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Abstract

Program Fidelity and Teacher Decisions: A Case Study of the Reraadsaarning
Program. Putnam, Jennifer D., 2011: Dissertation, Gardner-Webb University,
Accelerated Reader/Renaissance Learning/Motivation Theory/ChaogesB/Fidelity of
Implementation/Sustained Silent Reading (SSR)

This dissertation was designed to examine the degree to which the fidelity of
implementation of the Renaissance Learning program impacts teachectiost as well
as teacher perception of student reading motivation and achievement. Thestabaher
western North Carolina elementary school used the Renaissance Lgaagran for
over 15 years, with little training. The school’s end-of-grade testsaoreading were
below the state and district averages, indicating that many of the stugeatstruggling
readers. At the start of the 2010-2011 school year, the teachers attendedsiopraife
development seminar and were trained on the best uses of the program.

The researcher created a survey, conducted focus group and individual interviews,
examined documents, and observed teacher practice at this school in order to determine
the degree to which the Renaissance Learning program was being implgnveht

fidelity. In addition, the impact of school-wide change was examined, and teacher
perceptions of student reading motivation and achievement were studied.

The results from this study led the researcher to conclude that the tdashers
experienced an implementation dip, but that the implementation fidelity of the
Renaissance Learning program was high. In addition, teachers perceinetcase in
student reading motivation and achievement. The researcher’s recommenaat®ns

for the school to pursue professional development on motivation theory, and to continue
professional development on the many aspects of the Renaissance Learning progra
order to maintain high fidelity standards.
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Chapter 1: Introduction and Problem Statement

On any given day, students in many elementary classrooms are spending
sustained amounts of time reading silently to themselves (Bryan, FawsontZRe
2003). During this Sustained Silent Reading time, sometimes referred tRas SS
students are expected to read without interruption for a set period of time. Agdordin
Douglas (2009), the teacher’s role during the 10 to 30 minutes of most required SSR
programs is inconsistent. In some classrooms, the teacher silently resdsd bis or
her choosing in order to model a love of reading, while in other settings, teachdms use t
time to complete paperwork or to conference with students.

Within these parameters, some students are actively engaged with tieditera
they are reading, while others are disengaged. Guthrie, McGough, Benneticeand R
(1996) described engaged readers as motivated to read for a myriad of peasoe.
In addition, Gambrell, Palmer, Codling, and Mazzoni (1996) contended that motivation
affects the degree to which students experience success in reading aehtevEneir
research indicated that highly motivated readers gained a wider exposureatoréter
during SSR, and had an increased amount of practice time with reading which, in turn,
led to increased achievement. Likewise, Cheak and Wessel (2005) contended that
students who are intrinsically motivated to read are more likely to spendrgreaiunts
of time as engaged readers. In contrast, Hairrell, Edmonds, Vaughn, and Simmons
(2010) made the point that unmotivated readers spend SSR time being unproductive and
overwhelmed (Reutzel, Jones, Fawson, & Smith, 2008). Bryan et al. (2003) found that
simply providing time for students to read silently did not guarantee that thdg w
become engaged readers. Furthermore, researchers Kelley and GQease(2006)

discovered that many students were reading only a limited selection efgkming SSR



time, and had a poor view of reading. They also found that many students were choosing
books either above or below their reading levels, were only pretending to read, and were
unable to stay engaged during Sustained Silent Reading because they |latkg@str

needed to monitor comprehension.

This lack of engagement may be linked to motivation. Guthrie, Wigfield,

Metsala, and Cox (1999) reported that students who were motivated to read spent more
time actually reading during SSR time. In conjunction, lack of motivationgsiérely

cited as being one of the reasons for students’ low reading performaneekatdr study,
Guthrie et al. (2004) noted that struggling readers have a lower motivation to read than
their higher achieving peers. In order to increase reading achievementdsiand
Bauserman (2006) recommended that teachers actively seek ways to entdinge rea
motivation for their students.

Gambrel-Risely (2006) also noted that using data to enhance instruction is an
effective practice to assist teachers in raising student reading anki@veShe reviewed
several notable examples of school systems using personalized data tdudeygs’s
individual weaknesses in reading. Her research cited the importance ofdtdlivn
into the data to understand specific discrepancies in learning, so that thisseaskide
retaught and reinforced. However, she quoted one administrator who cautioned that
using data alone was not sufficient. Simply analyzing test scores to devedatiaec
way to deliver instruction will not necessarily maximize student perfocsnan
standardized tests unless the student is motivated to learn. ““We reinforaatipgpthat
desire,” the administrator says. Nothing will work if the student doedigvben
himself and knows he can do whatever he wants to do” (Gambrel-Risely, 2006, p. 38).

The Accelerated Reader (AR) program from Renaissance Leasrengsearch-



based reading software application system widely used in more than halsohtwds
across the United States. According to the Florida Center for ReadingdResee of
Accelerated Reader’s main goals is to motivate students to read (Johnson, 2006). The
Renaissance Learning Company (2010), creator of the Accelerated Reagtam, also
contends that its program increases reading motivation, leading to an increaset @m
time spent in successful reading practice which, in turn, leads to greatemge
comprehension. Accelerated Reader, as part of the entire Renaissanaggy@agram,

is designed for use in conjunction with literacy programs already bepignmented in

K-12 classrooms. Students are first given a STAR (Standardized Testingaortrige
reading assessment, which gives a grade-equivalent reading score. Bametésin t
results, students then self-select literature from an AcceleratsteReollection that falls
within a certain grade-equivalent range. Literature is assignedvahirgs by

Renaissance Learning based on the Advanced TASA Open Standard (ATOS) IRgadabi
Formula. Students take computer-based literal-comprehension quizzes, amndrare g
points based on the number of correct answers given. Students receive immediate
feedback on the number of correct answers and the number of points earned.
Renaissance Learning provides a chart of recommended point goals for stusedtsrba
their individual grade-equivalent levels and the amount of time they spend in Sustained
Silent Reading at school. Periodically, students are given the STAR tast@gai
determine growth in reading achievement. Grade-equivalent reading raagelfusted
throughout the school year based on the results of the test. In addition to thes¢seleme
the Accelerated Reader program includes vocabulary development and litelacy ski
components.

There are contradictory findings in studies of the success of Acesldrader.



One of the reasons for the discrepancies may be the fidelity of impleroembthe
program. Within schools and individual classrooms, practices vary widely. Brisco
(2003) noted that some schools offer extrinsic motivational rewards such as partie
prizes for earning a certain number of points. In other settings, teachéns nsenber
of points earned when calculating students’ reading grades or to give dawatddents
who have earned the most points. Renaissance Learning discourages the use of extrinsi
rewards to motivate students to read (W. Isenhart, personal communicatiomp@ece
13, 2010).
Purpose of the Study
According to conversations between the researcher and teachers and
administration in the fall of 2010, the issue of struggling, disengaged, and unetbtivat
readers was paramount in a rural, low-performing, western North Carolmarebey
school. Teachers at Brownville Elementary (a pseudonym) have been using the
Accelerated Reader program for more than 15 years to motivate students totread, wi
varying degrees of success. However, the manner in which it has been used has been
highly variable, with teachers in the same grade level even using the prdiffiexently.
According to the North Carolina School Report Card for the years 2008, 2009,
and 2010, Brownville consistently had the lowest achievement scores on the North
Carolina end-of-grade test for reading in the district. Tables 1, 2, and 3 show the

breakdown of the reading scores in relation to both the district and the state.



Table 1

Percentage of Students’ Scores At or Above Grade Level on 2008 Reading EOG Test

Grade 3 Grade 4 Grade 5 Overall
School 37.1% 57.1% 45.5% 47.3%
District 55.6% 61.8% 59.1% 60.0%
State 54.5% 59. 2% 55.6% 55.6%

Table 2

Percentage of Students’ Scores At or Above Grade Level on 2009 Reading EOG Test

Grade 3 Grade 4 Grade 5 Overall
School 53.2% 51.3% 68.4% 57.3%
District 69.4% 72.0% 71.6% 12.7%
State 65.5% 69.1% 68.5% 67.6%

Table 3

Percentage of Students’ Scores At or Above Grade Level on 2010 Reading EOG Test

Grade 3 Grade 4 Grade 5 Overall
School 53.8% 61.8% 53.1% 56.7%
District 72.5% 77.8% 76.6% 76.9%
State 66.4% 71.6% 71.1% 70.1%

The tables above illustrate the point that many of the students at Browretidle w
struggling readers and that this issue continued over multiple years. dadallgvels,
the percentage of students who scored at or above grade level was less than both the

district and the state percentages.



In 2009, 74% of the third, fourth, and fifth grade students were Caucasian, 10%
were African American, 9% were Hispanic, 5% were multi-racial, anave#ée Asian
(North Carolina Department of Public Instruction, 2010) (NCDPI). Brownville
Elementary is located in a small, rural community, and there are no industhigsav
10-mile radius. Many parents are unemployed. As a result, nearly 90% of thesstude
are on a free or reduced lunch program. Table 4 compares Brownville Elementary
School’s free or reduced lunch percentages to the district percentages.
Table 4

Comparison of Free or Reduced Lunch Data

Brownville District State
Elementary
90.0% 61.4% 65.1%

Data in Table 4 indicates that Brownville Elementary students had a much laighef r
free or reduced lunch than the other schools in the district.

At the beginning of the 2010 school year, Brownville teachers attended a
professional development seminar on Accelerated Reader Best Rraétidbis
seminar, the terrfidelity of implementatiowas defined in regards to the program.
Specific recommended practices were explained, and a question and answer sessi
followed. Subsequently, the staff was instructed to begin using the AR proggtam w
fidelity. Follow-up trainings at the school were conducted periodically in order to
familiarize teachers with all aspects of the Renaissance Legroggam. Support was
offered to teachers who requested help with implementation, and the principal began
monitoring its use with all teachers.

According to Gresham, MacMillan, Beebe-Frankenberger, and Bocian (20€0), t



term fidelity of implementation was defined as the delivery of spaosituction in the
way in which it was designed to be delivered. Nunnery and Ross (2007), in theirlresearc
on the effectiveness of the Renaissance Learning program, found that students who
attended schools where there was a high fidelity of implementation of the AR program
had significantly higher reading achievement scores than students widedtszhools
where the level of fidelity of implementation was lower. Likewise, thdMHBEducation
Group (2009) recognized Five Essential Practices for struggling school flrst of
these practices, the group advocated for a curriculum that is grounded inlresehrc
taught with fidelity to all students. As such, it was felt that a study of #yeAR was
being used to promote reading motivation and an analysis of its fidelity of
implementation in this elementary school would be beneficial to all stakeholders

The purpose of this case study was to examine the degree to which the
Renaissance Learning program was implemented with fidelity in #msegitary school.
The effects of this implementation on teacher instruction was studied, as wefiethe
on student reading motivation and student reading achievement as measured by teacher
perception and collected data from the Renaissance Learning progranmpgiee of
specific SSR practices in the school, as they were defined within theefateel Reader
program, was studied. The outcomes, both intended and unintended, were examined.
Researcher’s Role

The researcher, as an instructional coach, had an established positivestajat
with the teachers and students at Brownville Elementary. There is a atnoogphere of
mutual respect between the researcher and the faculty. It is believétetheddarch

process, as a whole, was facilitated through this positive relationship.



Research Questions

For this study, the primary research questions were determinedxaiesiee
gualitative data were gathered on Brownville’s Accelerated Readdigaes
The questions guiding this study were:

1. How have the changes in the implementation of the Renaissance Learning
program at Brownville Elementary School affected teacher decisions andgsaat
regards to Sustained Silent Reading?

2. How have the changes in the implementation of the Renaissance Learning
program at Brownville Elementary School impacted teacher perceptions of the
Accelerated Reader program with regard to student motivation?

3. How have the changes in the implementation of the Renaissance Learning
program at Brownville Elementary School impacted teacher perceptions of the
Accelerated Reader program with regard to student achievement in reading?

4. What are teacher perceptions regarding the fidelity of implementétioa o
Renaissance Learning program at Brownville Elementary School?

5. How has the change process affected teacher attitudes about the Renaissanc

Learning program at Brownville Elementary School?



Chapter 2: Literature Review

In order to fully understand the Accelerated Reader (AR) program within the
broader research context, this chapter examines the literature tel&estained Silent
Reading, the critical nature of fidelity of implementation of school curmauthe vital
role data-driven instruction plays in increasing student reading achievanten
motivation, and an understanding of the change process within schools. Each of these
subtopics concludes with how the topic itself relates specifically to AR. lh@udc
subsection explaining the rationale for case study methodology is included.

Sustained Silent Reading

In the following sections, various aspects of Sustained Silent Reading are
explored. The literature on the program is examined in terms of history agd,des
varied methodologies, teacher’s role, effectiveness, motivation and achieyvanteits
use within the Accelerated Reader program.

History and design. Noting that one goal of any reading program is to develop a
student’s ability to read uninterrupted for a sustained period of time, Dr. LymanJdunt
from the University of Vermont, suggested in the early 1960s that adding this
uninterrupted time as part of the regular school day would be beneficial to reading
instruction (Chua, 2008). By the 1970s, his ideas had infiltrated U.S. schools, and have
been in widespread use since then (Bryan et al., 2003). The Sustained Silent Reading
program has been called a variety of names; Chua (2008) and Robertson, Keating,
Shenton, and Roberts (199€&ported that Hunt’'s original acronym for the program was
USSR (Uninterrupted Sustained Silent Reading). However, the program has also bee
called DEAR (Drop Everything and Read), SQUIRT (Super Quiet Reading,THVE)

(Free Voluntary Reading), DIRT (Daily Independent Reading Time), FRy&e(
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Uninterrupted Reading), ERIC (Everyone Reads in Class), and IRT (Independent
Reading Time) (Chua, 2008).

Methodology. Although in most cases this reading time is supplemental to the
direct reading instruction provided by the teacher, there is some contreuemsynding
the specific method that teachers should use during SSR time. In fact, althaygh ma
schools and teachers within these schools profess to take part in SustaineResitiamg
as a regular practice, specific elements within the program may look fieng i,
depending on individual educational philosophies. For example, Robertson et al. (1996)
studied the distinguishing practices of SSR time in primary classrooms. r@$earch
indicated that there was a discrepancy between proclaimed principles ah8%Rtual
classroom implementation, even within the same schools. In addition, there have been
conflicting studies on the effects of using SSR in the classroom, and differences of
opinion over which aspects of Sustained Silent Reading may make it worthwhiles Myer
(1998) reported that in the original model for USSR, the following guidelines were
recommended:

1. Interruptions should not occur during the set aside reading time.

2. Teachers should model reading to students by reading themselves.

3. Students should freely choose their own reading material.

4. The set aside time of day for silent reading should be consistent.

5. A wide variety of reading materials should be available in the classroom.
However, the degree to which these guidelines have been followed varies Violely.
(2009), in a 10-week study of 50 teachers who proclaimed to follow the USSR
guidelines, found that most did not model reading during the set aside SSR time, although

they proclaimed that modeling was an important part of the process.
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Yoon (2002) agreed with the original guidelines of USSR, but argued that, in
addition, a critical component of a successful SSR program is honaccountability. Yoon
(2002) further contended that students should not be held accountable for the books they
read during silent reading time at school. Yoon’s (2002) position was that one of the
goals of a Sustained Silent Reading program is to spark interest in readirtgat
holding students accountable for their free reading defeats this purpose. Other
researchers agreed with this position. Gardiner (2005) stated that a sigyphewhich a
student records the titles of reading materials and pages read, is @sudtdountability
tool. In fact, he suggested that having students complete book reports or other work
associated with their free reading choices is detrimental to their totita read.

Methe and Hintze (2003) disagreed with other analysts on the issue of
accountability during SSR, and professed that some sort of accountabilityceasary
for the program to work effectively. While they did not support such items as graded
book reports, they did argue that the following components of SSR programs were crucia
for success:

1. Students should select their own interesting reading materials.

2. Teachers should provide brief, self-directed introductory prompts to which
students respond.

3. Discussions should follow SSR periods.

Trudel’'s (2007) research also indicated that some accountability is ssagce
component of SSR. She proposed that during silent reading, teachers should provide
guidance in students’ selections of texts, students should keep records ahdmefibat
they read, and teachers and students should participate in mini-conferences and

discussions about the material being read. Further, Bryan et al. (2003) conbatded t
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short, directed conferences with students who were reading in an SSR settathesaars

the most disengaged students to stay on task with their reading. Akmal (2002) agreed

that student-teacher conferences should be an integral part of SSR prograhditidn,

he advocated for the use of grades based on the number of pages read during SSR time as
a component of accountability.

The discrepancy in the research seemed to carry over to many classraays. N
Campenni, and Shaw (2000), in a survey of 69 seventh-grade teachers in Pennsylvania,
found numerous interpretations of Sustained Silent Reading programs. For exdmple
the teachers who were surveyed, 65% believed that students should not be held
accountable for what they read during SSR. However, the 35% who had the opposing
position strongly agreed that assigning grades was an important component of SSR

Teacher’s role. The research on the teacher’s role during Sustained Silent
Reading has also been contradictory. Methe and Hintze (2003) were proponents of
teachers modeling silent reading during SSR time. In a controlled sttitydsfirade
students in a northeastern elementary school, they found that teacher modelijg durin
SSR significantly increased on-task reading behavior. Cipiti (2010), in a stuelydifg
motivation and on-task behavior during SSR, likewise found that teacher modeling
during silent reading was an effective practice. Conversely, Manning andriganni
(1984) studied three different models of SSR to determine the effect of each on student
attitudes toward reading. Their research showed that peer interaction amed-stadant
conferences led to significantly higher attitudinal scores for these ssutiantfor those
who were involved in either no SSR program, or in an SSR program in which the teacher
simply modeled silent reading. DeBenidictis (2007) found that adapting the traditiona

SSR program to include student-teacher and peer conferences created husiastitt
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and capable readers. Trudel (2007) further reported that students tended to be more
engaged during reading time when they provided reflections on what they had exad. H
research indicated that engaging in discourse and discussion during reading ti
increased students' reading achievement. In addition, she found that using these
techniques created more positive student attitudes toward reading. Paraguiddds
(2005) concurred that having students discuss what they read during SSR led to more
positive attitudes towards reading. Their research also indicated thatecwete after
SSR time allowed teachers to become more knowledgeable of the readers in their
classrooms.

Effectiveness.It is no wonder that the strategies used to implement a Sustained
Silent Reading program are so varied. The research itself is also atomadilrhe
National Institute of Child Health and Human Development (NICHHD, 2000) eemi
previous studies of Sustained Silent Reading and concluded that there was no evidence
that it was an effective practice in itsePut Reading First: The Research Building
Blocks for Teaching Children to Re@dICHHD, 2001) stated that, “No research is
available currently to confirm that instructional time spent on silent, indeperedehihg
with minimal guidance and feedback improves reading fluency and overall reading
achievement” (p. 25). However, Krashen (2005b) strongly disputed the National Reading
Panel’s claim. He cited numerous flaws in their research, among thétaribs
reliance on short, year-long studies, the omission of many other studies thdihaeel
supported the use of SSR, and the Panel’s focus on SSR’s effect on fluency instead of
comprehension or motivation.

Motivation and achievement. Likewise, there continued to be controversy about

the purpose of SSR. Some researchers claimed that increasing studentandovaiad
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is its main purpose, while others claimed that increasing reading ati@eves its goal.

Either way, despite the NICHHD’s (2000) report, researchers have foungosit
consequences of using SSR at school. Yoon (2002), in a meta-analytic study of the
research, showed that employing self-selection as a part of SSRcaigttyfincreased

positive student attitudes toward reading. Chua (2008) used a time series design to
compare student attitudes in leisure reading over a 12-month time period. Ttseakesul

this study again showed that student attitudes toward reading were positieeted

after being exposed to daily periods of SSR time at school. Parr and Maguiness (2005)
also concluded that allowing students to exercise free choice in readingaieatering

SSR time motivated students to read for longer periods of time. Moreover, JeaasErel
(2001), noted author dfthe Read Aloud Handbogagtated that “Reading is a skill—and

the more you use it, the better you get at it” (p. 107). To back up this claim, he cited a
1992 study completed by the International Association for the Evaluation of Edutationa
Achievement in which more than 200,000 students from across the globe were compared.
The results indicated that regardless of income level, children who read books for
pleasure the most, and who were read to the most by their teachers, had the highest
reading achievement scores (Trelease, 2001). Thus, the research suggesiccihizst

who are more motivated to read will read more, and that students who read more become
better readers.

Successful implementation.Pilgreen (2000), in a review of 32 reading studies
involving SSR, identified eight factors that successful programs had in common. Of
these factors, some were considered distinct from the original guidelines:

1. Staff training;

2. Follow-up activities; and
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3. Distributed time to read.

Pilgreen (2000) explained that staff training is an essential part otassial SSR
program, since teachers must understand and accept the importance and efsativene
free reading in their classrooms before they begin to implement it. iéwklly, she
recommended follow-up activities for students. She reported that follow-ugiastaie
different from accountability measures. Pilgreen (2000) contended that Isawilemts
voluntarily share their feelings about the books they read, or having themacprathict
that promotes books read during SSR, are effective strategies that shouloldedrby
teachers. Finally, she stated that reading for shorter increments evengteéay of

longer times on a few specific days during the school year is the most agigro@y to
spend time in SSR.

