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THE IMPACT OF A READING INTERVENTION
FOR LOW-LITERATE ADULT ESL LEARNERS

EXECUTIVE SUMMARY

According to the 2008 program year statistics from the U.S. Department of
Education (ED), 44 percent of the 2.4 million students in the federally funded
adult education program in the United States were English as a second language
(ESL) students (ED, 2010). Of these, about 185,000 were at the lowest ESL level,
beginning literacy. These students, many of whom face the dual challenge of
developing basic literacy skills—including decoding, comprehending, and
producing print—along with proficiency in English, represent a range of
nationalities and cultural backgrounds. Although the majority of students come
from Mexico and other Spanish-speaking countries, there are also students from
Africa, India, the Philippines, China, Vietnam, and the Caribbean (Wrigley,
Richer, Martinson, Kubo, & Strawn, 2003).

Adult basic education (ABE) and ESL programs, authorized by the Workforce
Investment Act and also funded with state and local funds, are designed to assist
students in their efforts to acquire literacy and language skills by providing
instruction through local education agencies, community colleges, and
community-based organizations. The content of instruction within ESL classes
varies widely. It is often designed to assist students in their efforts to acquire
literacy and language skills by providing a combination of oral language,
competency-based work skills, and literacy instruction (Condelli, Wrigley, Yoon,
Cronen, & Seburn, 2003). There is, however, little rigorous research that identifies
effective instruction. A comprehensive review of published research studies on the
effects of literacy interventions for ABE and adult ESL learners (Condelli &
Wrigley, 2004) found that out of 17 adult education studies that used a rigorous
methodology (i.e., quasi-experimental or randomized trials), only 3 included adult
ESL learners (Diones, Spiegel, & Flugman, 1999; St. Pierre et al., 1995; St. Pierre
et al., 2003). Furthermore, among the 3 studies that included adult ESL learners,
only 1 presented outcomes for those learners, and that study experienced
substantial methodological problems that limited the validity of the findings (e.g.,
a 40 percent overall attrition rate and different attrition rates in the intervention vs.
control groups; Diones et al., 1999).

To help improve research-based knowledge of effective instruction for
low-literate ESL learners, the National Center for Education Evaluation and
Regional Assistance of ED’s Institute of Education Sciences contracted with the
American Institutes of Research (AIR) to conduct a Study of the Impact of a
Reading Intervention for Low-Literate Adult ESL Learners. The intervention
studied was the basal reader Sam and Pat, Volume I, published by Thomson-
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Heinle (2006). The study team consisted of AIR, Berkeley Policy Associates
(BPA), the Lewin Group, Mathematica Policy Research, Inc., Educational Testing
Service (ETS), and World Education.

The goal of this study was to test a promising approach to improving the literacy
skills of low-literate adult ESL students under real-world conditions. In their
review of the research on ESL instruction in related fields, including adult second
language acquisition, reading and English as a foreign language instruction,
Condelli & Wrigley (2004) concluded that instruction based on a systematic
approach to literacy development was a promising intervention for low-literate
adult ESL learners that would be valuable to study (Brown et al., 1996; Cheek &
Lindsay, 1994: Chen & Graves, 1995; Carrell, 1985; Rich & Shepherd, 1993;
Roberts, Cheek & Mumm, 1994). Specifically, the factors identified as defining a
systematic approach to literacy development included: (1) a comprehensive
instructional scope that includes direct instruction in phonics, fluency, vocabulary
development and reading comprehension, (2) a strategic instruction sequence,

(3) a consistent instructional format, (4) easy-to-follow lesson plans, and

(5) strategies for differentiated instruction.

Sam and Pat was selected as the focus of the study because it offers an approach
to literacy development that is systematic, direct, sequential, and multi-sensory. It
also includes multiple opportunities for practice with feedback. Consistent with
characteristics identified as promising by Condelli & Wrigley (2004), Sam and
Pat provides opportunities for cooperative learning, real world tasks, and an
explicit focus on reading. In addition, the text was developed for and had been
used by the developers with students similar to the study population (literacy level
ESL learners).

The impact study used an experimental design to test the effectiveness of Sam and
Pat in improving the reading and English language skills of adults enrolled in 66
ESL literacy classes at 10 sites. The study addressed three key research questions:

1. How effective is instruction based on the Sam and Pat textbook in
improving the English reading and language skills of low-literate adult
ESL learners compared to instruction normally provided in adult ESL
literacy classes?

2. Is Sam and Pat effective for certain subgroups of students (e.g., native
Spanish speakers)?

3. Is there a relationship between the amount of instruction in reading or
English language skills and reading and English language outcomes?

