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 The purpose of this study was to examine differences in pro-social behaviors and 

reading skills between a treatment group of first grade students who received the Ready 

to Learn (Brigman, Lane, & Lane, 2008) intervention, delivered by a certified 

professional school counselor, and a comparison group of first grade students who did not 

receive this intervention.  Counselors in the treatment group were trained in the proper 

implementation of the manualized Ready to Learn program during a professional 

development session.  They were also trained in other study-related procedures, such as 

the online check-in tool and the regular site visits by the researcher.  The study followed 

a quasi-experimental design.  The Child Behavior Scale (CBS; Ladd, Herald-Brown & 

Andrews, 2009) was used to measure pro-social behaviors, and Rigby Running Records 

(Rigby, 2010) was used to assess reading skills.  A series of analyses of variance 

(ANOVAs) were performed to determine whether or not there were statistically 
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significant differences between the treatment and comparison group. An analysis of 

covariance (ANCOVA) using a pretest score as the covariate was performed to test 

significance in the difference of reading scores.  Results indicate a statistically significant 

increase in pro-social with peers behaviors, as well as statistically significant decreases in 

hyperactive and distractible behaviors as well as excluded by peers indicators for the 

treatment group. 
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I.  INTRODUCTION 

When students do not achieve the academic milestones expected at a specific 

grade level, they might be required to repeat the grade to recover necessary skills.  This 

practice is known as grade retention or nonpromotion.  Although retention has 

traditionally been considered a necessary step in the educational process, there is little 

data to support the notion that students improve when they are retained (Jimerson & 

Kaufman, 2003: Sink, Edwards, & Weir, 2007).  In sharp contrast, there is an abundance 

of data indicating that retention is harmful to students, does not result in an increase in 

achievement, and can in fact have severely negative consequences (Aldridge & Goldman, 

2007; Eide & Goldhaber, 2005; Florida Association of School Psychologists, 2004; Jacob 

and Lefgren, 2009; National Association of School Psychologists, 2011). One 

longitudinal study of the impact of early grade retention concluded that retained students 

exhibit significantly lower emotional health in the sixth grade, and that elementary grade 

retention is an ineffective intervention for both achievement and social-emotional 

adjustment (Jimerson, Carlson, Rotert, Egeland, & Sroufe, 1997; Jimerson & Kaufman, 

2003).   

One of the known consequences of early grade retention is the increased 

likelihood that the student will drop out of high school (Barton, Campbell, & Saffell, 

1999; Jimerson et al., 1997; Jimerson & Ferguson, 2007; Jimerson & Kaufman, 2003; 

Martin, 2009; Rumberger, 1995; Stearns, Moller, Potochnick, & Blau, 2007; Tingle, 
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Schoeneberger, & Algozzine, 2012).  In 2010, approximately 12% of students did not 

graduate from high school within the prescribed 4-year period (National Center for 

Education Statistics, 2012).  The status dropout rate for this same period was reported at 

7%.  This population includes persons age 16 to 24 who have not earned a high school 

credential and also are not enrolled in school (Kena et al., 2014).  Although this rate 

appears more promising than the dropout rate, it is important to note that this number 

does not include persons who are incarcerated or who do not live in a household.  In 

addition to the deficits created for each of the affected students, the rate of dropouts 

perpetuates a risk to society in terms of financial burdens and increased crime rates.  One 

study suggests that simply keeping students who are on the verge of dropping out in 

school for one additional year could save taxpayers 1.4 billion dollars in one year (Bjerk, 

2012).   

In order to improve upon these statistics, it is imperative that educators first 

identify the indicators that place a student on the high school dropout trajectory, and then 

implement interventions to mitigate these causes.  Research indicates (Estelle & Perdue, 

2013)  students who demonstrate a lack of engagement as early as third grade can be 

identified as potential high school dropouts.  If fact, early experiences that lead to a 

negative self-concept can create a trajectory that manifests as high-risk behaviors 

associated with high school dropout in later years.  These behaviors, however, tend to be 

the symptoms of the problem, which can be traced to distal experiences as early as first 

grade (Perdue, Manzeske, & Estelle, 2009). A direct correlation has been established 

between pro-social behaviors in the first grade and literacy skills in later years (Malecki 

& Elliot, 2002; Miles & Stipek, 2006; Normandeau & Guay, 1998). Executive 
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functioning, the set of higher order cognitive processes promoting goal-driven behavior 

and self-regulation, accounts for a high proportion of variation in achievement and social-

emotional development throughout elementary school (Sabol & Pianta, 2012). 