Accelerated Reader.Despite the differences in implementation, Gardiner (2001)
noted that all SSR programs, whatever their acronyms, shared these comores:feat

1. Students read freely;

2. Students read without interruption; and

3. Students read silently.

Allowing time for Sustained Silent Reading is an essential component of the
Accelerated Reader program (Renaissance Learning, 2009). The samenSipRpr
reported by Gardiner (2001) are embedded in the implementation of Acceleratled Rea
(Renaissance Learning, 2009). However, Paul (2003), in his 72-page research report
Guided Independent Readimgted the National Reading Panel’s (2001) conclusion that
SSR, in and of itself, is ineffective. Renaissance Learning (2010) d&uided
Independent Reading (GIR) as “a multistep process in which teachers helpsstudent

choose reading materials that correspond to their current reading levahmstudents’
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progress with such materials, and provide instruction to students as needed” (p. 8).
Paul’s (2003) report examined the Accelerated Reader records of over 50,000 students i
first through twelfth grades in 24 states. The report listed eight findingstire
research. The findings that specifically address the way SSR is ire@gbarto the AR
program are listed here:

1. Using GIR, instead of unmonitored SSR, results in accelerated gains of reading
growth for all students.

2. Increased time spent in GIR results in increased reading growth. Hotheve
law of diminishing returns is in effect. Ninety minutes of GIR was not sggmfly more
effective than 60 minutes.

3. The teacher’s role in GIR is vital to increasing reading growth in student
Contrary to the National Reading Panel’'s suggestion that reading al@btdirectly
linked to the amount of reading practice in which a student engaged, Renaissance found
that the teacher played a decisive role in the amount of time students sperg (Badi,
2003).

Renaissance Learning reports that some of its previous recommendations have

been changed due to the results of this research. For example, Renaissanicg Ino
longer recommends that teachers should guide students to more difficult reat@ngim
if they are averaging higher than 92% correct on AR tests. This practsceot
supported by the research results. Instead, it was found that higher comprehéssion ra
on AR tests were correlated with greater gains in reading achievemestucia,
Renaissance Learning now recommends that teachers monitor a studdtyt'sabil
maintain an average of at least 85% correct on all tests, and that a sigpiditaon of

reading practice quiz scores should be 100% correct (Nunnery & Ross, 2007).
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There are also conflicting studies examining the merits of the AateteReader
program. Krashen (2005a) studied the work of other researchers, and found flaws in their
evidence that the program worked to increase reading achievement. He noted four
components associated with Accelerated Reader: free reading timabtabf
numerous books, comprehension quizzes, and rewards for reading. Krashen (2005a)
contended that allowing students the time to read many books will increasecacént,
but that using lower level comprehension tests and rewards for reading will not.
However, Rodriguez (2007), in a study comparing participation in an AcceleraaddRe
program to scores on the California Standards Test, found that increased pantidguhti
to increased scores in reading comprehension. The U.S. Department of Education
Institute of Education Sciences (2008) in Wbat Works Clearinghoug#VWC) report
reviewed 35 studies of Accelerated Reader, but found only one study that m&tritteir
evidence standards. This study, conducted by Ross, Nunnery, and Goldfeder (2004), was
a randomized controlled trial that contained over 900 students and 45 teachers. Their
results, which the WWC deemed as small, indicated that there was stiiistgnificant
evidence that the Accelerated Reader program had a positive effect on reading
comprehension and general reading achievement. A later study conducted by the
Magnolia Consulting Group (2010) sought to address the deficiencies in evidence
standards noted by the WWC. Their carefully designed mixed method study was
conducted over the course of the 2009-2010 school year and involved 344 students in
Grades 1 through 4 from three different schools. The results of their fregedicated
that students, as a group, who participated in the Accelerated Reader program had
significantly higher gains on the STAR Reading Assessment than students who did not

use the program. Teachers in the study who used the program also frequerityifsrais
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ability to keep students engaged in reading (Magnolia Consulting Group, 2010).

In examining the literature regarding Sustained Silent Reading andefateel
Reader programs, it is evident that there is disagreement in the researdh tmpicst
In addition, much of the research on Accelerated Reader is dated before &eeaiss
Learning conducted its own study of the program and subsequently changed some of its
own recommended practices. It was therefore necessary to study hbardeachis
school were implementing the SSR program in relation to AR in order to determine if
they were effective in promoting both reading motivation and higher comprehension
scores as measured by the Renaissance Learning program.

Motivation

Motivation, by its very nature, is one of several critical factors helpudpsts
become engaged readers. Therefore, it was imperative that theories oiomdbiea
examined in order to determine their roles in reading achievement.

Self-determination theory. Deci and Ryan’s (2008) self-determination theory
focuses on three aspects of human needs: competence, relatedness, and autonomy. This
theory has many implications in education. According to Deci, Valleranetiegliand
Ryan (1991), competence occurs when one is effectively able to meet optathehges.

They asserted that students’ feelings of competence can be increasegivene

performance feedback on challenges that are neither too hard nor too easgtmThe
relatedness refers to how connected to others one feels. Ratelle, Guagndallarose,

and Senecal (2007) reported that teachers who foster relatedness have students who are
more motivated to learn. Autonomy is the feeling that one is self-directed, amtholc

Their research has shown that all three of these needs must be met in ordew&dranoti

to be sustained. It should be noted that both competence and relatedness as agents to
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enhance motivation were found to be directly tied to feelings of autonomy. In other
words, students who feel in control as opposed to feeling controlled are more likely to
respond to stimuli that increase feelings of competence or relatednebs iwlicn,

increase motivation. Thus, autonomy, competence, and relatedness are interconnected in
terms of their relationships to motivation.

Self-determination theory breaks motivation down into three subcategories:
intrinsic motivation, extrinsic motivation, and amotivation. Students who are
intrinsically motivated complete activities for the enjoyment andfgratiion of doing so.

As such, intrinsically motivated students do not seek or expect rewards for ¢gogiplet
tasks. Intrinsic motivation is associated with a deeper understandingeepterand
perseverance with difficult tasks (Barkoukis, Tsorbatzoudis, Grouios, & Sideridis, 2008)
Intrinsic motivation is directly linked to the flow experience, a term coined by
Csikszentmihalyi in 1978. The terfilow can be described as the experience of losing
oneself completely in a task so that both time and self-awareness are tédynlosta
According to the theory of flow, the appropriate level of skill, challenge, aarksit

must be present (Csikszentmihalyi, 2000). Extrinsically motivated students, ohe¢he ot
hand, primarily complete tasks for the reward bestowed upon them, or to avoid
punishment. Law (2010) noted that extrinsically motivated students are moreesgtto |
a concept superficially. Such students adopt strategies that allow them toteanple
task, and thus be rewarded, but do not fully engage in approaches that would allow for
deeper meaning of concepts. Amotivated students, by contrast, lack goals and do not
seem to have a desire to complete a given task. Barkoukis et al. (2008) rdyadrted t
amotivation has been associated with learned helplessness, wherein studeat® ref

complete a task because of a belief that they do not have the skills necessarnylé&bec
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Achievement goal theory.Within the self-determination theory framework,
other theorists have defined additional relevant components. Seifert (2004lizedog
achievement goal theory as a student’s motivation to achieve acadenmsic igedurther
delineated this theory by discussing two learning goals: mastery and partam
Students who seek mastery goals strive to understand difficult concepts goritisel
satisfaction, confidence, and self-worth when accomplishing these goaissidnt
motivation is more closely associated with mastery goals. Students who seek
performance goals, conversely, are more likely to pursue extrinsacdsyand to focus
on how others view their achievements. Performance-seeking students ar&ehote |
show anxiety, boredom, or dislike of a task.

Reading motivation. Recently, reading motivation has become a topic with
which many researchers have become increasingly involved. Guthri¢20a)
reported that students who are identified as intrinsically motivated to ressdi ba a
Motivation to Read Questionnaire, read more frequently both in and out of school. In
contrast, students who experience extrinsic motivation to read (i.e., rewatdeseand
have lower comprehension scores than students who are intrinsically motivategl§&§WVa
Guthrie, 2004). In fact, other researchers also denounced the use of extriasits rew
such as money, prizes, or awards to motivate students. Deci et al. (1991) reported that
numerous studies have shown that extrinsic rewards, while initially effelbtive a
negative long-term effect on intrinsic motivation. They asserted that®g rewards
are usually given in order to control a person’s thoughts, feelings, or behaviors.
However, the subject of the extrinsic reward often feels a loss of auton@uingdo

diminished intrinsic motivation. Moreover, Pitcher et al. (2007) noted that students who
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do read regularly can quickly become apathetic towards reading if theyebilat
reading activities are personally unrewarding, uninteresting, or too chatieng
Accelerated Reader.Guthrie et al. (2004) stated that the results of their research
showed that prepackaged instructional programs can have a positive influence on a
student’s intrinsic motivation to read. They also found that teachers themselves could
influence the intrinsic motivation of students. Research conducted by Brem, Husman,
and Duggan (2005) supported these conclusions. Their 3-year study of the Aedelera
Reader program in a Title | urban elementary school focused on the effecdAR ha
standardized reading performance and student motivation to read independently. To
determine Renaissance Learning’s effect on motivation, the resesansieer a modified
version of the Patterns of Adaptive Learning Instrument (PALS), the modiywiskd
instrument to measure student goal orientation (i.e., performance goalcboemeastery
goal oriented). Their findings showed that student mastery orientatiomezhiagh
throughout the timeframe of the study. Moreover, student performance orientation
decreased. The results of this research suggested that using the AR program ca
influence student motivation in a positive manner.

In fact, Renaissance Learning claims that motivation is one of its oasas a
reading program. In a statement regarding the company’s beliefs on lvelerated
Reader affects motivation, the Renaissance Learning Company stated,

When students pass AR quizzes on self-selected books that are at their unique
reading level, the success they experience sparks motivation to readTrhere.
more students practice reading, the better they become, empowering them to
tackle more challenging material. Nothing is more motivating than ss.cQ#.

Isenhart, personal communication, November 23, 2010)
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Mucherah and Yoder (2008), after conducting their own examination of reading
motivation, also found programs encouraging intrinsic motivation to read. However, they
warned against programs in which consistent rewards for reading are ggéead, they
advocated for the use of intermittent rewards to increase intrinsic nnaivathis
research is important because many researchers have claimed that tbefect®eader
program promoted extrinsic motivation to read. For example, Everhart (2005) explained
that extrinsic rewards such as toys, stickers, and prizes were frequesthddily many
American schools to students who participate in the AR program. In fact,qo2008,
school-wide AR stores were a motivational tool promoted by the Renaissaaceng
Company. Items from the store could be “bought” with points earned from AR quizzes.
Renaissance Learning has now discontinued its support of these extrinsicior@lvat
tools. Citing a Guided Independent Reading study conducted by Paul (2003) for
Renaissance Learning, the company stated,

Two reports, the Student Points Slip Form and the Top Point Earners Report,

were taken out of the Renaissance Place versions of Accelerated Rezifet.in

This was a deliberate decision based orGbeled Independent Readistudy.

Renaissance felt that the Student Points Slip Form and the Top Point Earners

Report often helped schools put too much emphasis on the accumulation of points

for prizes. (W. Isenhart, personal communication, November 30, 2010)

However, in using the self-determination theory as a guide, Renaissance
Learning’s Accelerated Reader program now appears to have the comportemtaltia
foster intrinsic motivation to read. Renaissance’s approach to Guided Independent
Reading stated that students should read in their Zone of Proximal DevelopmentgZPD)

theory proposed by Vygotsky (1978). According to Kjellin (2005), this theory states t
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students have two important levels of which teachers should be aware. The firseof the
is the actual developmental level, and the second is the level of potential development.
The difference between these two levels is the ZPD—the optimal span of whatis

and what can be learned. Renaissance guidelines explain the importance of having
students read books whose reading levels fall within their ZPD, defined as bigheg ne
too easy nor too difficult (Nunnery & Ross, 2007). In regards to reading mot\aaid
self-determination theory, reading books within a student’s ZPD should foster an
individual’s feelings of competence. In addition, Wigfield (1997) reported that fWhe
children believe they are competent and efficacious at reading, they shoutdebkkely

to engage in reading” (p. 60). In accordance with the relatedness component of self
determination theory, Renaissance Learning also recommends that a tilg 8 the
Class” be taken. This practice involves teachers conducting short (30-60 seconds),
individualized conferences with students during Guided Independent Reading. The
purpose of these conferences is to monitor success and to provide feedback on reading
material (Nunnery, Ross, & McDonald, 2006). Finally, autonomy as a construct of
Accelerated Reader is shown in its recommendation that students help set their own
reading goals in regards to selected books, amount of time spent reading outside of
school, and performance on reading practice quizzes.

Research on motivation theory clearly points to the importance of fostering
intrinsic motivation and mastery goal performance through understandoognpletence,
relatedness, and autonomy. Programs encouraging intrinsic motivation to sebd ma
beneficial to student attitudes toward reading. Moreover, Brem et al. (2005) matted t
there may be a direct correlation between how students perceive the performance

orientation of their teachers and their own performance orientation. In tiebyradt
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Accelerated Reader and student motivation, they found that the more performance goal
oriented students felt their teachers were, the higher their own perf@gaaleoriented
scores were. These findings suggest that teacher attitudes can have aftremgeion
student reading motivation. In the same vein, the degree of fidelity of implzinantf
the Accelerated Reader program may have a direct impact on reading rootivati
Fidelity of Implementation

Rogers (2003) pointed out that until recently researchers found no need to study
fidelity of implementation. It was assumed that those who implemented a ograupr
would do so with fidelity and that they would imitate its use in the manner of those who
had adopted it earlier. However, as it became more apparent that adopters frequentl
changed a program to fit individual needs, fidelity of implementation wasipecdtto be
a necessary research question. Fidelity of implementation has been widedd & the
health field, and yet there are very few studies in which fidelity was the édcus
educational program evaluation (O’Donnell, 2008; Ruiz-Primo, 2006). Nevertheless,
according to the U.S. Department of Education Institute of Education Sciencesi(2008)
the What Works Clearinghougg/WC) report, the effectiveness of a given intervention
will depend largely on the adherence to the program’s guiding principles. Foplexa
the concept of reduced class size is cited as a program that, when carrietth éideiity,
is shown to be effective. However, when there is a lack of fidelity, the @ffafahe
program declines significantly.

Century, Rudnick, and Freeman (2008), after a comprehensive study of other
researchers’ definitions of fidelity, operationalized the definition las éixtent to which
the critical components of an intended program are present when that program is

enacted” (p. 202). O’Donnell (2008) reviewed the literature and found five components
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of implementation fidelity: adherence, duration, quality of delivery, participant
responsiveness, and program differentiation. Within education, adherenceordfiers t
degree to which a program is being delivered as it was designed. Duration involves the
amount of time a program is being used, while quality of delivery refers to hdw wel
intended methods and techniques are being implemented within the program. Participant
responsiveness indicates to what extent the participants are involved in the gregram
implemented. Finally, program differentiation refers to the presence arcabsk
implementers’ use of the unique program features setting it apart from intilar s
programs (O’Donnell, 2008).

Ruiz-Primo (2006) identified several factors that may affect fidefity
implementation. The first of these factors is the complexity of the progmahading its
total number of components and the ease of understanding the program’s effectiveness.
The amount of time needed to implement the program is also a factor, with more time
being correlated to lower fidelity. In other words, programs that take lomger t
implement may not be used with fidelity. Conversely, a low number of mandated
resources essential to the program’s success, as well as the quality of/ithedor
implementation manuals, are both linked to higher fidelity. Training and panidps-
in to the program are also critical components. Finally, supervision of program psovide
is cited as an essential factor in fidelity of implementation, especiaiywelevant
feedback is given frequently.

Johnson, Mellard, Fuchs, and McKnight (2006) further expanded upon specific
practices to aid in fidelity of implementation. Among the recommendatiorestaer
increase credibility by explaining how the program leads to improved outcomes,

specifically define components of the program, clarify the responsibiitieglividuals
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using the program, construct a data system to measure individual parts of themprogra
employ a system of formative assessment, and institute measures of @by far
those who do not comply with the program’s procedures.
Accelerated Reader.Magnolia Consulting Group (2010), in its Final Report for
the Evaluation of Renaissance Learning’s Accelerated Reader Pragtdrassed
aspects of both Johnson’s (2006) and Ruiz-Primo’s (2006) research. In order to measure
the fidelity of implementation of the AR program in three schools, the resesrche
conducted observations and interviews in order to document implementation practices.
Additionally, the researchers asked teachers to complete an online implerndota
Their findings indicated that 96% of the teachers in their study implemented thamprog
with high fidelity, although 51% of the participants indicated that implementing the
program was somewhat to very difficult. Conversely, 44% of participants indicated tha
the program was somewhat to very easy to implement. Several teachers in the study
signified that additional professional development would have been helpful, cogcurrin
with Ruiz-Primo’s (2006) research. Teachers were polled as to theiribehef efficacy
of the program and 100% of the participants reported that they wanted to continue the
program the following school year. Since the findings of this study indicatedubans
achievement in reading increased significantly more than the reading acbre\a
students in the control group, the impact of fidelity of implementation cannot be ignored.
Based on the results of Paul’'s (2003) study, which indicated that the then-current
standards of implementation should be revisited, Renaissance Learning madke sever
specific changes to the implementation guidelines for Accelerated Re&4. The
company noted that they had moved away from recommending focusing exclusively on

point goals. The points now served only as an indication of reading engagement, since
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the more points a student earned, the more time the student had spent reading. The new
implementation guidelines focused on the average percent correct on readimmg practi
quizzes, since larger reading gains were associated with scorés ofr 8bgher (W.

Isenhart, personal communication, December 13, 2010).

These implementation changes were critical since they moved the prognam f
rewarding students extrinsically to motivating them to become intriearaérs. Without
additional training, teachers who had been implementing the program for an extended
time may have continued outdated practices. For these reasons, in order ¢th tbgear
effects of the AR program on reading achievement and motivation, it was ngaessar
study the degree of fidelity of implementation of the current program within the
Brownville Elementary School context.

Formative Assessment and Data-Driven Instruction

Margaret Heritage (2007), of the National Center for Research on Evaluation,
Standards, and Student Testing, described formative assessment as a rpcguess in
which learning is continually being evaluated by both the teacher and the studsatl B
on the data gathered, instruction is then modified to best meet the needs of the pupil.
Moreover, she identified four essential components of formative assesgiaatifying
the gap, feedback, student involvement, and learning progressions. Accordingly, within
the context of formative assessment, she defined thadentifying the gagas the
process of using a student’s zone of proximal development to find the differencerbetwe
what a student knows and what a student can learn. Feedback is then given to the
student, helping guide the student in understanding his or her strengths and weaknesses
Heritage (2007) contended that this formative feedback positively affettidearning

motivation and a student’s belief in his or her abilities as a learner. Thettetant
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involvements associated with deliberate collaboration between the teacher and the
student to set learning goals, as well as the development of student meimzogni
strategies to help meet those goals. Finally, the kesiming progressionsefers to the
understanding of both where a student is on a learning continuum and how far that
student should advance on that continuum. In addition, short-term goals, as they relate to
a defined set of success criteria, are imperative. Using the sucoesa atibws both
the teacher and the student to interpret and analyze the data so that thedormati
assessment process can begin again.

Black and Wiliam (1998) noted that formative assessment strategies ppsitive
and significantly affect achievement for students at all grade lekrefact, after a
comprehensive review of the literature, they pointed out that effective feemat
assessment use has the most benefit for the lower achieving students, while overa
achievement increases with all students. Additionally, their reseaefled some
disadvantages to traditional, nonformative assessment methods. One issue iatihe neg
impact that giving assessment without feedback seems to have on studefficaelf-ef
They contended that students who come to believe that they are ineffective insedmol
simply stop believing that school is important. In addition, they also cited the
disadvantages of the use of widespread summative assessment methods thatencourag
competition. These methods did not promote individual growth; rather, they led many
students to a sense of learned helplessness. Conversely, the researchetdlzsser
using formative assessment with efficacy led to a sense of student ownershiming
by focusing on the specific element that was not understood, while allowingideatst
to recognize what he or she did not comprehend.

Student self-assessment is also a critical component of formativerassés
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Black, Harrison, Marshall, and Wiliam (2003) noted three criteria necefssagifective
self-assessment: an understanding of the desired goal, a consciousnessidéti's st
present position toward that goal, and a grasp of strategies that would allomtstode
close the gap between the two points. In addition, teacher-student dialogereas s@
imperative component to formative assessment. It is this dialogue that sil@ests to
express their own understandings, and for teachers to respond to them.