Xil



This report describes the implementation of Sam and Pat at the study sites,
compares the instruction and student attendance in Sam and Pat classes with that
in the standard adult ESL classes, and examines the impact of Sam and Pat on
reading and English language outcomes. In addition, the report examines the
relationship between instruction, attendance, and student outcomes.

The study produced the following key results:

¢ More reading instruction was observed in Sam and Pat classes, while
more English language instruction was observed in control classes. The
Sam and Pat classrooms spent more time on reading development
instruction (66 percent of observed intervals in Sam and Pat classrooms
compared to 19 percent in control classrooms), and the difference was
statistically significant. Conversely, the control classrooms spent more
time on English language acquisition instruction (68 percent of observed
intervals in control classrooms compared to 27 percent in Sam and Pat
classrooms), and this difference was also statistically significant.

& Although students made gains in reading and English language skills,
no differences in reading and English language outcomes were found
between students in the Sam and Pat group and students in the control
group. On average, students participating in the study made statistically
significant gains in reading and English language skills over the course of
the term (effect sizes of 0.23 to 0.40). However, there were no statistically
significant impacts of Sam and Pat on the reading and English language
outcomes measured for the overall sample.

s There were no impacts of Sam and Pat on reading and English
language outcomes for five of six subgroups examined. For students with
relatively lower levels of literacy at the start of the study, there was some
suggestive evidence of a positive impact on reading outcomes.” Among
students with lower levels of literacy at the beginning of the term, Sam
and Pat group students scored higher on the Woodcock Johnson word
attack (decoding) assessment than control group students (effect size =
0.16). Because this difference was not significant after adjusting for
multiple comparisons, however, it is possible that the effect is due to
chance alone.

* Lower literacy was defined as scoring at a Grade 2 equivalent or below on the Woodcock
Johnson Letter-Word Identification and Word Attack subtests (raw scores of 31 and 9,
respectively).
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Summary of Study Design and Methods

The study was designed to estimate the impact of Sam and Pat relative to standard
ESL instruction (i.e., the kind of instruction ESL students in study sites would
receive in the absence of the study) on reading and English language outcomes.

The evaluation employed a randomized research design that included the
following:

X3

A

10 adult education program sites;

33 teachers;

66 classes; and

1,344 low-literate adult ESL learners.

5

%

3

A

5

%

The program sites were a purposive sample. From among the states with the
largest adult ESL enrollments, we selected sites that had enrollments of adult ESL
literacy learners large enough to support the study design, 2 or more classes for
ESL literacy students that met at the same time and in the same location, and an
enrollment process that would accommodate random assignment.

Within each site, teachers and students were randomly assigned to one of
two groups:

¢ The Sam and Pat group, which was intended to include a minimum of
60 hours of Sam and Pat-based instruction per term, with any remaining
class time being spent on the standard instruction provided by the
program; and

% The control group, which consisted of the standard instruction provided by
the program.

Teachers (or classes) within each program site were randomly assigned in pairs,
so that, within each pair, the Sam and Pat and control class met at the same time,
in the same or an adjacent building, and for the same number of hours. Data
collection for the study occurred between September 2008 and May 2009 with
two cohorts of students, one that attended in fall 2008 and the second in spring
2009. Students were tested on the study’s battery of assessments, which included
tests of reading and English language skills at the beginning of the term and after
about 12 weeks of instruction. A description and schedule for the study’s data
collections are provided in Table ES.1.
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The following tests were selected to measure the range of skills that could
potentially be impacted by Sam and Pat-based instruction:

Reading Skills

+ Woodcock-Johnson Letter-Word Identification (WJID; Woodcock,

McGrew, & Mather, 2001)
+ Woodcock-Johnson Passage Comprehension (WJPC; Ibid.)
« Woodcock-Johnson Word Attack (WIWA; Ibid.)

English Language Skills

% SARA Decoding (SARA Dec; Sabatini & Bruce, in press)

% Oral and Written Language Scales (OWLS; Carrow-Woolfolk, 1996)
+ Receptive One-Word Picture Vocabulary Test (ROWPVT; Brownell,

2000)

+ Woodcock-Johnson Picture Vocabulary Test (WJPV; Woodcock,
McGrew, & Mather, 2001)

Table ES.1: Data Collection Schedule

Summer Fall Spring

Data Collection Respondent 2008 2008 2009 Type of Data
Teacher Data Form  Teachers X X Teacher background
(2008) information
Teacher Data Form  Teachers X Descriptive information
(2009) about instructional

materials used and Sam
and Pat implementation
Student Intake Site Staff on X X Student background
Form Behalf of information
Students