In one large school district in Southeast Florida, students are retained in 

kindergarten through grade 3 if they do not meet specified criteria in reading.  In grades 4 

and 5 this criteria includes math in addition to reading.  In grades 6 through 8, students 

are retained if they do not pass their core academic courses (School Board of Broward 

County, Florida, 2014).  During the 2011–2012 school year, a total of 3,881 students in 

this district were retained in kindergarten through grade 8 (Abreu & Knaub,  2015).  The 

largest number of retained students was in grade 3, with 1,203 students retained (Abreu & 

Knaub, 2015).  In Florida, third grade is the state-mandated retention year.  Per state 

guidelines, schools were required to retain students at this level if they did not 

demonstrate proficiency on the reading section of the Florida Comprehensive Assessment 

Test (Florida Department of Education, 2010).  With the implementation of the new 

Florida Standards Assessments, students will now be retained at the third grade if they do 

not meet proficiency on the English/Language Arts section of this exam (Florida 

Department of Education, 2015).  There are several possible provisions in place for 

students to be promoted based upon “good cause” alternative assessments (School Board 

of Broward County, Florida, 2014).  However, these are not available to students in the 

third grade, which is the state-mandated gateway grade level for demonstrating mastery 

in reading comprehension.   

The total number of students retained in this district represents 2.4% of the total 

population for kindergarten through grade 8.  Although this may appear low, it 
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nevertheless represents a substantial cost to taxpayers.  Table 1 demonstrates the number 

of students retained in kindergarten through grade 8 during the 2013–2014 school year in 

this district (Abreu & Knaub, 2015). 

Table 1  

Retention Rates in One Large Southeast Florida School District, 2013-2014 

Grade Number 
Retained 

Number of Students 

Kg 277 18,338 

1 783 19,470 

2 565 18,906 

3 1203 19,455 

4 295 18,150 

5 177 17,519 

6 180 18,188 

7 260 18,886 

8 319 18,273 

Total 4,059 167,185 
 

         Note.  Kg = kindergarten. 

In 2013, the state of Florida was estimated to allocate $9,238.00 per student to 

school districts for educational spending (National Education Association, 2010).  When 

the number of students retained (4,059) is multiplied by this per-pupil spending allocation 

($9,238), taxpayers are faced with spending over 37 million dollars to fund one extra year 

of education for each of these students. This is the cost for educating students retained in 

just one school year, in just one school district.  This raises the question as to whether or 
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not retention, at such a high cost, is the answer to low academic performance.   

Significance of the Problem 

A lack of student success at the earliest grade levels poses a significant problem 

because of the later consequences this will have not only on the individual students, but 

also on society as a whole. The average cost of providing an additional year of school to 

each Florida student who was retained in 2012 was $10,608 (United States Census, 

2012).  This price, however, must be multiplied exponentially to account for the 

emotional stigmas and economic burdens of retention, as well as the increased likelihood 

that the student will drop out of high school and create an even greater financial burden 

on society (Tingle et al., 2012).  An increase in student achievement at the earliest point 

in the educational process could considerably reduce the dropout rate because early 

school retention is an indicator of later school withdrawal (Jimerson & Ferguson, 2007). 

The problem is also significant because it creates an opportunity for counselors to tie 

their efforts to school improvement.  School counselors are faced with the need to 

solidify their role as integral members of the elementary school leadership team and as 

critical in helping students become successful learners.  There have been limited 

standardized measures that tie outcomes directly related to school counselor interventions 

to academic and social success (Brown & Trusty, 2005). 

A study ranking the most important research questions in school counseling 

ranked the impact of school counselor interventions on student academic performance as 

the top research question (Carey, 2004; Dimmitt, Carey, McGannon, & Henningson, 

2005).  This study addresses this highest ranked area and evaluates the impact of a school 

counselor–delivered classroom-based program, Ready to Learn, on student performance 
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in reading and on pro-social behavior. 

Research Questions 

� Will students who receive the Ready to Learn (RTL) intervention demonstrate 

greater gains on the Rigby Running Records (Rigby, 2010) assessment of 

reading? 

� Will students who receive the Ready to Learn (RTL) intervention demonstrate an 

increase in pro-social behaviors as measured by the six subscales of the Child 

Behavior Scale (CBS) (Ladd, et. al., 2009) which are aggressive with peers (AG), 

excluded by peers (EP), hyperactive and distractible (HD), pro-social with peers 

(PP),  asocial with peers (AS), and anxious and fearful (AF)? 