Cauley and McMillan (2009) named five classroom practices necessary for
formative assessment to be implemented with fidelity. The first of thhasgges is to
provide precise learning targets and clear examples of both strong and wealy work b
students. The researchers contended that having these learning targdteststndent
autonomy and mastery goals. The second practice is to offer precise, pedaiacteon
student progress toward the learning targets. The researchers stateddieiec
examples of the strategies needed to complete a task effectively helgstade
persevere and lead to feelings of competence. The third practice is to link studess suc
to effort. Teachers who praise students for completing an easy assigwimeoffer
unrequested help when students are not struggling, or who consistently console students
after a failure can lessen feelings of motivation in students. Conveessdipaick that
focuses on the success of effort and exploration of alternative learningisgdtas been
found to be successful. The fourth practice is to inspire student self-assesshent. T
practice encourages autonomy by allowing students to take part in theiraaninde
The last practice is to assist pupils in setting realistic improvemelst, gdach are
linked to high self-efficacy in students (Cauley & McMillan, 2009).

Rudy and Conrad (2004) explained that data-driven instruction includes

gathering, analyzing, and interpreting data so decisions that facdttedent learning can
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be made. As an integral component of formative assessment, they identified four
important aspects of data-driven instruction: strong curriculum leadershipyprasis

on technology to disaggregate data, clearly defined performance indicators, and
continuing professional development. Kadel (2010) further explained that successful
technology programs used to mine collected student data should display rea@stitts
identify important learning patterns, and flag potential learning difficulties

Accelerated Reader.Paul (2003) stated that Renaissance Learning’s Reading
Practice Database (RPD) is most likely the largest databaseneassed on student
independent reading. He further noted that there are over 50 reports generated in rea
time accessible by teachers using the full Accelerated Readermrogteese reports
show data on individual students, groups of students, whole classes, schools, or school
systems. In fact, Renaissance Learning’s trademarked phrase, “Advia@ateology
for Data Driven Schools” appears on the title of their 2010 bo&datissance School
Improvement.The Progress Monitoring Report is one of many such reports identifying
students who are in need of intervention strategies to help increase readaveraeinit.
Several reports seem to go hand-in-hand with the research on formative assefsme
example, a report on a particular student’s progress toward individual readisig goa
when shared with that student, would theoretically facilitate identifyingdipe
feedback, student involvement, and learning progression.

In addition, the teacher-student dialogue touted by Black et al. (2003) is a
component of the Status of the Class strategy endorsed by RenaissanaglLearni
Allowing students a voice in their own goal setting with regards to how many points the
will earn in a set time period is consistent with Cauley and McMillan’s (2@@9hing

targets.
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Research clearly identifies the effective use of formative assessethniques as
an important factor in student achievement. The Renaissance Learningndg(ukD)
claims that their program fosters “daily formative assessment” sdevaore curriculum
and enhance differentiated instruction (p. 2). For these reasons, it was necestsaly t
the way data from Accelerated Reader was utilized by the teachzneatville
Elementary.

The Change Process

According to Tvedt, Saksvik, and Nytro (2009), change is an intrinsic component
of all organizations. This change process, while granting individuals an opportunity t
grow, may also bring expanded stress levels and uncertainty about new roles and
expectations. Content and process are two aspects of change that need to bedonsider
when initiating any organizational change. Content changes are driven by abbet
mission or perceived problems. Content deals with the specific procedures to be
changed. The process of change, on the other hand, applies to how change is
implemented. Less successful change may be linked to the methods used to bring it
about (Dahl-Jorgenson & Saksvik, 2005).

Rafferty and Restubog (2010) noted that communication with employees about
the change process generally lessens resistance and improves coopethéiahange
taking place. They further delineated change communication as formal or informal
Formal change communication approaches involve top-down information designed to
convey knowledge about the change process or implementation procedures. Memos or
general informational meetings are examples of formal change cocatiani By
contrast, informal change communication is defined as “ad hoc efforts bydeade

communicate with employees about change, which are not carefully designed and
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standardized by the organization” (Rafferty & Restubog, 2010, p. 1312).

Fullan (1993) listed eight lessons his research has identified as part of tge chan
process:

1. Complicated change cannot be forced.

2. Change does not follow a straight line.

3. Problems will occur.

4. Premature visions and planning complicate the change process.

5. Both individualism and collectivism are important.

6. Organizations need both top down and bottom up strategies.

7. Organizations need to pay attention to outside forces as well as inside ones.

8. Each member of a school is a potential change agent.

In addition, Fullan (2009) cited the importance of collaboration among all change
agents in order for successful change to be implemented. He explained that the
collaboration is necessary to foster a sense of efficacy; when groups o feokl
through problems together and then find solutions, effective change takes plages Re
(2006) found a similar trend in his research. When only a small number of educators at a
school began a new effective practice, there was only a small effect ontdéadiering.
However, when 90% of the teachers began using the same practice, a sharpimcrease
the number of students scoring at the proficient level occurred. Fullan (2009) contended
that interaction is a natural result of a majority of teachers in a school heisgrhe
innovation. This interaction and collaboration leads to even more effective practice.
Further, Fullan (1999) asserted that continuous staff development is another gecessar
component of efficient change processes in schools. Teachers need more than exposure

to new ideas. They need to understand how the ideas fit into the broader educational
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context, and how to implement the ideas successfully.

Implementation dip. Fullan (2001) defined the implementation dip as a drop in
performance and confidence as new changes are implemented, requiring ites abd
skill sets. The understanding that all successful schools, as they progr@mssamew
goal, will experience the implementation dip is a necessary component in compnghendi
the change process. Effective leaders appreciate that fear of changekaoid |
understanding of the skills necessary for the change to take place will betetistias
of those who are experiencing the implementation dip. Fullan (2009) further contended
that before innovative ideas are put into place, there is always a period of confusion,
misunderstanding, and stress. These feelings are replaced by excaatheanfidence
as purposeful change is eventually pursued, or unwanted change is accepted.

Accelerated Reader.The University of Oregon Center on Teaching and
Learning in its 2009 documerig Ideas in Beginning Reading: The Building Blocks of
Literacy, Curriculum, Instruction, and Assessmésted effective strategies to support a
school-wide reading initiative. Among those listed are the explicit planairityé
change process and the implementation of specific sustainability Etsatdg addition,
gathering explicit reading data, the use of benchmark assessment tieeedoh year,
and the celebration of reading successes are all recommended. Acc@&leeatedis
listed as one specific program to foster these reading initiatives.s P2003) research
on Renaissance Learning and the Accelerated Reader program coincidessegith the
recommendations.

The degree to which the revised Renaissance Learning program was being
implemented with fidelity was central to the change occuring at Bralerislementary

School. Examining the change process as it relates to Brownville Elementary School
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was, therefore, imperative as teachers changed their implementatr@enRénaissance
Learning program. As such, it was necessary to study the factors hinderingiog ket
change process, and the beliefs the teachers held about the old and new program.
Case Study

According to Creswell (2005), case study methodology is appropriate when the
researcher recognizes a complex problem requiring deep exploration. Caseallodie
researchers to gain a fuller understanding of the many aspects of algaptioblem,
and to analyze qualitative data through description and theme development.
Implementing the Renaissance Learning program with fidelity is glooated process.
As such, case study methodology is an appropriate method for studying teactiensgleci
as they relate to the program. Case study methodology will be examinedter gletail
in Chapter 3.
Summary

Brownville Elementary students and teachers were faced with the problem of |
test scores on the North Carolina end-of-grade reading test. Implegti
Renaissance Learning program with fidelity was a strategy the schtbohbartaken to
increase both student reading motivation and achievement. Sustained Silent Reading,
data-driven instruction, motivational strategies, and formative asseswtienigues
were embedded within the program. In examining the effects of thesgssathe
entire change process, including the implementation dip, were taken into cormnderat

The extent to which the program was used with fidelity drove the focus of thisedge s
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Chapter 3: Methodology

Using the Renaissance Learning program with fidelity is a comptigaiocess
with many variables. The program entails the use of STAR testing, igadsilent
Reading, data-driven instruction, and formative assessment. In additioamening
the program with fidelity involved large, school-wide change. In order to examine the
effects of this change on Brownville Elementary, a case study was cahducte
Qualitative data was collected to gain a deeper understanding of the degheehtthe
Renaissance Learning program was being implemented with fidelity canthle
implementation affected the teachers and their perceptions of student ameaad
motivation in reading at Brownville Elementary.
Participants

This study focused on a small, rural, low-performing school in western North
Carolina. According to the North Carolina School Report Card (NCDPI, 2010),
Brownville Elementary had 220 students in kindergarten through Grade 5. There were 21
teachers, two of whom had advanced degrees. There were no Nationally BodietiCerti
Teachers employed. Nine teachers had less than 4 years teachimgnerpéour
teachers had between 5 and 10 years of experience and eight had more than 10 years of
experience. All the teachers were white females. Within the lastré ythe school had
been assigned three different principals. In 2010, the teacher turnover radesehdal
was 17%, higher than both the district and state average of 11%. The tables below

illustrate demographic information about the school.



Table 5

Percent of Teachers with Advanced Degrees

Degree Brownville District State
Elementary

Master’s 10% 35% 28%
Degree or
Higher
National Board 0% 5% 5%
Certified

Table 6

Years of Teaching Experience
Years of Brownville District State
Experience Elementary
0-3 years 43% 17% 20%
4-10 years 19% 36% 32%
10+ years 38% 47% 48%

36
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Table 7

Average Class Size

Grade Brownville District State
Elementary
Kindergarten 12 17 19
Grade 1 18 16 20
Grade 2 17 16 19
Grade 3 14 16 20
Grade 4 14 17 21
Grade 5 18 17 21

Comparing Brownville Elementary data with state data reveals that altiheug
school had a lower than average teacher to student ratio, as shown in Table 7héns teac
were much less experienced and had fewer advanced degrees, as indidaigld$
and 6.

The school was historically one of the most transient in the county. However,
with the demise of the surrounding furniture industries, many of the familiestayexs
are fourth and fifth generation community members. During the 2009-2010 schqol year
74% of the students were Caucasian, 10% were African American, 9% were Hispanic
5% were multi-racial, and 2% were Asian (NCDPI, 2010). The surrounding scenery i
some of the Brownville Elementary school district is majestic, whicacéd housing
developments before the economy plummeted. Most families in those developments
chose to send their children to one of the more prominent schools in the county, located
within the city limits. In 2011, 90% of the students at Brownville Elementarg wer

the free and reduced lunch program serving economically disadvantaged féBnilies
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Arrowood, personal communication, December 6, 2010).

Each year, students in Grades 3, 4, and 5 are given an end-of-grade (EQG) test t
measure achievement in math and reading. In 2010, more than 43% of Brownville
Elementary students scored below grade level on the EOG test for redittiogglal
nearly 82% were proficient in math (NCDPI, 2010).

All teachers in kindergarten through Grade 5 at this school have implemented the
Renaissance Learning program. As such, all classroom teachetS8) were included
in this study. The first step in data collection was to obtain the permission chtiw s
principal and the district superintendent (Appendix A). The next step was to asé& for t
cooperation of the classroom teachers at Brownville Elementary (AppendiliB)
respondent identities were kept confidential.
Research Design

The research relating to Brownville Elementary is a case study. €lr¢2005)
characterized the case study as an extensive analysis of a bounded sysspacifit¢d
the term bounded to mean distinctly separated for research in terms of tirtien|ama
physicality. According to Breslin and Buchanan (2007), case studies havk histmry
for exploring the space between the world of theory and the experience afgirgxt
36). Further, case study methodology allows researchers to study complicetitohs
by looking at thehowandwhyin a real life circumstance (Yin, 2003). The collection of
gualitative data is the driving force behind the case study methodology. Cri0él)
defined qualitative research as a type of educational research that dependsipargar
viewpoints. Further, in qualitative data collection, the researcher asksllgeneral”
guestions, records the data mostly as text, and then subjectively analyzsptmses

for themes (Creswell, 2005, p. 39). Becker et al. (2005) explained that case seidies ar
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form of descriptive, qualitative research in which the researcher drawlsisions that

relate only to a particular context, and are not generalizable to othersitualnstead,
conclusions are based on thick, rich descriptions and exploration of themes discovered
during the case study. Fitzpatrick, Sanders, and Worthen (2004) further notedehat cas
studies focus on the case itself, and relate only to the specific situation tiolieg s

They explained that this methodology is useful when the researcher wishegitzed®esc
case in depth.

However, there is controversy surrounding the case study. As Flyvbjerg (2006)
pointed out, some researchers feel that the case study is too subjective, anfbatioovs
much free interpretation of results. Yet, in his counterargument, Flyvigeos) stated,

For researchers, the closeness of the case study to real-life situations and

its multiple wealth of details are importantor. the development of a nuanced

view of reality, including the view that human behavior cannot be meaningfully

understood as simply the rule-governed acts found at the lowest levels of the

learning process and in much theory. (p. 223)

Stake (1995) agreed that subjectivity, rather than being the downfall of the case
study method, is in fact essential. He stated that the descriptions and iatemsegive
the reader a more complete picture of the case, and add to its understanding. He
advocated for the use of triangulation of data so that the reader of thelresednle to
recognize the multiple paths to the researcher’s conclusions. Using case stud
methodology to examine the complex factors surrounding the fidelity of implementat
of the Renaissance Learning program will allow the researcher tob#ggscrdepth, the

Brownville Elementary case.
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Instruments, Procedures, and Data Collection

In order to achieve an accurate, holistic depiction of the participants, it is
necessary for case study researchers to employ a multi-modal dppAraong the most
common types of data collected in case study research are documents| secbids,
interviews, direct observation, participant observation, and artifacts (Betcaky 2005).
Creswell (2005) also supported the use of triangulation in order to increaseutseacc
of case study findings. He defined triangulation as the process of authegtd=ta
collection by using multiple sources to identify themes. Using a variatgtafcollection
techniques (e.g., interviews, observations, document analysis, and surveys) allows the
researcher to establish a report that is valid and reliable. In addition, memtienghe
a strategy used to ensure that accounts presented by the researatmirate. aln this
process, the researcher presents the findings to the study participants foratem to
validate the description, themes, and interpretations put forth (Creswell, 2005).

In accordance with accepted case study methodology (Creswell, 2005)rdesiche
this school were first given an online, open-ended survey (using SurveyMonkagXdcre
by the researcher to determine past and current beliefs about the Rendissanicg
program, Sustained Silent Reading practices, beliefs about student readiwagiomti
use of formative assessment, and personal feelings about the changes in mapieme
of the program (Appendix C). Brace (2004) stated that open-ended survey questions are
appropriate when the researcher is examining feelings, recollectiond et/pats,
opinions, and likes or dislikes. Questions on the survey were carefully designed to elic
responses based on chronology. The survey began by asking about the teachers’
experiences with Renaissance Learning prior to the 2010 school year. It tlcatiyog

moved into questions about the professional development at the beginning of the school
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year. The last portion contained questions about their current beliefs andegradte
survey ended with basic demographic information needed for this study. larossi (2006)
noted that waiting until the end of a survey to ask for demographic information allows
respondents to become comfortable and have confidence in its intent.

The surveys were first field tested at another elementary school imylege
many of the same changes in Renaissance Learning practices.hér team each grade
level (kindergarten through Grade 5) was randomly chosen from this school tbeake t
survey. According to larossi (2006), field testing is a critical step in tivegprocess.

It provides much-needed information to the surveyor. For instance, it allows the
researcher to determine the approximate amount of time needed for completion, and to
evaluate the clarity of questions asked. Having a test audience helpe#rehesto
determine if the respondents understand the objectives of the survey and if essential
issues related to the survey have been overlooked.

Modifications to the survey instrument were made based on the feedback from the
field test. For example, instructions were included explaining that the suotdg take
between 30 and 60 minutes to complete. Two of the original questions only eligted ye
or no responses; they were edited so that a more complete answer would be given when
the survey was administered to the Brownville Elementary teachers. lioaddiiring
the field-testing process, the researcher conducted a phone intervregaulit field-test
participant immediately following the online survey. Participants wekeda® elaborate
on their survey answers. In this way, the researcher was able to crosthehaagwers
on the surveys to determine if the questions on the survey led to similar responses as the
phone interview. This process was a test of the reliability of the questions d¢riven

addition, it allowed the researcher to validate the clarity of the questions.
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Prior to beginning this research, the teachers at Brownville Elementaey
given information concerning their role in the study. A meeting was held to exXpdain t
specifics of the overall plan for conducting the research, as well as thssgen to opt
out of the study at any time. Teachers were assured that their confijenbald be
maintained at all times. The next step was to administer the surveys toctier dest
Brownville Elementary through the use of SurveyMonkey. Teachers were givenslO day
to complete the survey, and reminder emails were sent out every third dayn &léewod
13 classroom teachers completed the initial Renaissance Learning.SAlvgsade
levels were represented, as evidenced by the demographic information provided wit
the responses. As surveys from Brownville Elementary were returnedspionses
were analyzed for themes and coded. The researcher made use of the test analysi
feature of SurveyMonkey to identify initial themes. Next, the researelisited the
raw data to determine if additional themes should be identifi&v codes were then
created, and some responses were placed in multiple categories. In additiomjtsime
codes were combined after a third reading. Finally, an independent reseashered
to validate the coding process. The independent researcher was a former school
administrator and a current doctoral student familiar with the coding prockessuiivey
results helped the researcher determine which topics were important to explare i
next stage of the research process.

Seidel (1998) noted that qualitative data analysis is not linear. In fact{due sta
that it is repetitive, recursive, and holographic. The researcher begins thesgrpce
noticing and recording information. Next, data is collected and sorted. Jorg&@88h (
explained that “Analysis is a breaking up, separating, or disassemblirggafck

materials into pieces, parts, elements, or units” (p. 107). The researcher thenrdooks f
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patterns or categories, which can then be reassembled in a meaningful waysgiorg
1989). The data may initially seem to be a web of baffling, unconnected accounts.
However, the process of coding helps the researcher create order fronatheresented
(Charmaz, 1983). In addition, Seidel (1998) stated that it is necessary todpeate
revisit the data, examining existing themes so that new discoveries cadbe m

After the survey responses were analyzed, new interview questions based on the
themes identified during the coding process were formulated. Following they stwo
focus groups, consisting of four teachers each, were interviewed over the cdurse of
weeks. The focus group interviews lasted between 1 hour and 1 hour and 15 minutes.
Teachers were randomly selected to take part in the focus groups based odetevgia
in which they taught. The first focus group consisted of a kindergarten teachstr, a fir
grade teacher, a second grade teacher, and an exceptional children’s teached Wie use
Renaissance Learning program individually with her students and also used it in
conjunction with the classroom teachers. The second focus group consisted of a third-
grade teacher, a fourth-grade teacher, and two fifth-grade teachetio@aéor the
focus groups were based on previous survey responses, and were designed to gather mor
information concerning identified themes. According to Kitzinger (1995), focus groups
are a common method used to gather data for research purposes. Focus groups differ
from ordinary group interviews in that focus groups explicitly encourage comnionica
and interaction with the group as a whole. This interaction is a specific partfottse
group methodology. Rather than the researcher asking one question in turn to each
participant, group members are invited to talk to each other; sharing ideas and
explanations, questioning one another, and expressing beliefs on others’ points of view.

The method is a particularly effective way for the researcher to delperde¢o the
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knowledge and experiences of the group’s members. It is also a useful way tordiscove
why and how the members think the way they do.

In this case, the researcher hypothesized that primary grade teachérisave
different experiences involving implementing the Renaissance Leggonaigram with
fidelity than upper elementary teachers. Since the primary graderedaheot give
letter grades, they had never tied grades to points earned in the AR programer, Furt
since many kindergarten, first-, and second-grade students are stilidetarmead, their
teachers administered the STAR Early Literacy test as opposed to thet&3tAjRen to
those students who scored as Probable Readers. In addition, these students had less time
to expect the extrinsic rewards historically given as part of the &@tetl Reading
program. For these reasons, teachers of kindergarten through second-grade students
comprised the first focus group. The second focus group consisted of teachets of thir
through fifth-grade students. Recordings from the focus group sessions werelteans
so that all data could be examined accurately. Again, themes emerging fpomsessof
focus group members were coded and analyzed. For further clarificatioryatioses of
teachers using the Renaissance Learning program were completed. &wiflenc
implementation fidelity, or its lack thereof, was noted based on published gusdetine
the Renaissance Learning Company. In addition, documents from the Renaissance
Learning Company were analyzed for evidence of implementation yid&pecifically,
the Accelerated Reader Implementation Progress Report (Appendix D), toenzaste
Progress Report (Appendix E), and the Accelerated Reader Observable Behaviors
Checklist (Appendix F) were examined. Permission to use the documents indkis st
was granted by the Renaissance Learning Company (Appendix G). Fanedgcher

from each grade level (kindergarten through fifth grade) was randoretegito take
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part in an individual interview, lasting between 30 and 45 minutes each. Teachers who
had participated in the focus group sessions were not included in the individual
interviews. The individual interviews allowed the researcher to ask more im-dept
guestions about themes that were revealed in the focus group sessions.