Reading and Students X X Pre-test data
English Language
Pre-Tests
Reading and Students X X Outcomes data
English Language
Post-Tests
Daily Student Teachers X X Dosage/exposure to
Attendance Sheets instruction
Classroom Evaluation Staff X X Descriptive information

Observations

about instruction in both
groups
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The basic analytic strategy for assessing the impacts of Sam and Pat was to
compare reading and English language outcomes for students who were randomly
assigned to either the Sam and Pat or the control group, after controlling for
student and teacher background characteristics (e.g., gender and ethnicity). The
average outcome in the control group represents an estimate of the scores that
would have been observed in the Sam and Pat group if they had not received the
intervention; therefore, the difference in outcomes between the Sam and Pat and
control groups provides an unbiased estimate of the impacts of Sam and Pat.

The Adult ESL Literacy Intervention: Sam and Pat

The Sam and Pat textbook (Hartel, Lowry, & Hendon, 2006) is described by the
developers as a basal reader or textbook that tailors the methods and concepts of
the Wilson and Orton-Gillingham reading systems developed for native speakers
of English (Wilson & Schupack, 1997; Gillingham & Stillman, 1997) to meet the
needs of adult ESL literacy level learners.” Sam and Pat was designed to
incorporate the following components of the Wilson/Orton-Gillingham systems:

% A focus on moving students systematically and sequentially from simple
to complex skills and materials;

% The use of multisensory approaches to segmenting and blending
phonemes (e.g., sound tapping);

% An emphasis on alphabetics/decoding, fluency, vocabulary, and reading
comprehension;

+ The use of sound cards and controlled text (wordlists, sentences, stories)
for practicing skills learned; and

+« Continual review (cumulative instruction) of letters, sounds, and words
already learned.

However, when writing Sam and Pat, the developers made variations on the base
reading systems to make the text useful and relevant to the adult ESL literacy
population for which the text was designed. Specifically, Sam and Pat differs
from the base reading systems on four dimensions:

% The sequence in which the sounds of English are taught;

R

% The words chosen for phonics and vocabulary study;

L)

% The simplification of grammar structures presented; and
% The added bridging of systematic reading instruction to ESL instruction.

%

*

? Although there is no available research on the effectiveness of Sam and Pat, the textbook and its
accompanying training and technical support is based on these two reading systems (Wilson &
Orton-Gillingham), which have shown promise in teaching struggling readers (Adams, 1991;
Clark & Uhry, 1995; Kavenaugh, 1991; Torgesen et al., 2006).
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Building on the components of the earlier reading systems, Sam and Pat was
therefore designed to (1) sequence the teaching of English sound and spelling
patterns to ESL students by moving from a focus on simple to complex literacy
skills and materials, (2) provide a controlled basal that follows this sequence of
patterns, (3) use a simplified grammar, (4) embed a controlled vocabulary that is
relevant to the lives of this population of students, and (5) include a collection of
stories that are based on simplified themes from daily life.

There are two volumes of Sam and Pat, and the Volume 1 literacy textbook was
evaluated by this study. It is organized into a total of 22 multi-component lessons.
The lessons follow what the developers consider to be an optimal sequence for
introducing English phonics and high-frequency English sight words to
non-native speakers of English. However, the sequence in which English vowels
and consonant sounds are introduced has been modified from that usually used in
approaches such as the Wilson and Orton-Gillingham reading systems. For
example, like the Wilson System, Sam and Pat begins with the short-a sound, but
short-a is followed several lessons later by short-u, rather than short-i. This
modification was made to provide the maximum sound contrasts for the short
vowel sounds that are notoriously challenging for English language learners to
discriminate.

Although the current study was a large-scale effectiveness study, we took
measures intended to facilitate the implementation of Sam and Pat. The Sam and
Pat developers provided the teachers assigned to the Sam and Pat group with
training and technical assistance on implementing Sam and Pat. The training was
developed specifically for the study, and included a 3-day training before the start
of the fall 2008 term and a 2-hour refresher webinar before the start of the winter
2009 term. The technical assistance provided to all Sam and Pat teachers included
a site visit to observe and provide feedback early in the fall term, biweekly phone
calls during the first 2 months of the fall term, and additional assistance as needed
in response to phone calls and e-mails from teachers. The developers also
provided 1 day of individualized assistance in person early in the winter term to
teachers who appeared to be having difficulty implementing Sam and Pat.

