.D. and Howard Goldstein, Ph.D.




FOR MORE, go to http://www.brookespublishing.com/ASC

Introduction to the Assessment of Story Comprehension

Carlos and the Big Hill [(alSIGIR:FE ISt c it 1Y Linaand Her Noisy Friend [alSIGR:FT LIS tr-dcliv s
Questions Score | Description Examples Questons Score | Description Examples
T [ Whatdo youthinkwil | 2= | Plausible, complets and clear o wil get hrt e wil have fun; e wil T [ Whatdo youthinkwil | 2= | Plusible, complets and clear iy v o o8
appen? cimb up a i Happen? rend il bo
— [Plusble but incomplete orunclear i fun 7= [Plausble buts Noisy g be loud she tlks ote
~ [ Unreated orimplausile Go shopping;watch TV 0= | Unrelated orimplausible Gonna fal walk with siter
2| Whatvwas Cartos doing | 2= | Correct, complte,and clear Riding his bike; playing on bike 2| Whatwas Lina doing in | 2= | Correct, complete, and clear Tying o seeps sleeping; aking a nap
i this story? 1= | Correct but ncomplete or unclear Bike: flling: going dovin sireet this story? 1= | Correct but incomplete or unclear Lie down; being quiet; want her friend to
=_|Incorrect; not a "doing" answer Running; crying; mad; play P
3 [Inthis story,Carlos was | 2= | Correct, complete,and clear el off s bike; cut his anm; he got hurt 0 |Incorect nota where anover Covered vith blanket talking
22, Why was Caros i elbow b 3 |t toninavas | 2= Corctcomte s o Frnd v ki e voke o
sadt = | Correct butincomplete or unclear Bump; crash; bleed; hurt . Why was Lina somebody pulled her
o D T 7= | Corroctbut mcomplete or unclear Can'tsloeps twas novy; she tlked
4 [ Carlosfell offhisbike | 2= | Correct, complete, and clear Walked home: told his morm; gota 0= [incorrect Friend wouldn' alk; teacher mean
and cut his arm. What bandage. 4 | Lina' iend Michalle | 2= | Corrct, complete, and clear;acion by man | Aske teacher to move; moved her mat
happened nex? = [ Coreet bt ncompete o ando acten by | Fomaway: e andoge id by o ptualking oher chscter etk o
corondary charaor gove abandage '9 naptime. 1= | Correct but incomplete o unclear; action by | She couldn't sleep; moved t; asked teacher
happened next secondary character
0= [Incorrect Coy, bleed; ride bike: s2d secondary chara
5 | Why doyou think 2= | Plausible answer that incorporates story and | Help him feel better; she loves him; moms 0= [incorrect Sleeping; talking; got mad
Carlos's om gave b background knovledge el ther ki 5 [why - |Pvsbien oy and Shedlcpy and needs res s agamet e
ahug? FI o —m———— e ————— ot otalic background nawledge rules; she might getin rauble
background knoviedge: characerstc = [Plavsble ansver that wses sty Horwassleoping: Michelles oy dosent
P TR —— R ———— Dackopound knowiedge: carsesoristc | lke her
aueston ) e or noton answer fo the She was mad; moved 1o comer
& | Whathappened stthe | 2= | Correct complete and clear e rdes hs bike; mom watched
end ofthe story o FTa———— TSP — & [ What happened atthe | 2= | Correct, complete, and clear Wentto sleap:fll sloop: had ice drears
fall sgan 7= | Corroctbut mcomplete or unclear twas dark slentsgan
0= [ncorrect Fallgot hurt gota bandage 0= [ncorect Talkto her frend; he el moved,
7 2 | o will gt hurt s fun o go fast e wil 7 2= | Plausioh soryor e ke s et
vides hisbike,do you background knowledge fall again; going down big ils puthar mat next to background knowledge sloap i dark side; she’s 0o lou
Michello at the next
inkhe will go down & |1 1o blo answer that uses lues fromthe | Fal e ikes  he's scared Michelle tthe ne T [Flsatle s sy Dichtsloap; nosy; sheles hars causa she
Bk Wyt | 1 eniodos b rapsins? Whiy o ety o g | e
incomplete or unclear orundion haracteriste
0| mplausble orunelated; ot “why Ride i bike it the nighoor 0= | Implausible orunelated; ot “why She sleaps 00; s dark cause she wantto
8a | What doss njure 3= |l accurate symonym, deftion m To get hur getcut whan you falland gat 8 | What doss silent mean? | 3= | Fully accurate, ymonym, definiion Guiet; b quiet and calm
mean? example hurt erample
2= |rolaed Related
ncored
B | Doss imjure meante | 1= | Comect
cook something o PP P
e : EVVEVIENG 2 (39 A0 N VAl @O © Basic Scoring Guide BEINEIETGRLTI GTIS STl @O @ Basic Scoring Guide