Questions were based on findings from the observations, the document analysis,
and the previous interviews. Further, to increase the internal validity and itgliabihe
study, an outside observer independently read through responses to surveys and
interviews to determine if the identified themes were accurate. Using both
SurveyMonkey and an outside observer helped to triangulate theAdatanclusions
were drawn and interpretations were made, participants were asked thhecshe
findings of the researcher. The use of multi-modal techniques triangulatedaiie da
order to gain a more expansive understanding of the degree to which the Renaissance
Learning program was being implemented with fidelity, and how this chdiegpteal
instruction and teacher perceptions of student motivation and achievement at Beownvil
Elementary School.

Delimitations

The researcher only studied the implementation of the Renaissance Learning
program and its effects on this particular school. Further, other instructawiahg
practices, which may or may not have influenced students and teachers, wéardiadt s
Limitations

It was necessary for the researcher to recognize that the hesesarits would
only be applicable to the particular school studied. No generalizations could be made in
regards to the wider educational community. Although specific steps have dedednc

to maximize the internal validity of the study, it was necessary to takeansderation
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the possibility of researcher bias due to the nature of qualitative resesttobdaiogy.
Summary

Many of Brownville Elementary’s students were struggling readesyidenced
by their end-of-grade test scores. The Renaissance Learning predramincluded
Accelerated Reader, had been used for some time at the school. However, the 2010-2011
school year began with an emphasis on using the program with fidelity. Teaehners
trained on the correct use of the program and all of its components. This ldege-sca
change affected every teacher and student at the school. The purpose of thigstiedy w
examine the change process, the degree to which the Renaissance Learning\wasgra
being used with fidelity at this school, and the effects these changes had orsteadher

their perceptions of student reading motivation and achievement.
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Chapter 4: Findings
The purpose of this study was to examine the broad impact of the change in
implementation of the Renaissance Learning program at Brownville Btameschool,
and how this change affected teacher perceptions of student motivation and aahmieveme
in reading.
Background
The Accelerated Reader program was first implemented at Brownville
Elementary in 1998. At the time, it was a stand-alone desktop software program.
Brownville Elementary bought a single site license, and the softwarendiaglually
installed on classroom computers. Data could only be accessed from the school, and it
did not transfer with students if they left the school. In 2006, the district bought the
upgraded Renaissance Place package, which included a new web-based plagtarm. D
was housed off-site through the Renaissance server, which allowed teachers and
administrators to access student data and run reports from any computer, asioilg as
and password were used. The upgraded version of Renaissance Place included thousands
more reading practice quizzes, and the ability to have new quizzes instalidy wigen
the program updated itself. It also included many reports previously unavailaive i
stand-alone version (A. Bradshaw, personal communication, April 26, 2011).
In addition, there were several new changes included in the updated Repaissanc
Place version. One addition was the Vocabulary Practice component. Although not al
AR books had vocabulary quizzes associated with them, there were over 10,000 titles
with vocabulary quizzes available. Vocabulary lists could be printed on special label
and attached to the inside cover of AR books for review before, during, and aftegrea

In order for Renaissance Learning to target a word from a particular book &drwany
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practice, the word had to be used at least twice in the specific book, had to balessenti
for the comprehension of the book, and had to be at the reading level of the book or
higher (Renaissance Learning Company, 2010).

After passing an AR quiz, students were prompted to take a Vocabularyéractic
quiz if one was available with the specific book read. Words students missed were
repeated twice more in subsequent Vocabulary Practice quizzes. Words studesds lea
through the program were reviewed in the same manner. Teachers had gheoabitit
both a Missed Words Report, which showed students words they still needed to study,
and a set of flashcards of the words students missed on vocabulary quizzes. According to
the Vocabulary Practice manual, one purpose of the vocabulary quizzes was motivation
“Motivation is critical to learning new words, and students’ interest in wioadsa huge
impact on how many they learn. Also, having control over the learning processasre
students’ motivation and vocabulary growth” (Renaissance Learning Company, 2010, p.
1). The manual also suggested the utilization of the Words Learned Reportyata wa
increase reading motivation. This individualized, cumulative report listed all of a
student’s learned vocabulary words as measured by correct responses onargpcabul
Practice quizzes.

Literacy Skills quizzes, which included teacher guides for over 900 titles, we
also included in the newer version. These quizzes targeted higher-order thinkgg skill
and highlighted such literary elements as plot, theme, tone, genre, and persuasive
language. The Literacy Skills quizzes were not associated with points, bdibeoused
to help teachers with novel studies in the classroom.

The STAR Early Literacy Assessment was also an addition to the program.

was targeted towards students who were not yet reading proficiently endiage the
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original STAR assessment or the AR quizzes. This assessment wasdalésigne
administration to kindergarten, first-, and second-grade students who were jastrizeg
to learn to read. Reports generated from the STAR Early Litera@sseent
determined if students were emergent, transitional, or probable readerepdtis also
detailed how proficient early readers were in literacy skills such asajeeadiness,
phonemic awareness, phonics, and structural analysis. Once students wereddentifi
probable readers by the software, they were given a STAR assessmemn¢yamdved
on to reading AR books (Renaissance Learning Company, 2010).
Another addition to the Renaissance Learning program was the Home Connect
feature. This feature allowed parents to receive an email everyh@inehild took an
AR quiz. The email gave the title of the book and the student’s score on that book. It
also allowed both parents and students to view the student’s virtual bookshelf, which
showed a picture of the covers of all books for which an AR quiz was taken. Scores
earned on books were also available. Furthermore, by clicking on a link to the AR
Bookfinder, parents and students could search for AR books by categories such as topics
of interest, reading level, or genre (Renaissance Learning Company, 2010).
In addition to the changes with the software itself, implementation guideline
from Renaissance Learning had also been modified. According to a Renaissance
Learning spokesman, a study conducted by the company found that the previous focus on
points had been misguided:
One of the key findings of this study was that to successfully guide independent
reading practice using the feedback provided by AR, teachers and students must
focus primarily on the average percent correct scored on AR Reading®racti

Quizzes. The higher the average percent correct, the higher the readsg gai
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Prior to this study, there was a greater emphasis placed on points. While points
are still important, their importance now serves as an indicator of readoig@ra
time. In other words, the longer the book, the more points that a student

earns, indicating the more time a student has been engaged in reading practice.

(W. Isenhart, personal communication, November 24, 2010)

Instead of using the points as the main goal of AR, Renaissance Learning’s new
emphasis was on students achieving at least an 85% average on AR quizzes, alith a go
of having students move to a 90% average or higher. In fact, the program recommended
an immediate intervention by teachers when students scored below an 80% on any AR
quiz (Renaissance Learning Company, 2010).

In a 2007 document highlighting implementation benchmarks, Renaissance
Learning identified practices that would be seen in classrooms advancengl tehadel
Classroom status. Among the recommendations was the use of a daily Statuda¥ghe C
strategy. The manual noted that when the strategy was used successfadysteauld
comprehend that it was both a motivational and a progress monitoring tool. In addition,
the manual recommended that, as a part of the Status of the Class stratbgys tea
monitored student reading logs to ensure that students were reading with#Ptbei
were scoring 100s frequently on AR quizzes, and were reading an appropriate number of
pages daily.

Moreover, the document recommended that students routinely took both
vocabulary quizzes and literacy skills quizzes when available; that studehtgittga
their ZPD, varying the level when appropriate; that the school itself had a schachde
for SSR; and that teachers carefully reviewed data associated with thenptodrelp

students be successful in reading practice (Renaissance Learning, 2007).



51

Although Brownville Elementary acquired the newer version of Renaissance
Learning after the changes in implementation guidelines had been adopted, nzasignif
professional development was given to the teachers at that time. However, irh2009, t
district came under new leadership. The new superintendent had previous experience
with the Renaissance Learning program, and he initiated a push in implementation
fidelity. In 2010, this push brought added professional development regarding
Renaissance Learning practices.

The Renaissance Learning Company sent representatives to the distrievery
elementary and middle school was trained in the new guidelines. Professional
development began in August of 2010 with a 3-hour overview of the program, which
emphasized the change in focus from points to comprehension, an explanation of how the
STAR tests were used to determine students’ ZPD levels, a summary otulkewtstand
teachers should collaboratively determine goals, a reiteration thaefatesl Reader
points should not be tied to grades, and a mandate that extrinsic rewards be removed a
motivational factors in the program.

In addition, teachers were instructed on the use of strategies to help students
increase reading comprehension. One of the recommendations was that teachers
implement the Status of the Class strategy, which included 30-60 second mini-
conferences with students during scheduled SSR time. Teachers were thstructe
circulate around the classroom to ask individual students questions to monitor
comprehension of the book being read, and to make connections with the students about
their books during those 30-60 second conferences. Students were to keep individual
reading logs, on which they recorded the title of the book they were reading and how

many pages were read. In addition, students were to record and graph theluaidivi
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scores on AR quizzes, and teachers were instructed to monitor the use of the logs and
graphs. Additionally, teachers were told to keep a record of which students had been
involved in conferences, so that every student had a conference at least once adveek, a
every day if possible.

Teachers were told that the changes in implementation would begin as the new
2010-2011 school year started. Principals were further instructed to monitor the use of
the Renaissance Learning program in their respective schools.

At Brownville Elementary, the initial Renaissance Learning trgimmas followed
by periodic staff development throughout the school year. At each of the nawgsai
different aspects of the program were explained and highlighted. Explana&oms
clarified and teachers were shown how to use a variety of reports asdoaidt the
program. In addition, data from the reports were explained more thoroughly so that
teachers could use the data more efficiently.

Explanation of the Study

The sweeping change associated with the new implementation prattibes
Renaissance Learning program affected every student, teacher, anicap&rewnville
Elementary. In order to more completely explore this change and its inpisat case
study protocol was followed. Individual responses from an initial online survey were
first analyzed for common themes and coded. The researcher revisiteddbeedalata
several times, combining and changing codes as deemed necessary, and an outside
researcher was used to validate the identified themes. Two focus group sessons wer
conducted and recordings from the sessions were transcribed and studied foneonerge
recurring themes. Six individual interviews were then conducted and recordings w

again transcribed and analyzed for new and identified themes. All data weitedevis
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many times in the cyclical nature of the case study methodology (Stake, 1895; Y
2003). To further triangulate the data, observations of teachers using the &te®aiss
Learning program were conducted, and specific behaviors associated with higy fidel
were documented on the Accelerated Reader Observable Behaviors Chepkiéestdii

F). The data from the survey, the interviews, and from documents related to tesscher
of the Renaissance Learning program will be discussed in this chapter.ndihgdi

from this qualitative study are presented in this chapter, which is organized indo broa
categories that loosely follow the literature review.

Sustained Silent Reading

In order to gain a more specific understanding of past and current SSéepracti
as they related to the Accelerated Reader program within BrownvillecBtany,
guestions dealing with this issue were asked in the initial survey, the fazys gnd the
individual interviews.

Eleven of the 13 classroom teachers at Brownville Elementary completed the
initial online survey. The survey responses were anonymous; however, the deneographi
information provided indicated that one teacher from the primary grades and drex tea
from Grades 3 through 5 chose not to complete the survey. The responses from the
survey indicated that there was, prior to the 2010-2011 school year, a low level of
consistency in school practice regarding the implementation of SSR. The lack of
consistency in SSR practices was first mentioned in responses to the online survey

In the initial survey, the following question was asked: “Prior to this schoql year
how much emphasis did you put on sustained silent reading? Describe what took place
during this time in your classroom. Explain what you, as the teacher, did and what the

students in your classroom did during this time.” Table 8 summarizes the &t&ntifi
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themes and the number of responses coded per theme.
Table 8

Past SSR Practices: Number of Coded Responses per Theme

Low High No
Teacher Involvement Teacher Involvement ~ Teacher Emphasis

Four of the 11 teachers initially indicated that they were not very involved with
SSR prior to the 2010-2011 school year. One teacher wrote, “Students were reading, but
| did not interact much except to pick books. They spent a lot of time picking books,
probably more than reading” (Online Survey, March 6, 2011). A second teacher
responded, “I think in the past, | was not as concentrated on meaningful reading, and was
not as involved in their book choices” (Online Survey, March 11, 2011). One teacher
noted her lack of involvement with SSR: “I did encourage and require a 25-30 minute
silent reading period each school day. During that time students were requead to r
silently. During this time, | checked planners and wrote notes home” (Onlimeys
March 7, 2011). These responses indicated that, although SSR did take place at
Brownville Elementary prior to the 2010 school year, some teachers sawptssize
activity.

Likewise, three teachers admitted that SSR was not a priority irctaggrooms
before the 2010-2011 school year. One survey respondent noted, “Prior to this year,
honestly we read, but some days we wouldn’t get to it if | was trying to finestsart”
(Online Survey, March 8, 2011). Another teacher wrote, “I didn’t used to do it, but | do

like it now” (Online Survey, March 10, 2011). The third teacher explained her previous
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practices regarding SSR: “I didn’t place any emphasis on SSR &5t(@nline Survey,

March 8, 2011). These responses from the survey underscored the diverse role teachers
played during SSR time in their individual classrooms before the 2010 school year, and
the lack of continuity in SSR practices at Brownville Elementary.

Highlighting the overall lack of consistency in teacher practices andsogtier
to the 2010 school year, there were, conversely, also four teachers who previously took
SSR time very seriously in their classrooms. One of those four responded, “SSR tim
was observed. Students read quietly while | read with students individuafiihi€O
Survey, March 7, 2011). Another teacher replied to the question by noting that, “Last
year, | put a lot of emphasis on SSR and it looked very similar to the way it does now. |
held daily conferences with students regarding what they were readingyutwtery
little emphasis on AR” (Online Survey, March 10, 2011). An additional respondent
noted that she had always incorporated SSR time into her schedule, but that her view of
the teacher’s role during SSR was again inconsistent: “| would sometioted reading
and other times pull students back to listen to them read” (Online Survey, March 8,
2011).

From the online survey results, it was apparent that although Sustained Silent
Reading was a part of the Brownville Elementary school day prior to the 2010-2011
school year, there were differences in implementation practices withziasses. At
least four teachers put a strong emphasis on SSR, while others put little or noi@mphas
on it. In addition, the teacher’s role during SSR varied widely. At least fatlveesa
held conferences with students, but some read while students read. One teaclhezt admitt
to using the time to complete paperwork, and three teachers implemented SSR only if

time permitted.
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As part of the school-wide initiative to implement the Renaissance Learning
program with fidelity, teachers at Brownville Elementary were traingte role SSR
played as a part of the Accelerated Reader program at the beginning of the 2010-2011
school year. To determine the extent to which teachers were followingmesaad
practices, teachers in the focus group were asked to “Explain what remlifiie your
classroom this year concerning Sustained Silent ReadMgré time set aside for SSR,
a stronger emphasis given to SSR, and a new school-wide consistency were themes noted
in their responses.

During the 2010-2011 school year, a new bell system was implemented. When it
rang, the principal announced the beginning of SSR time. One teacher responded to this
change by responding, “This year, everyone is reading at the same teaehé€r C,
personal communication, March 17, 2011). Another teacher replied, “More kids are
engaged. Last year, | would allow kids to go to the library and exchange books [during
SSR]. They spent their whole time doing that, and not really reading” (Teacher |
personal communication, March 18, 2011). A different teacher noted, “There is a big
emphasis! Students read; | walk around and conference with them about the book they
are reading” (Teacher H, personal communication, March 18, 2011). A second grade
teacher said, “It is a huge component of the students’ education now. | am morefaware
what my students are reading” (Teacher F, personal communication, March 17, 2011).
Responses from the focus groups signified that a change in SSR implementatimepr
had occurred during the 2010-2011 school year. Responses pointed to the fact that both
teacher and student behaviors during SSR were different from what they had been in the
past.

These same themes were also evident in the individual interviews. All six of the
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teachers who were individually interviewed gave responses that indicated their
recognition of the fact that during the 2010-2011 school year, the entire school
participated in SSR simultaneously. At the same time, teachers’ percegpititeir roles
during SSR appeared to be more defined. Five of the six interviewees mentiormetethat
change was using the Status of the Class strategy during SSR. When askedd@mexpa
how SSR practices were different this year, one teacher commented,
Just the emphasis on actually getting it done. Making sure that evesystiag
there, me checking on the performance of the students’ 85% for comprehension
rates. That's really good to have this year. The emphasis not being on the points,
the emphasis more on them understanding what they are actually readirg, whic
is the whole point. | didn’t do that last year (Teacher L, personal commuwnicati
April 7, 2011).
Additional feedback was provided by Teacher G:
Everyone is still. They are at their desks; they’re interactingdifterent books.
| conference with individual students and just check if they are comprehending.
| ask what they like about the book, what they don’t like. | take the Status of the
Class every day, without hesitation. | do like that. Especially when you get
everyone quiet, and they don't see their friends walking up and down the halls. It
makes a big difference (Personal communication, April 1, 2011).
One teacher described SSR time in her class this way:
A lot of reading. A lot of AR testing. The kids know that it's all about reading.
The kids know there’s no talking, no commotion. I'm seeing a lot more
engagement. | walk around and talk to the kids about the books they are reading.

They tell me about their books, and they get excited about it. | say, “Oh, you will
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have to tell me how it ends.” So, | just use Status of the Class as encouragement

| guess. | think it's working. They want to tell me about their books all day

(Teacher E, personal communication, April 1, 2011).

A different teacher offered this perspective:

Last year, there was a lot more commotion. This year, it has been a lot different.

| like it better this year. | used to sit down and discuss the book with the kids.

And while we were over here talking, no one else in the class was redaligge

So that's what Status of the Class does. It's just better this year, knohatg w

page everyone is on, knowing what they are reading, knowing if they’'ve taken a

test, or not taken a test. | am more aware of what they are doing this way.

(Teacher J, personal communication April 7, 2011)

It was evident from focus group and individual interviews that teachers perceived
the SSR practices as being more consistent at Brownville Elememéeywidwees’
responses further indicated that teachers perceived SSR as a timelfer-stadent
interaction, rather than as a passive activity reserved only for students.

In addition to the survey and interviews, an Accelerated Reader Observable
Behaviors Checklist (Appendix F) was used to record teacher and student behaviors
during the time set aside for SSR at the school. Both the principal and thehessearc
were involved in collecting data with the checklist, a document created by theehesea
as a way to further triangulate the data. The checklist was create®é&oanssance
Learning’s recommended best practices for AR. On 17 different school days tthering
time set aside daily for SSR, the principal or the researcher walked thrasglooims
and noted, among other behaviors, the instances of students silently readingtidn,addi

the checklist was coded if the classroom teacher was observed circulatmg 3SR
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time, and if the teacher was observed holding 30-60 second Status of the Class
conferences. Table 9 summarizes the number of instances that individual classroom
were engaged in Sustained Silent Reading. Table 10 summarizes the numbanoégst
that teachers were observed using the Status of the Class Strategy. Additiona
information from the Accelerated Reader Observable Behaviors Checklishinarized

later in the chapter.
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Table 9

Observed Instances of SSR Taking Place in Classrdoming March 2011

Dates

8 9 10 11 14 15 16 17 18 21 22 23 24 28 29 30 31

Kindergarten

Class A * * * * * * * * * * * * * * * *

CIaSS B * * * * * * * * * * * * * * * *
Grade 1

CIaSS C * * * * * * * * * * * * * * * *

Class D * * * * * * * * * * * * * * * *
Grade 2

CIaSS E * * * * * * * * * * * * * * * * *

Class F * % * * * * * * * * * * * * *
Grade 3

Class G * % * * * * * * * * * * * * *

Class H * % * * * * * * * * * * * * * *
Grade 4

Class I * * * * * * * * * * * * * * *

CIaSS J * % * * * * * * * * * * * * * *
Grade 5

Class K * % * * * * * * * * * * * * * * *

CIaSS L * % * * * * * * * * * * * * * * *

CIaSS M * % * * * * * * * * * * * * * * *

Note.* indicates classroom was involved in SSR at tirhelservation.

Information summarized in Table 9 indicates that during the timeframe imwhic
data were collected, a majority of classes were consistently patiing in SSR at the
designated time each day. Overall, 94.5% of classes at Brownville Eleyneetar
engaged in Sustained Silent Reading during the set-aside time period. Fi&thgdathe

highest percentage of SSR engagement, at 100% for the time period studied. This data
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indicated a change in practice at Brownville Elementary. According twotleeted data

from teacher responses, SSR times were inconsistent prior to the 2010-2011 samhool ye

Table 10

Observed Instances in March 2011 of Teachers Utfjithe Status of the Class Strategy during SSR

Dates

8 910 11 14 15 16 17 18 21 22 23 24 28 29 30 31

Kindergarten

CIaSS A * * * * * * * * * * * * * * * *

Class B * * % * * * * * * * * * * *
Grade 1

CIaSS C * * % * * * * * * * * * * * * *

CIaSS D * * * * * * * * * * * * * * * *
Grade 2

Class E * * * * * * * * * * * * * *

Class F * * % * * * * * * * * * * * *
Grade 3

CIaSS G * * % * * * * * * * * * * * *

CIaSS H * * * * * * * * * * * * * * *
Grade 4

Class I * * * * * * * * * * * * * * *

Class J * * % * * * * * * * * * * * * *
Grade 5

CIaSS K * * * * * * * * * * * * * * * * *

CIaSS L * * * * * * * * * * * * * * * *

Class M * * % * * * * * * * * * * * * * *

Note. * indicates teacher was using the Status of thesCHrategy at time of walkthrough.