Summary of Study Findings

Two-thirds of Sam and Pat Classes Observed Demonstrated Evidence of
Implementing Sam and Pat as Intended

About two-thirds (65 percent) of the Sam and Pat classes observed met the
study’s instructional fidelity criteria regarding the use of Sam and Pat materials
and engagement in reading instruction. More specifically, these teachers met the
following criteria that were established in collaboration with the developers
before the study began:
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% Sam and Pat materials must be used for a minimum of 1 hour of
instruction per class day;

% Each class day must include at least 1 hour of instruction in reading
development; and

% Each class day, instruction should occur in at least three of the reading

development instructional areas (e.g., phonics, fluency, reading

comprehension).

Because we did not observe all hours of instruction throughout the term, we
cannot determine how many hours of Sam and Pat instruction were received by
each student. However, students in the Sam and Pat group met for an average of
79 hours total over the course of the term (not shown in tables). The Sam and Pat
developers recommended that the text be implemented for a minimum of 60 hours
per term.

More Reading Instruction Observed in Sam and Pat Classes, While More
English Language Instruction Observed in Control Classes

The Sam and Pat classrooms spent more time on reading development instruction
than control classrooms (66 percent vs. 19 percent of observed time intervals,
respectively), and the difference was statistically significant (Figure ES.1).
Conversely, the control classrooms spent more time on English language
acquisition instruction than did Sam and Pat classrooms (68 percent vs.

27 percent of observed time intervals, respectively), and this difference was
statistically significant. The control classrooms also spent more time on functional
reading, writing and math instruction (content related to English language
acquisition instruction) than Sam and Pat classrooms (18 percent vs. 5 percent of
observed time intervals, respectively).

* We can only characterize implementation by reporting that (1) 65 percent of Sum and Pat classes
met the study’s fidelity criteria, and (2) significantly more reading instruction was delivered in
these classes, as compared to the control group classes.
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Figure ES.1: Percent of Observed Instructional Intervals Spent in Key
Instructional Areas, by Group
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* Indicates a difference that is significant at the 0.05 level, based on a 2-tailed t-test.

Notes: N = 980 observation intervals for Sam and Pat group and 1,034 intervals for control group. Details
may not sum to totals. Practices may be coded under multiple instructional areas during any one interval.
Source: Adult ESL Literacy Impact Study classroom observation protocol.

Students Made Gains, but There Were No Overall Impacts of Sam and Pat
on Students’ Reading and English Language Skills

On average, students participating in the study made statistically significant gains
over the course of the term (effect sizes of 0.23 to 0.40). These gains are
equivalent to 1 to 2 months of growth on the reading assessments, and 5 to

6 months of growth on the English language assessments.” However, there were
no statistically significant impacts of Sam and Pat on the reading and English
language outcomes measured for the overall sample (Figure ES.2). Effect sizes
ranged from -0.06 to 0.01.

> It should be noted that publisher guidelines for the grade and age equivalent calculations used to
determine months of gains are based on norming populations that differ from the study population.
(The W1J assessments were normed on a nationally representative sample of U.S. residents aged 2
to 90+; the OWLS on a representative U.S. sample aged 3 to 21 years; and the ROWPVT on a
representative U.S. sample aged 2 to 18 years.) No norming data exist for low-literate adult ESL
learners. Additionally, the study used simplified or translated testing instructions when students
did not appear to understand the tester’s directions. For these reasons, the number of months of
growth should be interpreted with caution.
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Figure ES.2: Impact of Sam and Pat on Reading and English Language
Skills: Differences Between Sam and Pat and Control Groups at the End of
the Term

Reading
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Notes: N = 580 for Sam and Pat group and 557 for control group. No impacts were statistically significant at
the 0.05 level.

Source: Adult ESL Literacy Impact Study student intake forms and assessments administered at the
beginning and end of each term (fall 2008 and spring 2009), and fall 2008 teacher data form.

No Impacts of Sam and Pat on Reading and English Language Outcomes
Found for Subgroups Based upon Student Native Language and Cohort

There were no statistically significant impacts found for students with a non-
Roman-based alphabet background, native Spanish speakers, students from the
first study cohort, or students from the second study cohort. Effect sizes ranged
from —0.14 to 0.09.

Some Suggestive Evidence of a Positive Impact on Reading Outcomes for
Lower Literacy Students

No statistically significant impacts were found for the students in the sample with
relatively higher literacy levels (effect sizes ranged from —0.08 to 0.03). However,
there was a suggestive finding for students who tested in the lower literacy score
range at the beginning of the term. Within this subgroup, Sam and Pat group
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students scored higher on the Woodcock Johnson word attack (decoding)
assessment than control group students (effect size = 0.16). Because this
difference was not statistically significant after adjusting for multiple
comparisons, however, it is possible that the effect is due to chance alone. No
impacts were found for the lower literacy students on the other reading and
English language outcomes measured.