- Questions Score | Description Bxanples Questions Score | Dascription Examples
Copyright ©201 1 | What do you think will 2= Plausible, complete, and clear ‘She will break her toy; play with the toy; go 1 | What do you think will 2=_[Plausible, complete, and clear Paint a pretty picture
happen totoy store. happen’ =_| Plausible butincomplete or unclear Draw; paint
T=_[Plavsble but mcomplete or unclear Play; hove toy; have fun B TT e e—— R
0= [Unrelsted or implausible Find a mouse; ride biks 2 | Whatwas Jamal doing | 2= | Correct complete, and clear Painting; doing art st school
2 | Whatwias Hannah 2= | Cortect, complate, and clea Facking up; geting ready for schoo inths story? - —
Whatura Horoat, Facking e gating rendy 7= | Corroctbut mcomplete or unclear Ficture:fre truck spiing
Correct but ncomplete or unclear Going to school; putting boaks; pack = |incorrect nota “where” answer Say sorry; crying
breaking things 3 [Inthis sory, Jamalwas | 2= | Corroct, complat, and clear Mossad up her picture; spiled on
0= | Incorrect nota “where” answer Airplane got broke;play with toy s34, Why was Jamal somebody olse'spainting
3| Inthis story, Hannah 2= | Correct, complete, and clear Her airplane broke; the wing broke off = | Correct but incomplete or unclear Spill messed up; it ruined
was book broke her plane = [corrct Coy: bird; bed
Hamnah sad?
1 Correct but incomplete or un favorite; crunched it; wanted to 4 | Jamal spilled paint on 2= | Correct, complete, and clear; action by main | He said sorry; put his head down; gave her
take hr plane; broke &t ‘Angie's painting. What character Fispicture
0= [ncorect Didtwant o go o school sad happened next? T Commeutmcomptete it ctan | Fre ko whatto do
4 | Hannah's favorite toy 2= | Correct, complete, and clear; action by main | Put the glue on; asked her dad; fixed the secondary char:
broke. What happened character ving 0= [ncorect Kept pating feltbad: she cried
next?
[ Commesutncompiete o unlst ckony [ Gt g 1d e ok dnd v S| Why doyouthink Jamal | 2= | Plausible snswer that uses story nd Wiake o feel beter;thats the e
sacondary chare har gloe: got el gave Angie his fire backaround knovledge
0= [ncorect Goto school packed a books ruck painting: = [Plausble answer that ses story o o runed hers;she'ssad; e s nice he
5 | Why do you think 2= P\a\mUc answer rh.,r uses story ar She couldn't fix hmscN dads like to help; to background knowledge; characteristic likes them
Hannah's dad helped round knowec make her feel bet 0= | mplausbls or ot an answer o the question | He was means paiting s fun
= [Plausible answer hat uses story o Ttwas damaged; wanted t take 10 school & | mrteppered e | 2 [Gorea it s Made herfee beter hanked i painted
backaround knowledae; charscteristic | he's ice; he knows how to h and of the stor another bird
0= | mplausibls or ot an answer o ths question | With some glus; he wanted o — [ Correct butincomplete or unclar Fainted; fun together; did pictre
& | Whathappencd atthe | 2= | Corroct, complete,and cear Putit o the dresser; et the glue dry; twas = [corret Spiled paint sed
ondof the story? ke new
i 7 Deyau(mnkAnqlew\H 2= [Plausible answer that uses story or He apologized; they are friends.
— [ Comrct butincomplete or unclear Put ot dres s xed mal again? background knwiedge
o Use glues told her dac happy oo = [Plavsiole answer it ses sty o Pctur s gooc; she's upposed tos messed
7 Do you ik Honmah | 2| Pleusilesmsver hat s s or The wing has to dy; the lue il be iy backgyound knovledge but s incomplete | tup hey havefun
will till take her toy background knowledge will break it again; it fixed; it's her r unclear; characteristic
plane o school? Why/ fovorite 0= Implausible or unrelsted: ot a “why” answer | She's happy:she vl pint ‘cause
why 1= | Plausible answer that uses story or 1t's okay; likes it; wants to show t; it's cool; 8a | What does apologize 3= |Fully accurate, synonym, definition in To say sorry; sorry; when you
background knowledge but s mcomplete | she'scarefusshe hasto mean? arple sometbing up and soy youira oy
clsar, charactersic
Sccident; mitake fel badyou mess
something up artll hara
Talkto fiends: 2
Tosay sory
-~ ) Toaska question