Table 10 data reveals that second grade teachers had the lowest level of
implementation, with 5 overall days in which the Status of the Class strassgyot

used. Conversely, there was only 1 day in fifth-grade classrooms in whictathe &
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the Class strategy was not being implemented. Table 10 indicates that during the
timeframe in which data were collected, 90.6% of the time teacherswahfatle
Elementary were using the Status of the Class strategy during the tesdigme for
SSR. Teacher comments indicated that this consistency in SSR practice didunot occ
before the beginning of the 2010-2011 school year.

The data signified that the Brownville Elementary teachers perceiveaiigadst
Silent Reading practices had gone through a significant change during the 2010-2011
school year. A stronger emphasis had been placed on students actually reading during
SSR, and the entire school read at the same time each day. Teachers percensbel thei
during SSR differently as well. The use of the Status of the Class stratfypdtome
routine by March of the 2010-2011 school year. Classroom practices were much more
consistent, as evidenced by both the teachers themselves and the Acceleddged Rea
Observable Behaviors Checklist.
Accelerated Reader

Accelerated Reader, as a part of the Renaissance Learning progidmehaised

at Brownville Elementary since 1998. In order to determine teacherspperceof the
changes that had taken place with the program during the 2010-2011 school year, the
researcher studied the past practices and the current beliefs of the tedcheeye
using the Accelerated Reader program at Brownville Elementary.

During the Renaissance Learning Survey, the following instructiongiwvene
“Describe the way you used the Renaissance Learning program in yauoatagrior
to this school year. Two significant themes initially emerged from the responses:

confusion and tests. Table 11 summarizes the number of coded responses per theme.
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Table 11

Renaissance Learning Past Practices: Number of Coded Responses per Theme

Confusion Tests Miscellaneous

3 5 3

Three of the 11 teachers’ answers were coded as confusion. A teacher dxplaine
it this way, “Last year, Renaissance Learning was another assgseonid was required
to use in my classroom. | did not completely understand the entire purpose of
Renaissance Learning and it was not a major priority in my classroamihéCsurvey,

March 10, 2011). Another teacher reflected, “I assigned a book level and points for the 9
weeks. Students took the book back with them to help when testing. Not much
teacher/student interaction. It was pushed, but | did not understand it” (Online,Survey
March 6, 2011). The theme of tests was identified in five of the 11 responses. The theme
was illustrated in these teachers’ answers: “Before this year, Leely Renaissance

Learning for students to take AR tests” (Online Survey, March 11, 2011); “l used it to
check their comprehension with the AR tests” (Online Survey, March 7, 2011); “Student
read 20 minutes each night for homework and tests were taken after each book was
completed” (Online Survey, March 7, 2011). The majority of teachers either did not
understand the program, or felt that its purpose was to test students after reading.

In the focus group and individual interviews, teachers were asked to elaborate on
the identified themes. The wopdintswas mentioned by teachers in both focus group
sessions and in every individual interview. One teacher explained it this wegs ‘hew
to AR, coming from kindergarten, and | had never been at a county that used AR. So, |

just followed what everyone else did, and that was points, points, points, points, points”
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(Teacher G, personal communication, April 1, 2011). Another teacher's comments
expanded on this sentiment, “| mean, thasthe emphasis. You were supposed to make
your AR goal; you were supposed to get your points” (Teacher |, personal
communication, March 18, 2011). A first grade teacher explained, “It was Imaué a
teaching these children to take tests on a computer and earn points than it was about any
educational value” (Teacher C, personal communication, March 17, 2011). A third
teacher clarified her perception, “It was mainly points. It was just laurtytake a test;
hurry, read a book and take a test; and they didn't really get anything out of it. They
were just trying to get their points up” (Teacher H, personal communication, March 18,
2011). The teachers’ overwhelming perceptions that, prior to 2010, AR was mainly
about the points students earned, was a critical finding and demonstratedetrieurgr

lack of understanding of recommended implementation practices.

In the initial survey, teachers were asked to “Name three wordthdt w
describe your feelings about the Renaissance Learning program (incAatielgrated
Reader) prior to this school yearTable 12 summarizes the number of coded responses
per theme.

Table 12

Feelings about Renaissance Learning: Number of Coded Responses per Theme

Negative Positive

10 1

Ten out of the 11 respondents provided words that were coded as negative. The
word frustratingwas given by three different respondents. The weaplstitiveand

pointswere cited by two teachers. Other examples of negative words weré,*hate
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“unfair,” “ineffective,” “annoying,” “boring,” and “wasteful.” Threeachers indicated

that they did not fully understand the program with the woatgusedcandambiguous

(Online Survey, March, 2011). Conversely, however, one teacher answered the prompt
with these three words, “I love it!” (Online Survey, March, 2011). Although this

response was coded as positive, the use of present tense for thHewsandy have

indicated that the respondent misunderstood the question. According to the results of the
online survey, the majority of teachers at Brownville Elementary appeabsdunhappy

with the AR program prior to the 2010 school year.

As a follow up to the survey, the focus group was asked this question: “Many
survey respondents used words that were negative or synonymous with confusing to
describe their use of Accelerated Reader prior to this year. Will you die®bf@nce
again, teachers reported that they perceived a lack of consistency with the\&sefof
kindergarten teacher responded, “Confusing in not knowing what the expectation was for
the program, and why we were using it” (Teacher B, personal communicatiorn Marc
2011). Another teacher noted, “We didn’t have a school-wide vision” (Teacher H,
personal communication, March 18, 2011). A fifth-grade teacher gave her inkight, “
think we knew there was a lot to do with it, but we didn’t know how to do any of it, so
that part was confusing. We knew how to let students take tests, that part eathé€r
M, personal communication, March 18, 2011). A lack of school-wide consistency in the
way AR was implemented continued to be an apparent theme in other answers to the
guestion.

There was never any clear direction as to whether they could read the book and
use it to take the test or if they were supposed to read it and rely on their own

comprehension. So, somehow, | felt like it got unfair. Some teachers were
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allowing them to use the book, some were not. Some kids were not even reading

the books. They were just flipping through and finding the answers. (Teacher K,

personal communication, March 18, 2011)

Another focus group participant agreed. “I never liked that. | didn’'t see the use in
it. | thought it was a waste of time, because they could use the book and it didn’t seem
like it was helping. They were totally cheating” (Teacher M, personahzoncation,

March 18, 2011). Another teacher replied, “I saw the kids just flipping through the books
to find the answers. They didn’'t read it. They just learned how to do it” (Teacher H,
personal communication, March 18, 2011). A final focus group member summed up her
perceptions with this statement: “Before this year, there just wakit'béconsistency”
(Teacher N, personal communication, March 17, 2011).

The results indicated that the teachers at Brownville recognized botlckhe la
consistency in AR practices within the school, and their confusion over the coryeict wa
implement the program. These realizations appeared to have manifested tremselve
negative feelings over the entire Renaissance Learning program.

In order to gain a deeper understanding of the climate surrounding the AR program
before the 2010 school year, the online survey asked this question: “What are your
perceptions about how parents and students felt about Accelerated Reader, prior to this
year?” Answers continued to overwhelmingly reflect the emphasis on points. Table 13

summarizes the themes associated with these responses.
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Table 13

Perceptions of Parent and Student Feelings about AR: Number of Coded Responses per
Theme

Points Other

10 1

Ten of the responses once again referred to the emphasis on students earning
points. One teacher shared her perceptions by writing, “Students and parents dnly care
about the points. They didn’t understand the whole concept. Also, parents thought it was
the only measurement of their child’s reading ability” (Online Survey, March 7, 2011)
Another teacher stated:

Some parents found it frustrating because they found it hard to get their children

to read to meet their AR points. And then, some parents thought it was great,

especially when their child would meet their AR goal. I think the perceptions of
students varied. The student who enjoyed reading enjoyed AR, but the students
who struggled with reading didn’t really care if they met their AR points.ig@nl

Survey, March 10, 2011)

A different teacher addressed her perceptions of student feelings tolRard A
“Some enjoyed getting points and being rewarded. Others felt stressednabanmount
of points required” (Online Survey, March 8, 2011). The focus on making points
continued in other responses. “They cared about making their goals and once they did,
they didn’'t have to read anymore” (Online Survey, March 11, 2011). Students just
wanted to get on the computer to take their tests” (Online Survey, March 6, 2011). The
one teacher whose response was not codpdiaswrote, “They probably thought it did

not help much” (Online Survey, March 8, 2011).
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During an individual interview, teachers were asked to clarify their peoospbf
teacher and student beliefs about the program. They were asked to “Elaborate on how
you and your students felt about the AR program before this y@ace again, all
interviewees mentioned points. A teacher made this comment: “It was more about
points, | think, in years past. Whoever got the most points would win. It wasn't a
learning tool; it was just a race to see who could get the most points” (Teéacher
personal communication, April 7, 2011).

The online survey results and the answers given in individual interviews edflect
that teacher perceptions of student and parent attitudes in regards to the AR pvegga
directly linked to the number of AR points the children earned.

Additionally, many teachers questioned the validity and the usefulness @& the A
program before the 2010-2011 school year. In the survey, teachers were asked, “Prior to
the 2010-2011 school year, did you believe that the Accelerated Reader program
increased reading achievement?” Table 14 summarizes the responses.

Table 14

Teacher Perceptions of AR and Achievement: Number of Coded Responses per Theme

No Yes Undecided

6 1 4

Six teachers answered, “No.” A teacher elaborated, “No, | did not. | felt lokeyit

offered surface based questions and was a waste of time” (Online Survely,Mdar

2011). The one positive response was, “Yes, | definitely saw where it would help build
students’ comprehension” (Online Survey, March, 2011). Another teacher, who was

undecided, answered:
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Yes and no. The students who met their AR goals were successful readers, but

the students who didn’t seemed to struggle. Some students who didn’t meet their

AR goals still were successful on their reading tests. | honestly didk# i

connection, because | didn’t really understand the connection. (Online Survey,

March 6, 2011)

In the focus group session, teachers were asked why they had previously
continued with AR, despite the majority’s belief that it may not have inateaseling
achievement. One teacher’'s comment sums up all of the other respondents’ answers.
“We were told to. We didn’t have much choice” (Teacher K, personal communication,
March 18, 2011).

Prior to the 2010-2011 school year, teachers, students, and parents seemed to have
been unilaterally focused on the number of points students were required to earn for a
marking period. While most teachers at Brownville Elementary disagréedhis
emphasis, teachers felt that using the program was compulsory.

Teachers were also questioned, through the online survey, about the changes that
had taken place within Accelerated Reader at Brownville Elementary in 2010. The
survey asked, “Which change in the Renaissance Learning program do you think has
been the most significant? Why?” Table 15 summarizes the themes adsoiiatbe
responses.

Table 15

Significant Changes in Renaissance Learning: Number of Coded Responses per Theme

Comprehension Consistency

6 1
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Eight of the 11 teachers’ responses in the initial survey indicated that the shif
from points to comprehension was an important change in the use of AR in the 2010-
2011 school year. “I believe taking the emphasis off of the points has been the most
significant. Now, many classes have the 85% club, and students arery&adjyd
achieve at this level” (Online Survey, March10, 2011). Another teacher commented,
“The focus shift from points to percentage takes the pressure off the kids ttheieet
goals for the wrong reason” (Online Survey, March 11, 2011). A third survey response
was, “Changing the focus from points to the percentage is important. Theyuws®doc
more on getting the higher percentage rather than reading for points” (Salwey,

March 10, 2011). It was clear from the majority of survey responses thatrseathe
Brownville Elementary felt the shift in focus from earning points to comprehenfung t
reading material was a significant change.

Along with the emphasis shift, a newfound understanding of the program,
resulting in a more consistent use, was another theme identified in survey responses
“This year, everyone is informed. Emphasis is not on the points, but on the 85%
achievement or higher. Students now seem to understand the importance of reading and
put forth a stronger effort” (Online Survey, March 6, 2011). Another teacher responded,
“Everyone is using it, except Pre-K” (Online Survey, March 7, 2011). A final éeach
had this comment, “Just the fact that everyone is informed has helped the wayg AR a
the Renaissance Learning program are being used” (Online Survey, March 10, 2011).

Teachers’ comments showed that they also recognized the importance of the
entire school consistently using the program in the same way. Focus groupa@gic
were asked to “Discuss the changes in the Renaissance Learning ptugrasart”

Responses continued to echo the themes already identified.
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| like the shift from points to comprehension. 1 like not having the pressure with
my struggling readers. Before, the number of points seemed too high for the kids
It's different than it was. The number of points is lower this year, so they end up
exceeding their goal. I like it. Ithink it's better. (Teacher N, pelsona
communication, March 17, 2011)
A second-grade teacher agreed, “Yeah, now they are reading to understand. They
know they have to read to understand versus reading just to get points” (Teacher F,
personal communication, March 17, 2011). Another teacher concurred. “That is our
ultimate goal, to get them to understand what they just read. It's not woethgalbre”
(Teacher C, personal communication, March 17, 2011).
Data gathered from Brownville Elementary attested to the teaclediefshthat
there had been a significant change in the way the Accelerated Reademgnadrbeen
implemented at the school. Teachers noted that a higher level of consisteog pradti
been observed, and that an important paradigm shift had occurred. Teachers and students
were no longer focused on the number of points needed to meet a goal. Instead, the
expectation was that students would work toward a greater understanding of tti@ mate
being read. Collected responses indicated that teachers viewed this chang&vas posi
In order to measure any changes in beliefs on the efficacy of the Acaglerate
Reader program and its relationship to reading achievement, teachers weonegdes
about their perceptions of AR since the new implementation standards had been utilized
In the online survey, the teachers were askBa, you currently believe that the
Renaissance Learning program increases reading achievemeti@’1&aummarizes

the responses to this question.
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Table 16

Renaissance Learning and Achievement: Number of Coded Responses per Theme

Yes No

10 1

In direct contrast to their views on the AR program prior to 2010, 10 of the 11
respondents’ answers indicated that they currently believed AR had a pos$écteaf
reading achievement: “I have seen growth in most of my students’ comprehewusien le
and they are taking vocabulary tests, too!” (Online Survey, March 7, 2011). Another
teacher responded, “I believe it increases reading achievement moreutbeah 0. |
have seen tremendous growth from my students, and | believe AR is an important
component of my reading program” (Online Survey, March 11, 2011). A third response
indicated the same sentiment, “I think students spend time reading the books more
carefully now because they know that | expect them to make a passinggrimetest.
| do think it helps overall comprehension of the text” (Online Survey, March 8, 2011).

However, in the focus group sessions, some teachers were cautious in their final
decision on the program. They were ask88% of the survey responses indicated that
teachers currently believed that AR increased reading achievement. Do gewiagr
disagree? Explain.” One teacher seemed to clarify her thoughts atkeldethrough her
answer: “I need to see a year of EOG scores to see. Well, | know it's hetfigimgt
hurting. I'm just questioning how much it is helping. | mean, it is helping; | know it is
not hurting” (Teacher M, personal communication, March 18, 2011). Another teacher
responded, “I think it helps some more than others” (Teacher F, personal communication,

March 17, 2011).
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According to the data gathered, the majority of teachers at BrownvillecBlary
did not support the use of the Accelerated Reader program prior to the 2010 school year,
although it was used nonethelestowever, teacher perceptions of the program’s ability
to increase reading achievement were much more positive after theshang
implementation took place. Although some teachers were still guarded in thaierail
support, no teacher gave responses that were coded as negative.

To further triangulate the data involving Brownville Elementary’s students
reading achievements, the researcher examined the Customizabls$Repert, a
Renaissance Learning document which compared results of STAR data $essnasnts
given at different dates. Table 17 summarizes the information found within the report
Table 17

Changes in Grade Equivalent Scores from the STAR Reading Assessment*

Grade Level June 2010 April 2011 Change
1 15 2.1 +0.6
2 1.8 2.6 +0.8
3 2.5 3.7 +1.2
4 3.7 5.0 +1.3
5 4.0 5.6 +1.6
Mean 3.1 4.4 +1.3

Note.*As reported by the Customizable Progress Report.

The information appearing in Table 17 compares the Grade Equivalent scores
given by the STAR assessment at the end of the 2009-2010 school year to STAR

assessment scores in April of 2011. The report showed the mean growth of all students
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who took both assessments. Scores from students who did not take either the June 2010
STAR assessment or the April 2011 STAR assessment were not included in the report.
Students were expected to improve by 1.0 grade levels by June 2011, to indicate one
year’s growth in reading achievement. According to the report, the mean growth of all
Brownville Elementary students had surpassed the 1.0 Grade Equivalent mark. B Grade
3 and 4, the mean growth had increased by 1.2 and 1.3 grade levels, respectively. In
addition, the Grade 5 students’ reading achievement scores increased byd |é\gs.
Motivation

Reading motivation, as a goal of the Renaissance Learning program, had been
widely touted in Renaissance Learning’s own training materials. Tharcese,
therefore, studied the perceptions teachers had about motivation as it relaged to t
Accelerated Reader program, both prior to the 2010 school year, and during the 2010-
2011 school year. In order to delve deeper into this topic, questions about motivation
were addressed in the survey, the focus group, and the individual interviews.

To gather initial data, the survey asked the following question: “Prior to this
school year, did you believe the Accelerated Reader program motivated thdssinde
your class to read?” Ten of the 11 answers were coded as either negative ioledndec
Table 18 summarizes the results of the survey question.
Table 18

Beliefs about AR and Motivation: Number of Coded Responses per Theme

No Undecided Yes

4 6 1

The one teacher who responded positively wrote, “Yes. | would print out the
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weekly reports so they could see and self-monitor” (Online Survey, March 8, 2011).
None of the other responses, however, were as positive. One response was recorded
here: “No, not really. Students always wanted to earn points, but tried to takéetest af
test on stories they didn’t understand. They were unable to wrap their minds around the
concept of reading and why it was actually important” (Online Survey, March 8,.2011)
Another teacher provided this insight: “Not really. It was all about how mamyspoan

| get and can | make my goal for a prize? It was more about competition dlaiamgie
(Online Survey, March 8, 2011). A third respondent highlighted the reasons she was
undecided about how AR affected reading motivation. “Students who enjoyed the
challenge that AR provided were motivated. Reluctant readers felbmbecause of the
race for points and reading levels” (Online Survey, March 6, 2011). It wadrcleathe
survey responses that the teachers at Brownville had not been convinced, prior to the
changes which had been implemented in the program, that the AR program motivated
students to read more.

A theme of discouragement repeated itself in teachers’ reflections on Bior A
motivation during the focus group sessions. Teachers were asked to “Discuss your
feelings about reading motivation and AR.” A fourth-grade teacher reflectpast
practices in the school: “The struggling readers who wouldn’t get their points wouldn’t
get to go to that party, and they would work their tails off, and it just becaméeaofyc
failure. One more form of discouragement” (Teacher |, personal commanijdetarch
18, 2011). A fifth-grade teacher recalled, “In the upper grades, you would see/¢hne |
readers get discouraged, because they weren’t getting those points @riteseand
then it was like, who cares?” (Teacher K, personal communication, March 18, 2011).

Another teacher had this comment: “For some students, yes, it motivated thems itOthe
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did the opposite by putting too much pressure on them, which discouraged them from
reading. | want my students to associate reading as something positive, nlebias a ¢
(Teacher F, personal communication, March 17, 2011).

Individual interviews provided additional insight into the teachers’ perceptions of
motivation. Teachers were asked to expand on their perceptions of how the AR program
motivated students to read. One interviewee answered,

The problem is that it motivated the high readers, the ones that were alreagly goin

to be motivated anyway. The ones that could compete with themselves, they

wanted to keep their average up, and read as many books as possible, and read the
big books to get 13 points or whatever. But they could already read. So it didn’t
help the kids who needed it the most. (Teacher G, personal communication, April

1, 2011)

Another teacher echoed these sentiments:

It was just to get points. | remember last year, it would get to the cuhdfthan

they would all go get their great big stack of books to try to meet their points. |

mean motivation was there a little bit, but now they work towards it all month.