Student Exposure to Reading or English Language Instruction Unrelated to
Most Reading and English Language Outcomes Measured, Although Weak
Relationships Found Between Exposure to Instruction and One English
Language Outcome

Student exposure to instruction was measured by the combination of reading and
English language instruction provided in study classes and the number of hours
students attended study classes. No statistically significant relationships were
found between exposure to instruction and any of the reading outcomes measured
and two of the three English language outcomes measured. However, the amount
of exposure to English language instruction was positively and statistically
significantly correlated with ROWPVT scores. The opposite pattern was found for
reading instruction; exposure to reading instruction had a negative and statistically
significant relationship with scores on the ROWPVT. However, the standardized
coefficients in both cases were small (0.034 and —0.032, respectively). As an
example, the 0.034 coefficient on the ROWPVT assessment indicates that, after
controlling for total student attendance hours, an increase of 10 percent in the
number of English language instruction intervals a student attended is associated
with a 0.34 point increase on the test (which had a sample mean of 29). In
addition, similar to the student attendance results, we cannot rule out the
possibility that the statistically significant relationships were driven by other
factors. Therefore, these findings should be interpreted with caution.

Generalizability of the Study Findings

The findings reported in this summary are limited to the specific intervention
tested (Sam and Pat, v. 1) as implemented within the types of sites included in the
study. For example, the study was implemented in sites large enough to offer at
least 2 literacy level classes at the same time and location, within a subset of
states that have the highest adult ESL enrollments. It is not known whether, or
how, the results may generalize to other contexts.
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CHAPTER 1:
INTRODUCTION AND OVERVIEW

According to the 2008 program year statistics from the U.S. Department of
Education (ED), 44 percent of the 2.4 million students in the federally funded
adult education program in the United States were English as a second language
(ESL) students (ED, 2010). Of these, about 185,000 were at the lowest ESL level,
beginning literacy. These students, many of whom face the dual challenge of
developing basic literacy skills—including decoding, comprehending, and
producing print—along with proficiency in English, represent a range of
nationalities and cultural backgrounds. Although the majority of students come
from Mexico and other Spanish-speaking countries, there are also students from
Africa, India, the Philippines, China, Vietnam, and the Caribbean (Wrigley,
Richer, Martinson, Kubo, & Strawn, 2003).

Adult basic education (ABE) and ESL programs, authorized by the Workforce
Investment Act and also funded with state and local funds, are designed to assist
students in their efforts to acquire literacy and language skills by providing
instruction through local education agencies, community colleges, and
community-based organizations. The content of instruction within ESL classes
varies widely. It is often designed to assist students in their efforts to acquire
literacy and language skills by providing a combination of oral language,
competency-based work skills, and literacy instruction (Condelli, Wrigley, Yoon,
Cronen, & Seburn, 2003). There is, however, little rigorous research that identifies
effective instruction. A comprehensive review of published research studies on the
effects of literacy interventions for ABE and adult ESL learners (Condelli &
Wrigley, 2004) found that out of 17 adult education studies that used a rigorous
methodology (i.e., quasi-experimental or randomized trials), only 3 included adult
ESL learners (Diones, Spiegel, & Flugman, 1999; St. Pierre et al., 1995; St. Pierre
et al., 2003). Furthermore, among the 3 studies that included adult ESL learners,
only 1 presented outcomes for those learners, and that study experienced
substantial methodological problems that limited the validity of the findings (e.g.,
a 40 percent overall attrition rate and different attrition rates in the intervention vs.
control groups; Diones et al., 1999).

To help improve research-based knowledge on instruction for low-literate ESL
learners, the National Center for Education Evaluation and Regional Assistance of
ED’s Institute of Education Sciences contracted with the American Institutes of
Research to conduct a Study of the Impact of a Reading Intervention for Low-
Literate Adult ESL Learners. The study is designed to evaluate the effectiveness
of instruction based on a promising literacy textbook—Sam and Pat—using a
random assignment design.



Selection of the Adult ESL Literacy Intervention

The goal of this study was to test a promising approach to improving the literacy
skills of low literacy level adult ESL students under real-world conditions. In their
review of the research on ESL instruction in related fields, including adult second
language acquisition, reading and English as a foreign language instruction,
Condelli & Wrigley (2004) concluded that instruction based on a systematic
approach to literacy development was a promising intervention for low-literate
adult ESL learners that would be valuable to study (Brown et al., 1996; Cheek &
Lindsay, 1994: Chen & Graves, 1995; Carrell, 1985; Rich & Shepherd, 1993;
Roberts, Cheek & Mumm, 1994). Specifically, the factors identified as defining a
systematic approach to literacy development included: (1) a comprehensive
instructional scope that includes direct instruction in phonics, fluency, vocabulary
development and reading comprehension, (2) a strategic instruction sequence,

(3) a consistent instructional format, (4) easy-to-follow lesson plans, and

(5) strategies for differentiated instruction.