e NN T CEE A IOl @O O Basic Scoring Guide e ARG LTI NS I EMl @O @ Basic Scoring Guide
Questions Score | Description Examples Questons Score | Description Examples
1 [ Whatdo youthinkwil | 2= | Plausible. complets,and clear o wil have o clean up. otk | 2= [Povsbl compte s e She wil side and clmb
happ = | Plausible butincomplete or unclear ‘A mess; his things get messy and Howard happen? 1= | Plausible but incomplete or unclear Play on it get hurt P
pitat
0= | Unrlated or mplausible Ride  bike; read a story 0= | Unrlated or implausible il got dork
2| Where did Tony wantto | 2= | Correct, complete, and clear s room 2 | Where did Rosa and | 2| Correct, complete and clear Prayaround; park
lay = [ Corect btincompleteorundear Wi house herbiendShane gl |1 oo incompet ornear To ide;slde ploce pying avsde
~ [incorrect; nota “where” answer Friend'shouse; with the racetrack 0= | ncorrect nota “where” answer Home: pushed her
3 [iieton Tory s | 2= | Gonctcompiete s e dicft want > cean up; s mom sad 10 3 [ty R was | 2= | ot compiete, s e gave har a b push; she bangerd her
was Tony ean s rnd cotencome o s e knoes
1= | Correct but incomplete or unclear Friend had to leave; mom was mean ma 1= | Correct but incomplete or unclear Got hurt; he stamped her; he didn't sten
0= |Incorrect His friend was mean; he was tired o her
4 Tonysmammld him 2= | Correct, complete, and clear; action by main | Picked up his things; decided clean room is 0= [incorrect Yellod at him she cried
o put away hs things. character funs coaped 4 [Rowa banged her knees | 2= | Correct, complete, and clars acion by mai | S yelled a e friend; sad s not e 10
L T S WS YRS onthe reund, What charsta sk sk and 10 giv B push
secondary character PP 1= [Comeet ﬁhrmcn'ﬁp\svsn unclear; action by | Yelled: said to him; said he didn't mean to
Incorrect Got mad; showed his racetrack. characte
5 | Why doyou think 2= | Plausible answer that uses story and Supposed to keep your room clean; you 0= |incorrect Fell on ground; mad; cried
Tonys mom told i to around knowledge should clean up when someone comes over 5| Why doyouthink = | il srover ot e sy 06 Fusngruts peple she e tuant o
A R Frad coming v o v sy e Rosa old shane ot to ackground knowlecy flh s dangeroue © ush
Eackaround knowledge charecteristic | ks 11 be = [Plausble anseer that ses story o Ttwas mean:she was mad: he pushed her
0 Implausible or not an answer to the He likes to clean; made him mad; he background knowledge; characteristic to0 hard; didn't ke it she always vells
aueston wantad 10;she wanted him to 0= | Implausible ornotan answer o the queston | She was going fast;they are frends
& | Whathappened atthe | 2= | Corroct complets and clear s end e s o & [ Whathappened st | 2= | Corect complte,andcer o gave a e push;they played together;
andiof the s doni pi andiof the story he helped her
— [ Coect butincomplte orundlear Pay;clan; fiend thare 1= | Corroct but mcomplete orunclear Payed; fun lding again small push
~ [incoret o hac adiry room 0= [ncorect The end; bangad har kness
7 [Do you think Tonywill | 2= | Plasible smover thatuses sory or ot ceaning anct wants o ply; a lean 7| Do youthink Rosa 2 [Flgsble s tases oo Ty e e e gove i o
put is things away the background knawiedge battar; more space 1o pays 1 Py and Shan vl play background nawled) they play happy toget
next tim his mom asks gather ag
o the again = [Plavsble ansver that wses sty 165 fu they have to he plays icer ey ke
i v IR o His mom Play; he likes Whylwhy not background knowledige but s meomplets |6
background knowledge but s mcomplete | ; ho want o be happy or unclear;charactaristic
ncloar; characteristic 0= | Implausible or unrelated; nota "why” answer | She's happy: climbed up
svie mean? example
e Whordossdymean |13 [Pl e smorym defiens Cloan; neat, pick up s 15 lean 2= | Reloed to story, example wihout definiion | it someone
2= | Rolated to story, sxample without definiion_| Fickup your toys 0= [ Incorectorunrelsted Bang knees
= [incomect or unrelated Done; ts tiny 8b | Doesshove meanto | 1= | Correct To push
push ortorun P =
8 Dwestvdymean;lgin 1= |Comect Clean Incomec o run
or heay = |Incorrect Heavy
o Aot oy Compaenson —— A chn e m—— o
psA phiuloestt ph At S ek g