Before, students might make it the first half of the semester, but then not the

second half. Then, the next semester, they would be like, “I didn’t get it l&st tim

so I'm not even going to try this time.” (Teacher J, personal communicatioih, Apr

7, 2011)

Overall, teachers responded negatively in their perceptions of AR’s effect on
reading motivation prior to the 2010 school year. Their responses indicated thett, in fa
they believed the program discouraged reading motivation rather than encouraged it

In the focus groups, teachers were further asked to discuss their faelings
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regards to the removal, in the 2010-2011 school year, of extrinsically motivattogsfa
that were previously an integral part of Brownville Elementary’s impiatation of AR.
The responses were overwhelmingly in support of this change. One teacher explained
her growing disillusionment of the extrinsic rewards:
At the beginning, it seemed like a good thing to have an extrinsic AR store where
you could buy with points. It seemed to encourage kids to read. But as time
progressed, | didn't like it because it became all about the points. (Teacher F,
personal communication, March 17, 2011)
Another teacher added, “At the time, | thought the parties were good, bethosght it
would motivate them, and some kids it did. Some kids it did not. | think we should be
focusing on the intrinsic rewards” (Teacher N, personal communication, March 17,
2011). A third teacher’s perspective was recorded in this quote: “Laskigsagot
rewarded if they got their points, and if they didn’t, they got stuck in a room while other
kids got to go do different things. It did bother me last year” (Teacher G, persona
communication, April 1, 2011). Finally, a teacher recounted her students’ attitudes
toward the extrinsic rewards:
| even had kids say too, “We are just going to go down there and get popcorn for
the reward anyway. | don'’t care if | make my points.” Sometimes, it just
depended on what the incentive was as to how motivated the kid was. (Teacher
H, personal communication, March 18, 2011)
However, one teacher was not totally convinced that the removal of extringiclsewas
a good idea: “I think that it is a good program, but | wish there was some way td rewa
the kids who are highly motivated to participate in AR” (Teacher |, personal

communication, March 18, 2011). Teacher responses indicated that the majority were
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pleased over this significant change in practice in regards to extringicdsew
In individual interviews, teachers were asked, “Do you feel that the wagrgo
currently using Accelerated Reader influences students’ intrinsic motiviatread?”
All teachers indicated that they believed that current Accelerated Readéces
positively affected reading motivation. One teacher noted, “There aeemuadivated
students, overall” (Teacher A, personal communication, April 3, 2011). A second-grade
teacher's comment mirrored this statement. “Mine just seem exciteltl neet that
they've made a 100. They're like, ‘l made a 100! and I'm like, ‘Whoo Hooo! Rock on!
It's not so much the points, it's getting a 100 on it” (Teacher E, personal comnmmicat
April 1, 2011). In another interview, a fifth-grade teacher replied, “I thinkusscave
are placing an emphasis on conferencing and talking about reading, that titiats ge
them more excited” (Teacher J, personal communication, April 7, 2011). A different
teacher had this comment to say:
Well, | think the kids are excited about reading. Once they learn they can do it,
they want to take tests. | think AR has something to do with that because they
love to go to the computer and take those tests, and tell me what score they made
on them. Most of them are doing well. (Teacher D, personal communication,
March 31, 2011)
One teacher had very strong feelings on the subject:
| definitely think it has made a difference. Now that they have more freemlom t
read what they want to read, they want to read more. The kids are not driven by
points so much this year. It's more about taking the test with success. Aad sinc
they've had that success, they want to read more. So, | definitely think this wa

more effective. This year, even the students who struggle in readirt¢p read.
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This class loves to read. | had these students before, and that wasn't the case.

Their love of reading changed. | just get so excited! It's been a goacayeary

good year for reading. | think this is working; | really do. (Teacher tsqmal

communication, April 7, 2011)

Another teacher reported, “I think the students do have intrinsic motivation to
read this year. | can see their smiles shine from across the room when kieegm&s%
or higher” (Teacher C, personal communication, April 7, 2011).

The shift in emphasis from points to comprehension, the use of the Status of the
Class strategy, and the removal of extrinsic rewards associated withtstoaeeting
their point goals appear to have had a positive effect on teachers’ perceptions of the
motivational power of the AR program.

Teachers were also asked in focus groups to “Give your perceptions of the
students’ attitudes on the changes related to motivation in the AR program.” The
majority of the teachers perceived that the students also felt positive ladahinges.

One teacher announced, “For the most part, | don’t think they've missed it [extrinsic
motivation]. | mean at the beginning, maybe, but now they haven’t focused on it.
(Teacher J, personal communication, April 7, 2011). Another teacher explained how the
change affected her students.

| am kind of buying into the program in front of my students. At the beginning of

the year, the kids would ask, “What do | get for it?” | would just say, “You get the

joy of reading a good book.” That was hard for them at first. It was books upside
down, snickering behind their books. You know, work avoidance. But now, AR
is a big deal. Before, it was something that they had to do. Now they want to do

it. The ones that were the avoiders at the beginning of the year, they've found
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that they love books. (Teacher L, personal communication, April 7, 2011)
The collected qualitative data indicated that the teachers at Brownhaitteektary were
feeling a growing sense of dissatisfaction with the extrinsic svassociated with the
Accelerated Reader program prior to the 2010-2011 school year. The current emphasis
on intrinsic motivation was overwhelmingly perceived as a positive change in the
program. The data gathered on teachers’ perceptions of student attitudes tosvagd rea
showed that teachers believed that students were more motivated to read in the 2010-
2011 school year, and that the removal of the extrinsic rewards was perceived as
beneficial for the students.
Formative Assessment and Data-Driven Instruction

When teachers were asked in the initial online survey to “Describe how you,
prior to this school year, used the reports generated by Renaissance L&aming
themes emerged from their responses. Table 19 summarizes the themesddenttifie
responses to the question.
Table 19

Report Use: Number of Coded Responses per Theme

Unused Points

3 8

Three of the 11 teachers noted that they didn’t use the reports at all before the
2010-2011 school year. One teacher wrote, “Truthfully, | didn’t use them. | dectly
understand what they meant, and | didn’t fully understand the program” (Online Survey,
March 10, 2011). The remaining responses were all codeairts. One response was,

“The only report | used was the AR Report, and | just used that to see the progress
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students were making on their point goals, and to see if they were passingstiséir t
(Online Survey, March 8, 2011). Another teacher wrote, “Reports were used to ealculat
points” (Online Survey, March 7, 2011). The singular emphasis on points with the AR
program was repeated in individual interview responses.

In an individual interview, a teacher noted, “I didn’t even know there were that
many reports until that training!” Once again, responses indicated that hef@@10-
2011 school year, teachers were either confused about the overall Rendissanicey
program or were focused solely on the points aspect.

During focus group sessions, teachers were asked to “Explain what isrdiffer
your classroom since last year concerning the reports that can behukceaierated
Reader.” The use of vocabulary reports and increased parent involvement emsdiged
main themes in their answers. Two teachers made the same comment intddtere
groups. They said, “The vocabulary tests are the best” (Teacher F, personal
communication, March 17, 2011; Teacher M, personal communication, March 18, 2011).
Another teacher said, “I definitely love the vocabulary quizzes and the datpdhies re
give me and the kids” (Teacher H, personal communication, March 18, 2011). From the
data collected, it was clear that the teachers perceived the use of the argcabul
component in Renaissance Learning as a positive change. In addition, teachers
mentioned that the reports increased parent involvement in the program. Ome teach
commented, “I love that parents can sign up to get an email each time a kichtéles a
test. | like that there are more ways to let parents know” (Teacherddnaér
communication, March 17, 2011). A second teacher commented that, “Kids ard excite
to show their parents the reports, too” (Teacher I, personal communicatiot, Marc

2011). A fifth-grade teacher also liked the way the reports involved parents: ‘hdike t
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reports. It's another form of communication between the home and the school’dMeach
K, personal communication, March 18, 2011). Teacher responses pointed to their belief
that involving the parents and students in the Renaissance Learning program was
beneficial to all stakeholders.

In the individual interviews, the vocabulary reports again surfaced as a positive
aspect of Renaissance Learning. “I really push the vocab tests. That lyaseerak
big help” (Teacher L, personal communication, April 7, 2011). Another teacher
commented, “I like the vocabulary!” (Teacher D, personal communication, March 31,
2011). A second-grade teacher noted that she utilized another aspect of the Vocabulary
Reports: “The flashcards you can print are wonderful! | like that” (Ted€heersonal
communication, April 1, 2011). Qualitative data collected from the Brownville
Elementary teachers indicated that their perceptions of the vocabulang nepos
positive. The teachers appeared to be embracing this aspect of the program.

The online survey further asked the Brownville Elementary teachers, “Do you
currently use the data from Renaissance Learning?” One hundred percenuoiglge s
respondents answered in the affirmative, and all responses dealt with formative
assessment. One teacher elaborated, “l do use it. | use it to see my stadeltssir
STAR reading, as well as vocabulary tests and AR quizzes. These reports hekeme
what my students need and how | can help them” (Online Survey, March 8, 2011).
Another teacher’'s comments echoed these sentiments, “l use it to show students thei
successes and also where they need to work. | work with the student to improveé (Onli
Survey, March 6, 2011). A third teacher wrote:

Absolutely! | use STAR assessment data every month to help target struggling

students, as well as a guide to push every other student. | also use the AR data to
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determine possible issues with stories. For example, if a student doesn’t do well
on an AR test, | discuss this with them. This allows me to see where the gap was,
as far as comprehension. | can then target or re-teach certainsskitat they

may achieve next time. (Online Survey, March 10, 2011)

The answers to the survey indicated that the Brownville Elementary teactidrsduame

much more aware of the data that Renaissance Learning provided, and thatréhey we

using the data to drive their instruction. One focus group member’'s comment

corroborated the findings from the survey:

| like too, the reports we get with the vocabulary part. Like for my ELL stadent
So now that | understand that whole component, | can target a different area for
some students. | like that, and that motivates some. You know, when you show
the ELL students how many words they've learned. All of the students like the
feedback. I've even had some kids complain when there wasn’t a vocabulary test
for a certain book. Last year, it was like, “Dbdveto take this vocabulary test?”

It was just another test they had to take. They like the fact that wevarg gi

them handouts that show, “Look what you've learned!” (Teacher I, personal
communication, March 18, 2011)

This teacher’s comments reiterated the fact that prior to the 2010-2011 school

year, teachers had not understood how to use the Renaissance Learning reports, or the

data that the reports generated.

In order to gather more data on this topic, during individual interviews, teachers

were asked this question: “Do you use the data to drive your instruction? Explain a

changes that have occurred in your practice as the school year has phrésse

again, answers showed that teachers had previously been unaware of the repeete that
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available for use with the Renaissance Learning program. One teaelposse
highlighted the way she now used the Vocabulary Reports:
For example, the vocabulary reports? | was amazed at how much my ELL
studentgidn’t know. So now, | find myself going over easy words that they may
not understand. Before, | was like, “Oh, they’ll know this word!” So now, |
target easier vocabulary because the report pinpointed why they raailylstt.
Much more than | thought they did. (Teacher J, personal communication, April 7,
2011)
Another teacher explained why she liked using STAR Early LiteradyAFRSEarly
Literacy shows us that these kids need to work on this, and these kids need to work on
that” (Teacher A, personal communication, March 31, 2011). Responses from teachers
indicated that they had begun using the data generated from RenaissamaagLier
formative assessment, with positive results. “I ask students this yetrmetwhere the
error is if they don’t pass an AR test. Last year, | wouldn’t focus as much dnhgla
missed; they just read the book again. Last year, they saw it as punishment.’SNow, it
learning experience” (Teacher G, personal communication, April 1, 2011). Arfadée
teacher explained how she and her teammate used the STAR Early Litesacy a
formative assessment tool:
We are using that data to drive the instruction, you know? We find out that this
group of kids needs to work on short vowels, and this group needs to work on
long vowels. It gives you that information. It is very helpful; it helps pinpbimt t
gaps. (Teacher D, personal communication, March 31, 2011)
Another teacher provided an additional insight into the numerous reports available

with Renaissance Learning: “It's extra work. But it iewardingextra. | mean, any
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little thing you do is extra, but | think it's more beneficial, this extra woekane doing”

(Teacher M, personal communication, March 18, 2011). Her response was met with this

one:

Yeah, because it helps us to know where to guide our students, or how to help
them, versus “l know he’s a struggling reader, but | don’t know what to do to help
him.” It gives you more input, or shows you right where their perfect levebis

you know how low you need to go, or how high you need to go to meet their
needs. (Teacher H, personal communication, March 18, 2011)

Finally, a fourth teacher explained how she had changed the way she used the reports:
| go through and try to use new reports now. | actually go and find ones that we
haven't used. That's how | found the Engaged Time Report. And I look at the
85%. | have so many more [students] who are at 85% now. | have a few who
aren’t yet, but being able to see that has been helpful to me as | plan remediati
| also show the reports to the kids. (Teacher J, personal communication, April 7,
2011)

Overwhelmingly, the teachers’ responses were positive in regards todbatat
was generated from Renaissance Learning. In addition, the majoriacbéts were

using the data in newfound ways to drive their instructional practices in relatioa t

Accelerated Reader program.

Fidelity of Implementation
The degree to which the Renaissance Learning program was being used with

fidelity at Brownville Elementary was central to the study being carducin order to

determine the level of fidelity, as well as the teachers’ perceptiohg abtrect use of

the program, further questions were asked on the online survey, in the focus group, and in
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individual interviews. In addition, the Accelerated Reader Observable Behaviors
Checklist was once again utilized for evidence of teacher behaviors thatonsrgtent
with a high level of fidelity. Finally, documents associated with the prograra
analyzed to further triangulate the data.

In order to determine teacher perceptions of changes related to fidelity of
implementation, teachers were asked in the online survey to “Describe thes;hhisge
school year, which have taken place at this school regarding the Renaissamied-
program.” Table 20 summarizes the number of responses per theme.

Table 20

Changes in Renaissance Learning Practices: Number of Coded Responses per Theme

Formative Assessment Stronger Emphasis

9 2

Two teachers mentioned that Brownville Elementary’s stronger empiratie
Renaissance Learning program was a change at the school. A teactiedrépbere
has been a huge emphasis placed on Renaissance this year. That’s differamd” (Onl
Survey, March 8, 2011). However, most of the responses indicated that the way the
program was being used as a tool for formative assessment was perca\chage.

Two of the online survey responses discussed how a student’'s ZPD (as
determined by STAR testing) was used to make AR more meaningful for students, a
opposed to only allowing students to read books that were at a certain grade level:

The first change we have made is that the students’ AR goals are set based on
their ZPD. We let students read books that fall within their ZPD and do not

restrict them to books that are in their grade level. Also, we are more focused on
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their percentage versus their points to ensure that they are reaching Bisfteor
(Online Survey, March 8, 2011)

Another teacher explained how she incorporated the Status of the Clagy sttatber

SSR time, and the change in the range of book levels she allowed her students to read:
| go around doing Status of the Class now, meaning that | ask them what they are
reading, and | ask them if they are enjoying the book. Sometimes | ask ttegm w
the setting is, and | will ask them who the characters are. | can usualiyttell
are understanding the book. If it seems they aren’t, | will look at the levs of t
book. | may suggest an easier book. | do let them go above their level if they are
understanding. (Online Survey, March 11, 2011)
The theme of formative assessment was apparent in a different survey

respondent’s explanation of her perceptions of the changes:
| like it much more now that | understand how to use it as a tool to increase
reading achievement in the classroom. | love the vocabulary component that |
have learned about this year, and am excited to see the success my students are
having using it. (Online Survey, March 11, 2011)

Another teacher reported,
| really like the monthly goals. It helps me keep a better check on students who
are falling behind. 1 am happy to know how to use the reports and what they
mean. | like the interaction with my students and | feel like they ackng more
because of the encouragement. (Online Survey, March 6, 2011)
Two teachers felt that the use of the STAR Early Literacy Assessarent

formative assessment was a change: “Using the Early Literagyapndhas helped to

identify areas of weaknesses. Students are reading more, and instructiofeisn@iét
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informed” (Online Survey, March 7, 2011). A second teacher said, “I love the Early
Literacy test. It really helps the younger grades to look at gaps stindeetsespecially
for the higher readers” (Online Survey, March 10, 2011).

In the online survey, teachers’ responses indicated that they felt that thenprogr
was now being used as a tool to help students learn. In addition, they reportedrthat the
understanding and use of the program had changed. The teachers’ focuses with the
program appeared to have changed. Their responses revealed that they were now using
the program as a formative assessment tool.

The responses of teachers in individual interviews at Brownville Elementary
underscored the core changes in program implementation. Among the changes noted
were a switch to teaching students the importance of reading for comprehémsion
removal of extrinsic rewards for students who met point goals, the emphasis on using the
Status of the Class strategy to monitor and motivate students, and the implemerfitati
student record sheets. In the individual interviews, teachers were told:

Fidelity of Implementation is a term meaning to do something the way it was

intended to be done. According to the survey responses, this year, there has been

an emphasis on using Renaissance Learning with fidelity. Tell me your thought

on this change.

All teachers interviewed responded in a positive manner in discussing theghang

A third-grade teacher's comments explained her thoughts on the school-wide push
to use the Renaissance Learning program with fidelity, and illustrateshbent of
change that had taken place in the school:

| think it's good to have gone away from the points. | think it's good to use it as a

motivator to want to read. The emphasis is put on the comprehension, and that is
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the most important thing. It's not read a book, and then take a test on a book that
you are not comprehending. Making sure everyone is following the program the
way it's intended to be followed has really changed a lot of teacherseptiss
in regards to AR and Renaissance Learning. There is a different atmosdhere t
year. Everyone stops what they are doing when that bell comes on, and the
announcement is made that it is now time for SSR. Kids are not distracted
anymore. Kids know what is expected of them. And by knowing the
expectations, they can actually succeed. They start reading, and they know they
need to conference before they go and take a test. So, I think it has really
improved. Also, kids are not being punished because they didn’t achieve enough
points; they are being rewarded for maintaining the 85%, which is ultimalelly w
we want. (Teacher G, personal communication, April 1, 2011)
Another teacher shared her thoughts on using the program with fidelity by camgnent
| think that using it the way we were supposed to this year has increased the kids’
motivation and achievement. | have seen a lot of growth. | am reallydxcite
The children’s focus has changed. They never say, “Oh I've got so many points,”
now it’s like, “I got an 85, or a 90, or a 100!” It's like the points aren’t really a
part of it because | don’t put as much emphasis on it. (Teacher L, personal
communication, April 7, 2011)
A different teacher explained how her classroom practices had becoménrtine with
Renaissance Learning’s Model Classroom Best Practices. For exasmptemments
highlighted both her use of Status of the Class, and her students’ use of the progress
charts that Renaissance Learning recommends in trainings.

Last year, | conferenced with my kids at times, but | didn’t keep a recordcla che
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sheet for Status of the Class. Last year, | didn’t get to all my kids eveky et

this year, | do. | get to every kid every week. | really like that. Sometiram

at Barnes and Noble, and | will pick up books for them, because this year, | know

their interests. | might remember some of the themes they are ieteirest

love that, because | feel like | am more in the know this year than | waséas

The kids keep their records, too. Some of them really like seeing their progress

They will talk about it. Some of them really benefit from it. (Teacher Jopalks

communication, April 7, 2011)

Teacher responses clearly indicated that the majority perceived thgesharihe
Renaissance Learning program as both numerous and beneficial to studentanotivati
and achievement. All teacher responses from the individual interviews were soded a
positive in regards to the attitudes about fidelity of implementation.

In the online survey, teachers were asked to “Discuss the level of support you
have received as implementation of the Renaissance Learning progrehahgsd this
year.” Ten of the 11 respondents’ answers were coded as strong support. Table 21
summarizes the number of responses per theme.

Table 21

Level of Support: Number of Coded Responses per Theme

Strong Support Adequate Support

10 1

One teacher noted:
| feel like | finally know what Renaissance Learning is used foa dfiestion has

ever arisen regarding data or assessments, | feel like | now have somaske t
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Also, | feel like we are working harder as teachers to strive and meetsayra

school goals. (Online Survey, March 11, 2011)
Another teacher’s comments were similar: “Having someone show me the perksgof us
the program has certainly changed the way | use it, since | wasn'ttiaitiee proper
use and tools that come with it” (Online Survey, March 7, 2011). A third teacher replied,
“The support level has been wonderful and frequent. The support and feedback | have
received has made using Renaissance Learning easier, and now sseedralerful
resource” (Online Survey, March 9, 2011). One teacher’s answer was not coded as
strong supportput was succinct: “I feel the support has been adequate to meet the
guestions and concerns | have had” (Online Survey, March 7, 2011). Responses to the
online survey indicated that most teachers felt that the support they had readived w
Renaissance Learning had greatly increased their ability to impteheeprogram with
fidelity. Also, the strong level of support appears to have had an impact on their overall
positive perceptions of the program.

In addition to studying teacher perceptions of the fidelity of implementatitreof
Renaissance Learning program, the researcher also analyzed dochatentsisured
the fidelity of implementation. The first document examined was the Impletien
Progress Report, which provided the researcher with information on Brownville
Elementary’s use of the program.

According to the Renaissance Learning Company (2010), there are guiftalines
determining high implementation fidelity. In its first year of use, a higél lef/fidelity
within a school had been achieved if students scored 85% correct or higher on their AR
tests, if the percent of students in a school who achieved 85% or higher was at least 70%,

and if the engaged reading time per day averaged 30 minutes or higher. Tables 22, 23,
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and 24 summarize Brownville Elementary’s monthly Renaissance data.
Table 22

Mean Percent Correct for All Brownville Elementary Students Taking AR Testg dur
the 2010-2011 School Year*

Month Mean Percent Correct

September 83%

October 84%

November 87%

December 88%

January 86%
February 89%

March 89%

Note. *As reported by the Accelerated Reader Implemenafirogress Report.