To select a literacy intervention for the study, an open competition was first held
via a public solicitation for proposals. In addition to posting a solicitation for
proposals in public forums such as discussion listservs, the study team conducted
targeted outreach to 20 potential intervention providers. The potential intervention
providers were identified through web searches as well as based upon the study
team’s knowledge of existing textbooks. When no proposals were received,
follow-up calls to prospective intervention providers were made; the most
common reason cited for not submitting a proposal was that the developer’s
existing intervention was not designed specifically for literacy level adult ESL
students, and would require substantial revision. Study staff then contacted four
additional intervention providers who had been recommended by experts in the
field. Through a second round of proposals and curricula samples requested
directly of these providers, the four providers’ proposals received were found to
be unacceptable by an external panel. Sam and Pat was recommended to IES and
was subsequently selected as the focus of the study because it offers an approach
to literacy development that is systematic, direct, sequential, and multi-sensory. It
also includes multiple opportunities for practice with feedback. Consistent with
characteristics identified as promising by Condelli & Wrigley (2004), Sam and
Pat is designed to provide opportunities for cooperative learning, real world tasks,
and an explicit focus on reading. In addition, the text was developed for and had
been used by the developers in their own classrooms with students similar to the
study population (adult literacy level ESL learners).



Research Questions
The study addressed three key research questions:

1. How effective is instruction based on the Sam and Pat textbook in
improving the English reading and language skills of low-literate adult
ESL learners compared to instruction normally provided in adult ESL
literacy classes?

2. Is Sam and Pat effective for certain subgroups of students (e.g., native
Spanish speakers)?

3. Is there a relationship between the amount of instruction in reading or
English language skills and reading and English language outcomes?

As the research questions indicate, the purpose of the study was to test the
effectiveness of a specific intervention (Sam and Pat, v. 1). The findings from the
study may not generalize to other literacy interventions for adult ESL learners.

Summary of Study Design

The study was designed to estimate the impact of Sam and Pat-based instruction
and professional development, relative to standard ESL instruction (i.e., the kind
of instruction ESL students in study sites would receive in the absence of the
study).

The evaluation employed a randomized research design that included the
following:

*
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10 adult education program sites;

33 teachers;

66 classes; and

1,344 low-literate adult ESL learners.

X3

A

5

%

X3

A

The program sites were a purposive sample. From among the states with the
largest adult ESL enrollments, we selected sites that had enrollments of adult ESL
literacy learners large enough to support the study design, had 2 or more classes
for ESL literacy students that met at the same time and in the same location, and
had an enrollment process that would accommodate random assignment.



Within each site, teachers and students were randomly assigned to one of
two groups:

% The Sam and Pat group, which was intended to include a minimum of
60 hours of Sam and Pat-based instruction per term, with any remaining
class time being spent on the standard instruction provided by the
program; and

% The control group, which consisted of the standard instruction provided by
the program.

Teachers (or classes) within each program site were randomly assigned in pairs,
so that, within each pair, the Sam and Pat and control class met at the same time,
in the same or in an adjacent building, and for the same number of hours. Across
the study sites, the total number of class hours varied and ranged from
approximately 60 to 225 total hours per term, depending on the site’s course
schedule. Data collection for the study occurred between September 2008 and
May 2009 with two cohorts of students, one that attended in fall 2008 and the
second in spring 2009. Students were tested on the study’s battery of assessments,
which included tests of reading and English language skills, at the beginning of
the term and after about 12 weeks of instruction.

Standard ESL Instruction: The Control Group

Adult ESL instruction encompasses a range of approaches and content, but its
goal is to help students acquire facility with the English language and function in
everyday life. Content includes oral language development, grammar, vocabulary,
and cultural topics. ESL instruction may also include a life skills (functional)
approach to language, such as learning how to complete forms, interpret labels,
and negotiate tasks such as shopping and dealing with schools, doctors, and
government agencies (Celce-Murcia, 2001; Crandall & Peyton, 1993).