Figure 1.8. Basic scoring guides for the Assessment of Story Comprehension (ASC).
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Figure 1.9. An example of how a child's scores on successive administrations of the Assess-
ment of Story Comprehension (ASC) might improve following an intervention.

relationship between problem and feeling), whereas the definitional vocabulary item had the high-
est coefficient. Intraclass correlation coefficients (ICCs) show that, on average, 86% of the variation
between item scores was due to differences between children, as opposed to differences between
raters. Ranging from 75% for Item 5 to 94% for Item 8b, these high ICCs indicate the ASC is reliably
measuring child behaviors.

4. The ASC is sensitive to growth related to language intervention. Two intervention studies
have shown effects on the ASC related to a story-based supplemental language intervention with
preschoolers. The Story Friends curriculum was used in one study (Kelley, Goldstein, Spencer, &
Sherman, 2015), and the statistically significant outcome was detected, but only for the inferential
questions of the ASC. This is not surprising because the Story Friends curriculum explicitly targets
how to answer inferential questions but not recall questions. A narrative retelling intervention in a
second study was delivered in whole-class, small-group, and individual arrangements within class-
rooms for approximately 7 months. The ASC was administered in the fall before language inter-
ventions began and again in the winter and spring. Students in the treatment classrooms scored
significantly better than the students in the control classrooms on the ASC in the winter and spring
assessment waves with medium effect sizes (Spencer, Weddle, Petersen, & Adams, 2018). Figure 1.9
shows an example of how a child’s scores on successive administrations of the ASC might improve
following an intervention.

ORGANIZATION OF THE ASC MANUAL

The remainder of this manual is designed to help educators learn the core features of the ASC, how
to administer it, how to score children’s answers to the questions, and how to interpret and use
the results to link to intervention. Chapter 2 focuses on the construction of the ASC stories and
questions, which had to be developed with great care to properly assess language comprehension.
A description of these major features and how they were constructed is included. The standardized
administration procedures are detailed in Chapter 3. It is essential that the ASC is delivered con-
sistently; otherwise, it is impossible to know if children’s scores are accurate. The administration is
straightforward, and examiners use the provided scripts to make sure every story is read accurately
and the questions are delivered exactly the way they were intended. Fidelity checklists are included
in Appendix B of this manual so that the ASC administration can be trained and monitored. Chapter
4 covers the scoring procedures. Scoring children’s responses to questions can be a bit challeng-
ing because they do not always give clear answers. We have developed a number of scoring guides
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to assist examiners, including basic and extended scoring guides. The extended scoring guides are
included in the Chapter 4 appendix. With some time and practice, however, examiners may no lon-
ger need the extended scoring guides. Therefore, basic scoring guides are included in Appendix A
of the manual to serve as a quicker reference when needed. Chapter 5 includes guidelines for inter-
preting and using the results of the ASC to inform instruction. We have included a few case exam-
ples to illustrate the way in which the ASC can be used in preschool classrooms.

As previously noted, the Chapter 4 appendix and Appendixes A and B of the manual provide
extended scoring guides, basic scoring guides, and fidelity checklists. In addition, Appendix C of
the manual includes two sets of practice ASCs. These are ASCs that have been administered but
not scored and are intended to help train new examiners to score the ASC reliably. Practice Set 1is
designed for use in training new examiners who have no prior experience with the ASC. It includes
all six forms with sample child responses for use in practicing scoring; it also includes a key show-
ing how a trained examiner would score these responses and an explanation for difficult-to-score
responses. Practice Set 2 is intended for training new examiners who have previously completed
Practice Set 1 and includes the sample child responses and key but not the additional explanations
for difficult-to-score items.
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