Information from Table 22 shows that in September, when initial changes in the
Renaissance Learning program began, students at Brownville Elemestargveraging
83% correct on the AR tests that they were taking. Six months later, the mean had

increased to 89%.
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Table 23

Percent of Brownville Elementary Students Who Scored At or Above 85% Correct on AR
Tests during the 2010-2011 School Year*

Month Percent of Students Above 85% Correct
September 56%

October 59%

November 71%

December 71%

January 71%

February 84%

March 77%

Note. *As reported by the Accelerated Reader Implemenafirogress Report.

The information in Table 22 indicated that early in the school year, the percent of
students at Brownville Elementary who scored at 85% or higher on AR tests was lowe
than Renaissance Learning’s recommendations. However, in November, 71% of the
students at Brownville scored at least 85% correct on their AR tests. Thashasosince

consistently stayed above the 70% benchmark.
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Table 24

Mean Amount of Time Per Day Students at Brownville Elementary Spent Engaged in
Reading*

Month Mean Number of Minutes
September 14
October 21
November 19
December 28
January 26
February 38
March 47

Note. *As reported by the Accelerated Reader Implemenafirogress Report.

Table 23 indicated that at the beginning of the school year, classes were not
meeting the new implementation guidelines in regards to the amount of studemdengag
time. However, the data indicate that by February, Brownville Elementsyneeting
the guidelines set forth by Renaissance Learning for high fidelityeimgrhtation.

In addition to the reports provided by Renaissance Learning, the resegrcher,
order to further triangulate the date, also analyzed the AcceleratddrRaaservable
Behaviors Checklist to determine if teachers were consistently usitepstsathat were
indicative of high implementation fidelity. All teachers in Grades 1-5 were faubd t
using documents that were associated with high fidelity. Specificallhaeawere
using a Status of the Class Record Sheet to ensure that they were mehbtalh wit

students at least once a week, and students were filling out daily readimgdtbgs
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graphing their percent correct from AR quizzes.
The Change Process

The change in the implementation of past Accelerated Reader practeces wa
massive, and required a paradigm shift from the teachers. The researcher,tm orde
study the effects of the change process at Brownville Elementary, exaimenaasivers
given from the online survey, the focus group sessions, and the individual interviews.

In the initial online survey, teachers were asked to “Name three wordsailat w
describe how you felt at the beginning of the school year, when you firstdestsoat
the changes in Renaissance Learning.” The online responses were codgdtiae,
positive, confused, and nervous. Because each teacher gave three responses, there were
33 total words. Some respondents’ words were all coded alike, and some respondents’
words fell into different categories. Table 25 summarizes the data assoaidi¢his
guestion.
Table 25

Initial Feelings on Changes in Implementation: Number of Coded Responses per Theme

Negative Positive Confused Nervous

7 16 3 7

Seven of the total responses were coded as negative. One teacher expreseed) her st
initial feelings about the changes by using the same word three timedréted,

frustrated, and frustrated!” (Online Survey, March 8, 2011). Other negative responses
included “cumbersome” and “aggravating” (Online Survey, March, 2011). The word

confusedvas used by three teachers. Responses that were coded as nervous included

“apprehensive,” “concerned,” “vast,” “nervous,” “scared,” and “shocked”if@nl



96

Survey, March, 2011). However, many responses about the changes were positive.
Words given in the survey that were coded as positive included “excited,” “encotiraged
“hopeful,” “eager,” “motivated,” “loved” and “positive.” Interestinglygree teachers’
responses indicated that they felt both confused and positive about the charegene/hil
teacher’s answer indicated that she felt confused and negative about it.

In focus groups and individual interviews, teachers were given the list of
identified themes from the initial survey, and asked to elaborate on them. Crex teac
answered:

At first, | was scared of the change, | was. Mostly because of the paBonse

parents, AR was all there was. They could handle a D or a C or whatever, but by

gosh, their kids had better make their AR points. And so, you know, | was
worried about that. When [ felt that all that had changed, and the drive was
different, | was worried about how people were going to receive it. So honestly, |
was scared about it. | was like, “This isn’t going to work.” (Teacher Mppets

communication, March 18, 2011)

Another teacher agreed that the change was difficult in the initial stadels:
frustrated and overwhelmed in the beginning” (Teacher C, personal communication,
March 17, 2011). A third-grade teacher offered her perspective on the change arocess
Brownville Elementary:

The changes have been easier for me than for others. Mainly because | haven't

had it necessarily ingrained in me for a really, really, really lang.tiThat has

made my transition easier. And additionally, | am doing a lot of the same things |

was doing, it's just that the emphasis is different. | think it was hard for the kids

initially; it was. | mean, they wanted their points. It was, “Have | mggoal?



97

Have | met my goal?” | would have to say, “Remember, we are focusing on the
85%, so yes, you have.” Getting them to switch over was a little trickly, an
parents had a hard time wrapping their minds around the whole deal. When they
first initially presented this, it blew some of the older teachers’ mihksow,
from the workshop we were in. They were like, “How are we supposed to do
that? We don’t have enough time in the day!” And, I think they were kind of
scared. It was definitely hard for some of my colleagues. (TeachergGnpk
communication, April 1, 2011)
It is clear from the collected data that the initial paradigm shift on ARipeact
was not an easy one for the teachers, students, or parents of Brownville BElgmienta
order to determine how the teachers continued to perceive the changes in AR, the
following online survey question was asked, “Name three words that would describe how
you currently feel about the Renaissance Learning program and its componebts.” Ta
26 details the total number of responses per theme.
Table 26

Current Feelings on Changes in Implementation: Number of Coded Responses per
Theme

Positive Unsure

28 5

The majority of answers were coded as positive. Examples included texcite
motivated, curious,” “pleased,” “wonderful,” “useful,” “helpful,” “informative,”
“encouraging,” and “meaningful.” In contrast, one teacher ignored the threeimdrd |

and answered, “Still on the fence, ask me after the EOGs” (Online Survey,M@aid ).
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Nonetheless, from the responses gathered, it appeared that a shift in teaeiptiopsrc
had occurred.
To delve more deeply into this perceived change, focus group participants were
asked, “Will you elaborate on your feelings on the changes in Renaitssaroeng?”
One teacher responded, “I am happy with the changes, and curious to see how the data
goes with the EOG scores. | think the students are more excited about readingvand I |
it!" (Teacher K, personal communication, March 18, 2011). Another teacher had this
comment: “I really like AR this year. | feel it is helping me focus onstagents’
reading progress, and the reading resources they give are amazinghigiTEéapersonal
communication, March 17, 2011). A first-grade teacher added, “It's much betteashan |
year” (Teacher C, personal communication, March 17, 2011). A fourth-grade teacher
gave her opinion: “I feel this program has benefitted me as a teacher thifstidents
are benefitting from the data the teachers have been collecting, and Etghkits are
using it to ensure student success” (Teacher I, personal communication, March 18, 2011).
During individual interviews, teachers were also asked to discuss their current
feelings about the changes that had taken place. A fourth-grade teachareekpbw
her feelings had evolved:
| was overwhelmed at first, but | don’t feel that way anymore. It took about a
month, and then | started getting used to it, and | started using it. | like it now.
Parents like getting the email when their child takes a test. | love thieulaga
tests, and | print out the vocabulary list every 2 weeks so that the kids can study
them. (Teacher J, personal communication, April 7, 2011)
A fifth-grade teacher elaborated on her perceptions:

| think excellence is expected this year. The ante has been upped like a million
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percent. | thought it was going to be really, really difficult, but it has bediy,re
really easy. |think it's better overall. |think it's wonderful, and it's easl feel
almost like AR is fun. |think it's more beneficial than ever. (Teacher Isopait
communication, April 7, 2011)

A different teacher expanded on her belief that the change was needed:
| knew something was wrong. But they [Brownville Elementary teacherdgdee
a county push. They couldn’t be convinced. | think a lot of teachers thought it
was a lot of extra work at first. But it isn’t. | think the changes wer@od g
thing. (Teacher A, personal communication, March 31, 2011)

A second-grade teacher was able to explain her thoughts on the entire charnggethi®ce

way:
I’'m excited overall. And | think the trainings have helped. | had never really
been shown how to use all the reports, how to connect the dots. So I think
training is extremely beneficial. At first, it was like, “Ohhhhh, noooooo, change!”
It was overwhelming. Now | am happy with the results. | feel much bettet than
did in September or October, when everything shifted. | understand how to
actually use the program. | just wasn’t involved with it last year, bedalide’t
have the ownership with it. Now that | have actually been shown the right way to
use it, it's a better tool. |1 know how to monitor the students; | know how to look
at their vocabulary reports; | know how to share it with parents. | am more
knowledgeable, and that makes me better with it. (Teacher E, personal
communication, April 1, 2011)
Additionally, another important issue regarding the change process cant# to lig

in the focus group sessions. Teachers reported that the incremental sassiogs were
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beneficial to the overall understanding of the program, and helped make the change
easier. One teacher said,

| felt overwhelmed at the beginning. Sometimes, | still feel overwheinméhink

to myself, oh no, that's one more thing that maybe | haven’t been doing that | am

supposed to have been doing; that | need to be doing. But if | had gotten all that

training all at once, honestly, it would have gone in one ear and out the other. |
would have just made sure that the kids were taking their tests, and that's it.

(Teacher I, personal communication, March 18, 2011)

Another teacher made a similar comment: “I liked having the overview at the
beginning of the year, and then breaking it down periodically, and being asked, ‘Hey,
how are you doing with this?”” (Teacher F, personal communication, March 17, 2011).
Her response was answered with this comment from another focus group member:

Yeah, it was like, “Hey, try this report, or try this one.” That was helpful because

if you are given one report to use, then you are going to go back and use it. And

then, if 2 weeks later, you are asked, “Have you ever thought about using this
report,” then you are more apt to go back and try that one. Whereas, if you were
given them all at once, then you would get stuck on one and use it all the time. |
mean, that's what | did last year. | found one report, and | used it all year. |

didn’t try anything else. (Teacher N, personal communication, March 17, 2011)
Finally, a teacher had this comment to make about her feelings of the chéddie
even more training, but | am not as confused as | was at the beginning of the year
(Teacher C, personal communication, March 17, 2011). Focus group interviews
suggested that incorporating short training sessions throughout the schoolgear as

supplement to the initial training was perceived positively by the Brown\iie&ntary
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teachers.

In addition, responses from the online survey, the focus group sessions, and the
individual interviews clearly pointed to a marked change in teacher perceptites
implementation changes implemented at Brownville Elementary at thefktaet 2010-
2011 school year. As a whole, teacher attitudes shifted from confusion andimstrat
acceptance and enjoyment of the program.

Summary

At the beginning of the 2010-2011 school year, teachers at Brownville
Elementary were given new training on the Renaissance Learning pro@hastraining
altered the status quo of the school, and resulted in changed instructional practices.
Teachers began a school-wide practice of incorporating SSR into a set timediaitiie
schedules. In addition, the teachers’ roles during the SSR time becamamiomm.
Qualitative data suggest that in the 2010-2011 school year, teachers consisteaty s
common practices in relation to SSR, and that the level of implementation fidatity w
high.

The AR program, as a part of the Renaissance Learning program, was also
affected by the changes at Brownville Elementary. Although before theZf110
school year most teachers felt that the program was ineffective and énmredial to
students’ reading motivation, they had continued using it in the way that had become
normal at the school. Results from data collected showed that the teachenmswere
much happier with the program and felt that it was motivational to students.
Furthermore, findings from the teacher responses, Renaissance Leapartg, and
observational checklists pointed to a high level of fidelity in teacher peaatielation to

AR. While the majority of teachers now believed that the program was aheffeay
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to increase reading achievement, some teachers were still undecidedveran
analysis of the reports available through Renaissance Learningdstesuggest that
students at Brownville had made more progress than expected in reading during the
2010-2011 school year.

The change process had a significant impact on the teachers at Brownville
Elementary during the 2010-2011 school year. Many teachers perceived theahange
negative at first. Those teachers who thought it was a positive step stilecefhat the
changes, as a whole, were perceived as overwhelming to many others at Beownvi
Elementary. However, at the time of the study, attitudes and perceptions hatl shifte
Teachers viewed the changes as positive, and felt much more capable of usmgehe

Renaissance Learning program with fidelity.
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Chapter 5: Conclusions, Discussions, and Recommendations
Introduction

The purpose of this case study was to examine teacher perceptions regarding the
change in implementation of the Renaissance Learning program at Brewnuvill
Elementary School, whose students had historically performed poorly on the North
Carolina end-of-grade reading tests. Qualitative data in the form ofysufeeus
groups, individual interviews, observations, and document analysis were examined in
order to study the impact of this change. At the outset of this study, the guidstigpigue
was, “To what degree is the Renaissance Learning program being used withdiae
what effect does the implementation of this program have on teachers and students at
Brownville Elementary?” However, the final research questions wenededfter each
stage of the qualitative study. As data were collected, it became eVidetite research
guestions needed to be narrowed in order to delve more deeply into the Brownville
Elementary case. Eventually, these research questions became:

1. How have the changes in the implementation of the Renaissance Learning
program at Brownville Elementary School affected teacher decisions anidgsaat
regards to Sustained Silent Reading?

2. How have the changes in the implementation of the Renaissance Learning
program at Brownville Elementary School impacted teacher perceptions of the
Accelerated Reader program in regards to student motivation to read?

3. How have the changes in the implementation of the Renaissance Learning
program at Brownville Elementary School impacted teacher perceptions of the
Accelerated Reader program in regards to student achievement in reading?

4. What were teacher perceptions regarding the fidelity of implementatioba of t
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Renaissance Learning program at Brownville Elementary School?

5. How has the change process affected teacher attitudes about the Remaissa
Learning program at Brownville Elementary School?

This chapter will include a brief summary of the study, an interpretation and
discussion of the findings, and recommendations of the researcher. The findings are
organized into categories which mirror the themes in both the literature review and
Chapter 4, and recommendations regarding each theme are included in each section.
Summary of the Study

Initial data for the study were gathered from the use of an online survey.
Emergent themes were noted and questions for focus group sessions were created to
examine the themes in more depth. Next, two focus group sessions were conducted.
Primary grade teachers made up the first focus group, and third-, fourth{tlawpldde
teachers were members of the second focus group. After responses werelyecorde
transcribed, coded, and analyzed, six teachers who had not participated in thedopus g
sessions were interviewed individually. Interviewed teachers represactedfehe six
grade levels (kindergarten through fifth grade). Their responses were agaamibred,
coded, and analyzed for common themes. To further triangulate the data, documents
created by the researcher, along with documents that were a part of thesRerei
Learning program, were analyzed for evidence of implementation yideld student
reading achievement.

Interpretation and Discussion of Results

Sustained Silent Reading.Data associated with this topic indicated that prior to

the 2010-2011 school year, the teachers at Brownville Elementary School did not have a

consistent vision regarding the utilization of SSR in the classroom. Practimsbs va
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widely, and there was no school-wide expectation for the program. Howevemn\Btew
Elementary teachers were utilizing Sustained Silent Reading more eatigigt the
2010-2011 school year, both in regards to the amount of specific daily time devoted to it,
and in everyday instructional practices taking place during the set-asio. pew
implementation standards followed by the teachers ensured that classes read,
uninterrupted, for 30 minutes at the same time each day. Teachers also repotiey tha
were routinely using the Status of the Class strategy. These findingbacked by
observations recorded on the Accelerated Reader Observable Behaviors € édukls
showed that during the study period teachers were observed using the strat&fpover
of the time. Data from focus group sessions and individual interviews demonstrated that
Brownville Elementary teachers felt that there had been a much stronger snpdze
on SSR, and that students were more engaged during Sustained Silent Reading than they
had been during previous years.

These findings relate directly to the literature on Sustained Silentrigeadi
Gardiner (2001) noted that SSR programs should allow students to read freely and
without interruption. Paul (2003) found that using the Status of the Class strategy
resulted in more engaged readers. In addition, Pilgreen’s (2000) resetad hat
having student-teacher interactions about the literature being read bytsitaemg SSR
resulted in students reading more. The 30-60 second conferences conducted as a
component of the Status of the Class strategy were in line with this research.
Furthermore, data from the Magnolia Consulting Group (2010) study statechitiarie
using Guided Independent Reading practices, which were a part of the Status asthe Cl
methodology, reported more engagement and more excitement over reading. These

results paralleled the perceptions of the Brownville Elementary teachers
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In addition to incorporating student conferences into SSR, the literature further
supports the importance of consistent, uninterrupted, scheduled time for SSR (Myers,
1998). Interruptions during SSR were commonly reported as a problem at Brownville
Elementary during SSR periods prior to the 2010 school year.

It is apparent that the changes in the SSR practices at Brownville Eleyrenta
resulted in positive teacher perceptions of student engagement and excabouwtnt
reading. The teachers’ roles during SSR, as well as the school-widestiasede for
SSR, seem to have had a direct impact on these positive perceptions.

Recommendations.The data shows that the new SSR practices taking place at
Brownville Elementary are perceived as beneficial to students. For thosy¢las
researcher recommends that current SSR practices be continued at the school.
Specifically, the set-aside time period for SSR should continue to be folldwed.
addition, it is essential that SSR continues to be free from interruptions. fesicbeld
also continue their use of the Status of the Class strategy, in which they hold mini-
conferences with all students about the books they are reading. Teachers shaulé conti
keeping a Status of the Class record sheet so that it will be apparent ifrd Baglrot
been involved in a mini-conference, and can be targeted for one as soon as possible.

Pilgreen (2000) noted in her research that staff trainings on SSR were iagperat
for successful implementation. The researcher further recommends thatkaol year
begin with an overview of the implementation guidelines of SSR and its purpose in
motivating students to read. In this way, all new staff members would alseerecei
training, and all classrooms would be able to continue the same level of Widéht3SR
practices.

In addition, although as a case study these findings are not able to be gederali
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the researcher makes the same recommendations for schools in whichisconaistent
SSR practices are found. Specifically, a school-wide, uninterrupted tirB&Rappears
to be beneficial to students’ reading engagement.

The researcher recommends further research on uninterrupted time for SSR.
Specifically, a research study on the effects of the designated time foff &R on
reading achievement and motivation would be beneficial. There is some rdseéneh
basis of the recommended study. Barron, Henderson, and Spurgeon (1994) reported that
the time of day for reading instruction affects the mastery skills of ssiddmt were
identified as below grade-level readers. The researchers repottdteth@ean growth in
reading scores for below grade-level students who were taught readnegafternoon
was greater than those of a comparable group who were taught reading orrilregm

Reading motivation. Data from the online survey, the focus groups, and the
individual interviews pointed to a marked change in teacher perception of studimg rea
motivation during the 2010-2011 school year. Teachers reported feeling that prior to the
2010-2011 school year, the use of the Renaissance Learning program actually
discouraged some children to read. However, teachers also reported that the badlent
been much more motivated to read since the changes in implementation practices had
taken place. Overall, the teachers at Brownville Elementary felt favaaholé the level
of reading engagement taking place, and at the excitement children weraghbout
reading.

In addition, the way STAR assessments were used and interpreted by teachers
may have had a positive effect on reading motivation. In the past, teaclhketsaise
STAR assessments to determine a specific reading level for students. mM&Rvperie

assigned based on that level, and students were not allowed to read books below or above
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that level. Student interest in a book or a series was not taken into account. Since the
focus of the school was on earning AR points, even if a student was excited about the
prospect of reading a particular book, it could not be read at school if it fell below the
child’s reading level as reported by the STAR assessment. However, in the 2010-2011
school year, teachers used the students’ ZPD ranges (also provided by the STAR
assessment) to inform students of their optimal reading range. Students oveed &bl

read anywhere within that range, and teachers were instructed not to discawtagesst
from reading a book if it fell a little above or below their ZPD levels. heactold

students not to focus on the number of points earned, but rather to focus on earning at
least 85% correct on AR quizzes.

Gathered data from Brownville Elementary indicated that the teackers al
believed that shifting the focus from points to higher comprehension rates wastone fac
responsible for the change in motivation. Teachers additionally noted that using the
Status of the Class strategy allowed them to become more involved with what their
students were reading, and that students seemed to be excited and motivated about
discussing their books.

The literature on motivation corroborates the findings from this study. Teachers
noted their changed use of ZPD ranges with students. Deci and Ryan’s (2008) self
determination theory stated that competence, or the ability to meet optirahghs,
benefits motivation. Showing students their optimal reading range, and involvingthem i
setting personal goals of an 85% comprehension rate falls in line with Deci an® Ry
(2008) research.

Data gathered from focus group and individual interviews also revealed that

teachers believed that holding mini-conferences during SSR allowed themrwfeel
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connected to their students and what they were reading. Relatedness, or theotonnecti
one feels to others, is another aspect of self-determination theory, whicmDdtyan
(2008) purported increases motivation. The body of literature supports this belief.
Ratelle et al. (2007) reported that teachers who foster relatedvessthdents who are
more motivated to learn.