Standard ESL instruction assumes that students are already literate in their first
language; therefore, it does not usually focus on phonics or the other basic reading
skills emphasized in Sam and Pat (Wrigley & Guth, 1992; Wrigley, Chisman, &
Ewen, 1993). Although nationally representative data on adult ESL instruction or
textbook use is not available, in a study of instruction of 38 adult ESL literacy
classes in seven states, Condelli et al. (2003) found that ESL instruction focused
on developing oral English language, vocabulary, and life skills. Of the 38 classes,
7 included reading instruction for more than half of the total class time, and 31
spent more than 40 percent of the class time on second language instruction—
despite the fact that all of these classes were designated as “literacy level” (i.e.,
intended for low-literate students). Furthermore, across all classes, a majority of
total class time (51 percent) was spent on second language instruction. When



reading instruction did occur, it was considered by the researchers to be
unsystematic and of short duration (Condelli et al., 2003).

The Adult ESL Literacy Intervention: Sam and Pat
Overview of Sam and Pat

The Sam and Pat textbook (Hartel, Lowry, & Hendon, 2006) is described by the
developers as a basal reader or textbook that tailors the methods and concepts of
the Wilson and Orton-Gillingham reading systems developed for native speakers
of English (Wilson & Schupack, 1997; Gillingham & Stillman, 1997) to meet the
needs of adult ESL literacy level learners.® Sum and Pat was designed to
incorporate the following components of the Wilson/Orton-Gillingham systems:

+ A focus on moving students systematically and sequentially from simple
to complex skills and materials;

+¢ The use of multisensory approaches to segmenting and blending
phonemes (e.g., sound tapping);

+ An emphasis on alphabetics/decoding, fluency, vocabulary, and reading
comprehension;

+¢ The use of sound cards and controlled text (wordlists, sentences, stories)
for practicing skills learned; and

+« Continual review (cumulative instruction) of letters, sounds, and words

already learned.

However, when writing Sam and Pat, the developers made variations on the base
reading systems to make the text useful and relevant to the adult ESL literacy
population for which Sam and Pat was designed. Specifically, Sam and Pat
differs from the base reading systems on four dimensions:

*
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The sequence in which the sounds of English are taught;

The words chosen for phonics and vocabulary study;

The simplification of grammar structures presented; and

The added bridging of systematic reading instruction to ESL instruction.
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Building on the components of the earlier reading systems, Sam and Pat was
therefore designed to (1) sequence the teaching of English sound and spelling
patterns to ESL students by moving from a focus on simple to complex literacy
skills and materials, (2) provide a controlled basal that follows this sequence of

% Although there is no available research on the effectiveness of Sam and Pat, the textbook and its
accompanying training and technical support is based on these two reading systems (Wilson &
Orton-Gillingham), which have shown promise in teaching struggling readers (Adams, 1991;
Clark & Uhry, 1995; Kavenaugh, 1991; Torgesen et al., 2006).
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patterns, (3) use a simplified grammar, (4) embed a controlled vocabulary that is
relevant to the lives of this population of students, and (5) include a collection of
stories that are based on simplified themes from daily life.

There are two volumes of Sam and Pat, and the Volume 1 literacy textbook was
evaluated by this study. It is organized into a total of 22 multi-component lessons.
The lessons follow what the developers consider to be an optimal sequence for
introducing English phonics and high-frequency English sight words to
non-native speakers of English. However, the sequence in which English vowels
and consonant sounds are introduced has been modified from that usually used in
approaches such as the Wilson and Orton-Gillingham reading systems. For
example, like the Wilson System, Sam and Pat begins with the short-a sound, but
short-a is followed several lessons later by short-u, rather than short-i. This
modification was made to provide the maximum sound contrasts for the short
vowel sounds that are notoriously challenging for English language learners to
discriminate.

Sam and Pat 1s also designed to introduce and build basic English speaking and
reading vocabulary, as well as foundational skills in basic English grammar. Both
the vocabulary and grammar components are focused on the functional needs of
new immigrants in the domains of work, their children’s school, shopping, family
life, and interactions with the medical system.

Each lesson contains a chapter of an ongoing story that follows the daily lives and
adventures of an immigrant family headed by the title characters. Like the basal
readers written for English speaking adult beginning readers, the text is
controlled; that is, it only contains words that follow phonics patterns that have
been previously taught, as well as sight words that have also been taught. This is
intended to give learners the opportunity to develop word reading skills and
fluency in meaningful text, without encountering phonics patterns and sight words
they have not been taught.

In addition, because Sam and Pat was created for ESL literacy students, the text
has also been controlled for vocabulary and grammar content; learners only
encounter word meanings and grammar patterns that have been previously
introduced in accompanying oral and written activities. As the Introduction
explains, “Only simple words that students might encounter in their daily lives are
used in the stories. The stories are written with simplified grammar, since long

sentences and complex structures can interfere with comprehension” (Hartel et al.,
20006, p. v).