Finally, the changed practice of allowing Brownville Elementary studentdfto s
select books to read within a much wider range may have increased tliegsfeé
autonomy, the third aspect of self-determination theory. Autonomy is the fdwdingne
is self-directed, or in control. Feelings of autonomy have also been asdouitt
higher degrees of motivation (Deci & Ryan, 2008). Students may have felt more in
control of their own learning when they were allowed to read books based on their
interests, instead of based on either a point value or a specific reading level.

In addition, the removal of extrinsic rewards associated with the previous
implementation of the Accelerated Reader program was perceived as qosiliee
change at Brownville Elementary. Fostering intrinsic, as opposed to e&xtmivation
has also been shown in the literature to increase student enjoyment of tagks (Seif
2004). Data collected from the study indicated that teachers perceived tladit over
students’ enjoyment of reading had increased in the 2010-2011 school year.

Recommendations.The researcher recommends that Brownville Elementary
continue its practice of allowing students the autonomy to choose the books they want to
read, in order to foster motivation in reading. Likewise, the researcher recasitiat
teachers continue holding mini-conferences about books read, with the purpose of
increasing students’ sense of relatedness. Finally, the removal oftihsiexewards

associated with Renaissance Learning has been perceived as benetictEnts sat
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Brownville Elementary. For this reason, the researcher further recorarttexideachers
attend professional development on motivation theory, and the roles extrinsic and
intrinsic motivation play in that theory, so that this knowledge can be transferredito othe
aspects of learning at Brownville Elementary.

The researcher also recommends further research be conducted on theshatati
between student motivation and reading achievement. Specifically, a study edrnduct
determine if highly motivated readers have higher reading achievementutants
with low motivation to read would be beneficial.

Formative assessment and data-driven instructionData from this study
indicated that most teachers at Brownville Elementary perceived thReeaissance
Learning implementation standards as having a positive effect on reahiyement.
Despite this perception, some teachers were still unsure about the impaogtaenpr
would have on the reading end-of-grade test scores.

An examination of the Implementation Progress Report from Renaissance
Learning, summarized in Tables 21, 22, and 23, indicated that Brownville Elementary
students had increased their comprehension rates over the course of the schdol yea
September of 2010, only 56% of Brownville Elementary students were averaging 85% on
their AR quizzes. By the end of March 2011, 77% of the students were at or above that
benchmark. In addition, the September report also noted that the average peragnt corre
on any AR test was 83%. At the end of March, this number had increased to 89%.

STAR assessments also indicated an increase in reading achievement. As a
school, Brownville Elementary students’ STAR assessments showed that atitimenigeg
of April 2011, the mean achievement level had increased 1.2 grade level points over the

September 2010 benchmark assessment.
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Interestingly, there was a difference in the amount of mean growthdimgea
achievement per grade level. As data included in Table 16 indicates, the medmnfgrowt
students in the first grade was less than the expected growth of 0.8 grade lelelhewvhi
mean score for students in second grade matched the expected growth. Hbtwever, t
mean growth for students in third, fourth, and fifth grade exceeded the expedied rea
growth for the timeframe studied. It appears from collected datehtha¢ading
achievement growth for the majority of students at Brownville Elementary hiadrme
exceeded expectations. However, it is noteworthy that the mean growthtfgrduole
students was 0.2 less than expected. It may be that first graders, who arenin tea
read, initially have a more difficult time with the complex steps needed tormradhf
computer screen and choose the correct answer from a comprehension-basad questi

One reason for the success of the majority of students may be in the way the
teachers at Brownville Elementary have learned to use the data providedewith t
Renaissance Learning program to drive their instructional practiceshéfeaxplained
that prior to the 2010-2011 school year, they did not understand the full capability of the
program to generate data, nor did they fully understand the reports they eammerbe
stated that their instructional practices had changed, and that they werdneasieg)-t
time data to target students who did not understand the reading material.

Data-driven instruction and formative assessment are both practicesethat a
supported by the literature. Cauley and McMillan (2009) reported on importantsaspect
of effective classroom practices related to formative assessment. Aheng
recommended practices were providing students with precise learrgetstail eachers
at Brownville Elementary clearly explained to students that the Renagskaaming

goal for the 2010-2011 school year was to improve comprehension, which would be
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considered successful if the average percent correct was at least 85%qarz2ds.

Cauley and McMillan (2009) also explained the importance of offeringsareci
private feedback on student progress toward the learning targets. Brownvillent&ligme
teachers noted the importance of holding the mini-conferences each day during SSR, and
reviewing with students their AR scores. Student self-assessment wWasr ati@ttegy
proposed in the implementation of formative assessment. Teacher interviews and
researcher observations noted that students were graphing their individual progress
toward their goal of making at least 85% correct on AR quizzes.

In the study, teachers frequently mentioned the use of Vocabulary Practice
quizzes and reports. Teachers explained that they used the data from the repqrts to hel
students increase their vocabulary knowledge, and to show students exaditlyvatus
they had learned, and which words they still needed to master. Teachers gdhmeive
Vocabulary Practice component of Renaissance Learning as beneficial tedubtigr
achievement and motivation. It appears as if the teachers at Browngithefthary are
using the data effectively to both drive the instruction of the AR program, and to
implement formative assessment techniques in their classrooms.

Kadel (2010) claimed that successful technology programs used to mine dollecte
student data should display real-time results, identify important learnitegnsatand
flag potential learning difficulties. Teachers reported that they wejiaeriag to use the
reports associated with Renaissance Learning in precisely these ways

Recommendations The Renaissance Learning software allows teachers to print
numerous reports and to gather a multitude of data on a school, grade, class, or an
individual student. In focus groups and individual interviews, some teachers voiced their

desire for more training on the available data within the Renaissancerigepragram.
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The researcher agrees with this suggestion. Although teachers reporteitheisiata
and the reports to a much greater degree in the 2010-2011 school year, researth sugges
that ongoing professional development is important for implementation fidelity.

In addition, the achievement data for the 2010-2011 school year suggests that AR
may be an effective tool to increase reading achievement in Grades 2 thraugh
Brownville Elementary. Although teacher perceptions indicate that the Ranegs
Learning program is effective in increasing reading achievement$ogfiade students,
the Implementation Progress Report shows that the mean growth fgréds-students
was below the expected levels in March 2011. Observations of first-graderteach
indicated that they were following recommended implementation guidelines. Fer thes
reasons, the researcher recommends carefully studying the first-gtadw/dr the next
year to determine if using the AR program in first grade is an effectictigea

Fidelity of implementation and the change processData from this study
indicated that teachers at Brownville Elementary had positive perceptitms méed for
fidelity of implementation with the Renaissance Learning program. 8dfer2010-

2011 school year, the teachers at Brownville Elementary, by their own admissien, w
not using the Renaissance Learning program with fidelity. A lack of siofeal
development led to differing practices and philosophies regarding the Renaissance
Learning program.

Teacher responses acknowledged that the change had been difficult at first, but
that incremental trainings throughout the school year had helped them cope with the
enormity of the change. Some teachers admitted that the paradigm shift \wasyniot
the beginning, but that parents, students, and other teachers had eventually comprehended

the purpose for the change, and had embraced it. In addition, many teachers reported that
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they had begun to question the implementation practices of the AR program before the
2010-2011 school year, but felt as if they had no choice in using it. Fullan’s (2009)
research on the change process indicated that the Brownville Elemeatdmgreewere
experiencing the implementation dip associated with organizational changeeelihgs

of confusion, misunderstanding, and stress are normal components of this change, as are
the eventual feelings of excitement and confidence.

The research on fidelity of implementation suggests that fidelity is jpanatnto a
program’s success. According to the U.S. Department of Education What Works
Clearinghouse’s (200&ccelerated Reader: What Works Clearinghouse Intervention
Report adherence to a program’s guiding principles will significantly afteafficacy.

In addition, Ruiz-Primo’s (2006) research on fidelity of implementation noted that the
more complex a program is, the less likely that it will be implemented ighitf;.
Training and participant buy-in to the program are also critical components.

Teachers at Brownville Elementary had been using the AR program for maore t
10 years, but had done so with little or no follow-up training. Interestingly, 62% of the
teachers at Brownville Elementary have less than 10 years of teacpemipexe, and
may have simply followed the status quo of the school in regards to AR practices.
Gathered data indicated that many teachers had not fully understood the prQghens
reported that they had learned how to read one report, and had used it exclusively for
their data collection. A previous lack of training, coupled with the complexity of the
entire Renaissance Learning program may have led to the low rate ahiempéion
fidelity before the 2010-2011 school year. However, it appears as if staff traming
teacher buy-in have resulted in the Brownville Elementary School teachegghes

program with high fidelity. Documents analyzed as a part of this study caatelibis
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finding. The Implementation Progress Report and the Renaissance LearnengaDles
Behaviors Checklist indicate that teachers are conferencing with stuttettthey are

making high comprehension a priority, that they are encouraging students to have a high
engaged reading time, and that they are successfully using data to drivetiosl

practices and to help struggling readers.

Recommendations.In accordance with accepted research on the change process
(Fullan, 2001), the researcher recommends that additional, short trainings on the use of
the Renaissance Learning program be scheduled for the 2011-2012 school year. The
purpose of the trainings is to ensure that the fidelity of implementation continuea to be
priority within the Brownville Elementary school setting. In addition, final tedubm
the 2011 STAR assessments should be compared with 2011 EOG reading test scores to
determine if the Brownville Elementary students’ achievement levelscentn show
improvement. As teachers become more empowered and comfortable with the use of the
data, the researcher suggests implementing teams of teachers to re\Rendlssance
Learning reports to determine additional intervention strategies for strggghders.

In addition, the researcher suggests further research be conducted to compare the
reading achievement and growth of this school to a similar school using thedaanais
Learning program with lower fidelity to determine if there is a diffeeencoverall
scores.

Limitations

The findings from this research study are only applicable to the partichtaolsc
studied, and no generalizations can be made in regards to the wider educational
community. Additionally, it is necessary to note that the researcher, astarciional

coach in the school, may be seen as an authority figure. Teachers, in focus groups or
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individual interviews, may have answered questions in ways that they thought showed
themselves or their use of the Renaissance Learning program more favorably.
Furthermore, although specific steps have been included to maximize thel vadidity
of the study, it is necessary to take into consideration the possibility ofalesebias
due to the nature of qualitative research methodology.
Summary of Findings

Findings from this study indicate that the teachers at Brownville Elengenta
School perceived the changes in the implementation of the Renaissance Learning
program and the changes in SSR practices positively. These positive feainbave
been facilitated by additional short, incremental trainings throughout the 2010-2011
school year, in which teachers were given support on the use of the program. Teachers
additionally perceived an increase in student motivation to read, which thbytatrio
the school-wide emphasis on using the program with fidelity, a switch from adncus
earning AR points to reading for comprehension, and the removal of extrinsidsewa
associated with the program. Furthermore, teachers indicated that the datdeati
them through the Renaissance Learning program was used formatively, tahe thata
was used to drive instruction. Although most teachers perceived increases ig readin
achievement in the classroom, some teachers were undecided on the impact that
Renaissance Learning would have on the end-of-grade test scores. ,@hetalichers
at Brownville Elementary had embraced the changes in the Renaissamnag
program at the time of the study, and were using the program with a high levelitf.fide
This change was not easy for all participants, but slowly evolved into a betidi¢ha
Renaissance Learning implementation guidelines were a valuable deeekip their

understanding and use of the program.
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Dear Superintendent and Participating Principal:

| am currently working to complete a doctorate in Curriculum and Instrudtion a
Gardner-Webb University. One of the requirements of the degree is to write a
dissertation. | have chosen to research how implementing the Renaissarmied_e
program with fidelity affects teachers and their perceptions of studelmgeaotivation
and achievement. The elementary schools in the district are now using theteompl
Renaissance Learning program. | would like to focus on one of the elemartaoyss
within the district for my field research. | am planning on conducting a aade $$ing
online surveys, focus group and individual interviews, teacher observation, and document
analysis to gather data about the fidelity of the program and itsseeffiec¢his school.

All collected information and all information concerning the school and school
district will remain confidential and anonymous. The patrticipation in thisngséea
completely voluntary, but all teachers in grades kindergarten through five etdsen
school will be asked to participate to help the researcher gather moratacata.

If you have any questions you may contact the researcher, Jennifer DnPloyna
phone at (828) 437-3026 or by email at jputnam@burke.k12.nc.us. Any questions
regarding the research or requirements for Gardner-Webb Universiterdirected
toward the chair of the dissertation committee, Dr. Sydney Brown at (704) 406-3019.

If all parties are in agreement of this proposed study, please sign below. Thank
you for your time and your interest in this study.

Sincerely,

Jennifer D. Putnam

Doctoral Candidate, Gardner-Webb University

Superintendent Signature Date

Principal Signature Date
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Dear Teacher:

My name is Jennifer Putham and | am a doctoral candidate at Gardner-Webb
University. | am currently finishing the requirements for my degreehpteting a
dissertation researching the fidelity of implementation of the Remaisdaearning
program and its effects on teachers and their perceptions of student readuagiomoti
and achievement. | have chosen to focus my research on one particular school. You have
been selected to participate in this study as a teacher at this school.

As a research participant, you will be asked to complete an online survekand ta
part in a focus group interview. You may also be asked to participate in an individual
interview or be part of an observation during the Sustained Silent Reading yauit of
school day. All information collected will be completely anonymous and all response
will only be reviewed by the researcher. No teacher names or informaliidne
collected or used for this study other than to state permission. No teacherartame
information will be used in the research report.

Please respond to this letter by signing one of the following options.

| agree to participate in the research study.

| do not agree to participate in the research study.

Signature:

Thank you for your time. If you have any questions, you may contact me blyagmai
jputnam@burke.k12.nc.us or by phone at (828) 437-3026.

Sincerely,

Jennifer D. Putnam

Doctoral Candidate, Gardner-Webb University
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Survey Questions
Thank you for completing the following survey on your experiences with thaissance
Learning program. Please be completely honest in your responses, and ankwer ea
guestion as completely as possible. The survey should take between thirty and sixty
minutes to complete.

1. Describe the way that you used the Renaissance Learning program in your
classroonprior to this school year.

2. Name three words that would describe your feelings about the Renaissance
Learning program (including the Accelerated Readgoy to this school year.

3. What are your perceptions about how parents and students felt about Accelerated
Readerprior to this school year?

4. Prior to this school year, did you believe that the Accelerated Reader program
motivated the students in your class to read? Elaborate on your answer.

5. Prior to this school year,did you believe that the Accelerated Reader program
increased reading achievement? Elaborate on your answer.

6. Prior to this school year,how much emphasis did you put on sustained silent
reading? Describe what took place during this time in your classroom. Explain
what you, as the teacher did, and what the students in your classroom did during
this time.

7. Prior to this school year,describe how you used the reports generated by
Renaissance Learning.

8. Describe the changeasis school year,which have taken place at this school
regarding the Renaissance Learning program.

9. Which changes do you believe have been the most significant? Elaborate on your

answer.
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10. Explain how you learned about these changes in the implementation of the
Renaissance Learning program.

11.Name three words that would describe how youdethe beginning of the
school yearabout these changes.

12.How much emphasis do you put on sustained silent re#tdingchool year?
Describe what takes place in your classroom.

13.Do youcurrently believe that the Accelerated Reader program motivates students
to read? Elaborate on your answer.

14. Do youcurrently believe that the Renaissance Learning program increases
student reading achievement? Elaborate on your answer.

15. Discuss youcurrent beliefs about extrinsic and intrinsic motivation and the
Accelerated Reader program.

16.Do youcurrently use the data from Renaissance Learning? Elaborate on your
answer.

17.Discuss the level of support you have had as changes to the way the Renaissance
Learning program have been implemented this school year.

18.Name three words that would describe how gourently feel about the
Renaissance Learning program and its components.

19.What other thoughts, feelings, or beliefs do you have abogutihent use of the
Renaissance Learning program at this school?

20.What grade level do you currently teach?
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Appendix D

Renaissance Learning Implementation Progress Report



Rﬁgﬂgﬂﬂ“ Accelerated Reader™ Implementation Progress Report iae
Printed Monday, May 23, 2011 11:15:10 AM
District: ~ | Public Schools Last Consolidated Date: May 23, 2011 2:51 AM
School: | Elementary
Report Options
Reporting Parameter Group: All Demographics [Default] RP1: 08/29/10 - 09/30/10 (September) RP5: 01/01/11 - 01/30/11 (January)
Reporting Level: School RP2: 10/01/10 - 10/29/10 (October) RP8: 02/01/11 - 02/28/11 (February)
Group By: School RP3: 11/01/10 - 11/30/10 (November) RP7: 03/01/11 - 03/31/11 (March)
RP4: 12/01/10 - 12/22/10 (December)
School: Elementary
| Average % Correct | %eof Students At/Above 85% Correct Engaged Time Per Day
| Grade __(RP1_RP2 RP3 RP4 RP5 RP6 RP7 (RP1 RP2 RP3 RP4 RP5 RP6 RP7 RP1 RP2 RP3 RP4 RP5 RP6 RP7
. Pre-Kindergarten | - - - - - - - - - - - - - - - - - -
;Kindergal‘ten - 93 95 9% 92 85 8 - 67 86 100 79 it 63 0 0 4 6 § W
Z;Grade1 9% 91 8 9 & 8 & 10 8 55 & 77 74 6 2 5 6 11 14 2 2
& W v B & m lE e 5 88 s M B oE % W B %W

85 8 9 9 9 92 90 62 60 g5 a8 07 7 1548 A g A i A
83 8 85 87 80 8 92 5 65 6 68 & 8 9L 98 B 58 114
80 83 87 84 87 i} 5% 54 68 65 69 86 B2 2 3 B 27 40 M

@ o 8 8 8 8 68 & 5 M M 10 84 7 5 2 19 28 26 3B 4 |

Average % Correct % At/Above 85% Correct | Engaged Time Per Day

B | i
RP1 RP2 RP3 RP4 RP5 RP6 RP7 RP1 RP2 RP3 RP4 RP5 RP6 RP7 i RP1 RP2 RP3 RP4A RP5 RP6 RP7

Reporting Periods Reporting Periods Reporting Periods

Average % Correct: Average score on Reading Practice Quizzes

% of Students At/Above 85% Correct: For a group, shows the percent of students who averaged 85% correct or above on quizzes. For a student, displays a dash (-).

Engaged Time Per Day: An estimate of the time students are engaged in reading practice. Displayed in minutes. It is based on a test score from STAR Reading™ or STAR Early Literacy™ and points eamed
in Accelerated Reader. Score not reported unless students were tested with a STAR assessment within the current or previous year.
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Appendix E

Sample Renaissance Learning Customizable Progress Report
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4 . - :
A pziance Customizable Progress Report o
: Printed Monday, May 23, 2011 11:26:57 AM
Public Schools Last Consoiidated Date: May 23, 2011 2:51 AM
Elementary
Report Options

Reporting Parameter Group: All Demographics [Default]
Reporting Level: School

Group By: School

Data Reported As: Mean (Average)

Elementary
- e
May/June April
Grade GE GE Change
Pre-Kindergarten - - -
Kindergarten - 1.4 -
Grade 1 15 21 +0.6
Grade 2 1.8 26 +0.8
Grade 3 25 97 1.2
Grade 4 3.7 5.0 +1.3
Grade 5 4.0 56 #1.8
Mean 3.1 4.4 +1.3
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Appendix F

Accelerated Reader Observable Behaviors Checklist



Accelerated Reader Observable Behaviors Checklist*
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Name of Teacher | Teacher Teacher | Students | Students
Teacher circulates| holds 30-60 keeps fill out graph
during second Status of | daily individual
SSR time| reading the Class | reading percent

conferences Records | logs correct on
with AR
students quizzes

Teacher A

Teacher B

Teacher C

Teacher D

Teacher E

Teacher F

Teacher G

Teacher H

Teacher |

Teacher J

Teacher K

Teacher L

Teacher M

*Adapted from Renaissance Learning’s Accelerated Reader BestBsact
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Appendix G

Renaissance Learning Permission Letter
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r » 901 Deming Way, Suite 301
Renaissance Learning’ CLURT R
g Phone: (608) 664-3880

Advanced Technology for Data-Driven Schools™ Fax: (608) 664-3882
www.renlearn.com

February 28, 2011

Dear Jennifer Putnam:

The purpose of this letter is to grant you permission to use Renaissance Learning’s materials in your
research project, including reports from Renaissance Place Accelerated Reader.

If you have any questions about the research base for Accelerated Reader or any of our products, please
do not hesitate to contact the Research Department, email research@renlearn.com.

Best regards,

R .

Eric Stickney

Director of Educational Research
Renaissance Learning, Inc.

901 Deming Way, Suite 301

Madison, WI 53717-1979
eric.stickney(@renlearn.com

(877) 988-8048, ext. 2009

Fax: (800) 295-4985 or (608) 664-3882
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