Intended Use of Sam and Pat

Sam and Pat was designed to provide learners with listening, speaking, reading,
and writing activities that are sequenced and designed to reinforce each other.
Each lesson is intended by the developers to include at least 1 day (approximately
2.5 hours) per week of pre-reading instruction and at least 1 day per week of
decoding and reading comprehension instruction, with additional review and
reteaching added as determined by the teacher.

The goal of the pre-reading instruction day is to explain, demonstrate, and provide
practice opportunities for the new phonics, sight words, vocabulary, and grammar
prior to reading each new chapter of Sam and Pat. The skill areas targeted on
pre-reading instruction days include the following:

% Review/rereading a story for fluency;

+ Review of names and sounds of letters learned previously, and
introduction of new sounds;

Pre-reading conversation, grammar, and/or vocabulary practice;
Sight word instruction (review and new);

Phonics instruction (review and new); and

Pre-reading pictures for the upcoming story.
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The skill areas targeted on decoding/reading comprehension instruction days
include continued practice from the previous day as well as new activities:
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Review/rereading a story for fluency;

Review of names and sounds of letters learned previously, and
introduction of new sounds;

Pre-reading review of conversation and vocabulary from previous day;
Sight word instruction (review and new);

Phonics instruction (review and new);

Pre-reading review of pictures from the previous day;

Reading the new story; and

Written exercises based on text.
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As implied by the inclusion of the target skill “conversation” during both days of
instruction, literacy instruction based on Sam and Pat does not include reading
and writing activities exclusively; speaking and listening activities also take place
connected to the activities in the basal.

Several types of oral language activities, tied to the content, precede the story part
of each chapter. For example, Lesson 1 begins with a line drawing of the
characters Sam and Pat and the text, “This is Sam. This is Pat. They are Sam and
Pat.” Before reading this chapter with the students, a teacher might conduct a
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spoken language activity. For instance, she may write each learner’s name on a
place card. She would then point to a person and his place card and say, “This is
Juan.” Then she would point to another person and her card say, “This is Marie.”
After giving the class numerous opportunities to practice these phrases in different
combinations and with each others’ names, the teacher would next point to both
learners and say, “They are Juan and Marie,” followed by more practice as before.

The intended purpose of Sam and Pat is to provide ESL literacy learners with
multiple opportunities for repetition, guided practice, and review. The developers
report that when used correctly and in combination with appropriate spoken
language activities, Sam and Pat requires teachers to spend about 7 class hours on
each chapter of the book, including pre-reading and decoding/comprehension
instruction, reteaching as necessary, and supporting oral language activities. The
developers instructed the Sam and Pat teachers to implement the text for a total of
approximately 60 hours per term, or 5 hours per week in a standard 12 week term.
At that rate, an ESL literacy class would be expected to spend over a week on
each chapter, and approximately 2 terms to complete the 22 chapters of Sam and
Pat, Volume. 1. The Sam and Pat teachers were therefore expected to complete an
average of 9 out of the 22 chapters each term. Teachers were told that they could
implement more hours of Sam and Pat; however, the 5 hours per week
recommendation was based on the developers’ understanding of what is feasible
given the amount of time classes met each week.

Teacher Training and Follow-Up Technical Assistance

Although the current study was a large-scale effectiveness study, we took
measures intended to facilitate the implementation of Sam and Pat.” Prior to the
fall 2008 term, the Sam and Pat developers provided the teachers assigned to the
Sam and Pat group with 3 days of intensive training on the implementation of
Sam and Pat. The training was developed specifically for the study, and included
discussions about the origins and rationale for the approach, the unique
characteristics of ESL literacy level learners based on current research, the
structure and terminology of Sam and Pat, the components of reading and oral
language instruction, the Lesson Plan template developed to support
implementation, Sam and Pat reading and oral language instructional techniques
and activities, and classroom organization and management. It also included

" The developers of Sam and Pat have not provided training to teachers implementing the text
outside of the study, and therefore the training and technical assistance provided to teachers during
the study represent possible differences from what teachers might receive from another source if
implementing Sam and Pat in the field. However, since there are no data available on either the
extent to which Sam and Pat is used in the field, or on the availability of other sources of training
on the use of Sam and Pat, we cannot determine how representative the study conditions were of
the national population of teachers using this text.
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multiple opportunities for the teachers to reflect on their current ESL instructional
practices, to observe and analyze videos in which the literacy textbook developers
model Sam and Pat instruction®, to engage in structured lesson planning with
guidance and feedback from the trainers, and to self-assess what they are learning
and evaluate the training activities to inform the pace and content of the workshop
itself.

The Sam and Pat developers provided a refresher webinar training of about two
hours early in winter 2009, before the start of the second term. The purpose of the
webinar was to review the