Hypotheses 

Null Hypothesis 1 

HO1:  There will be no statistically significant difference in reading scores as 

measured by the Rigby Running Records assessment between first grade students who 

participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

Alternative Hypothesis 1 

Alternative 1:  There will be a statistically significant difference in reading scores 

as measured by the Rigby Running Records assessment between first grade students who 

participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

Null Hypothesis 2 

HO2:  There will be no statistically significant difference in aggressive behaviors 
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with peers as measured by teacher ratings on the (AG) subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 2 

Alternative 2:  There will be a statistically significant difference in aggressive 

behaviors with peers as measured by teacher ratings on the (AG) subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 3 

HO3:  There will be no statistically significant difference in exclusion by peers as 

measured by teacher ratings on the (EP) subscale of the CBS between first grade students 

who participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

Alternative Hypothesis 3 

Alternative 3:  There will be a statistically significant difference in exclusion by 

peers as measured by teacher ratings on the (EP) subscale of the CBS between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Null Hypothesis 4 

HO4:  There will be no statistically significant difference in hyperactive-

distractible behaviors as measured by teacher ratings on the HD subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 
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Alternative Hypothesis 4 

Alternative 4:  There will be a statistically significant difference in hyperactive-

distractible behaviors as measured by teacher ratings on the HD subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 5 

HO5:  There will be no statistically significant difference in pro-social behaviors 

with peers as measured by teacher ratings on the PP Subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 5 

Alternative 5:  There will be a statistically significant difference in pro-social 

behaviors with peers as measured by teacher ratings on the PP subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 6 

HO6:  There will be no statistically significant difference in asocial behaviors with 

peers as measured by teacher ratings on the AS subscale of the CBS between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 6 

Alternative 6:  There will be a statistically significant difference in asocial 

behaviors with peers as measured by teacher ratings on the AS subscale of the CBS 
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between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 7 

HO7:  There will be no statistically significant difference in anxious-fearful 

behaviors as measured by teacher ratings on the AF subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 7 

Alternative 7:  There will be a statistically significant difference in anxious-

fearful behaviors as measured by teacher ratings on the AF subscale of the CBS between 

first grade students who participate in the Ready to Learn program and students who do 

not participate in the Ready to Learn program. 

Definitions 

1. Pro-social Behaviors: Actions that benefit other people or society as a whole.  

Examples include helping, sharing, donating, cooperating, and volunteering. 

2. School Readiness:  Having the necessary skills, abilities, and maturity to benefit 

from classroom instruction. 

3. Grade Retention:  Repeating the same grade level during two or more 

consecutive school years. 

4. High School Drop-Out Rate:  The percent of students who enter grade 9, and 

who do not attain a high school credential by the end of the following 4-year 

period. 

5. High School Status Drop-Out Rate:  The number of persons between the ages 
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of 16 and 24 who have not earned a high school credential and who are not 

enrolled in school. 

6. Professional School Counselor:  An educational professional with a minimum of 

a master’s degree who is certified in school counseling at the state or national 

level. 

7. School Climate:  The shared beliefs, values, and attitudes that shape interactions 

between the students, teachers, and administrators. 

8. Academic Enablers:  Skills that help students to become successful learners.  

Examples include motivation, interpersonal skills, engagement, and study skills. 

9. Self-Regulation:  The processes and responses that determine how well a student 

will control his/her own learning and behavior. 

10. Executive Function:  A collection of higher-order mental abilities that help 

people to deal with confusing and unpredictable situations and information. 

11. Student Engagement:  The degree of attention, curiosity, interest, optimism, and 

passion that students show when they are learning or being taught. 

Limitations 

The following limitations are noted for this study: 

• The study is limited to one large Southeast Florida school district and not to a 

larger geographic area of the United States. 

• The study is limited to a restricted period of one school year. 

• There is possible teacher-rater bias on the scoring of the Rigby Running Records 

assessment. 

• There is possible teacher-rater bias on the scoring of the CBS. 
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• The high mobility rate within this school district could lead to attrition within the 

study. 

• The measurement instruments are all teacher measures and do not include a parent 

or student measure. 

• The large pre and post-test assessment windows do not account for differences in 

growth for students tested at the start of the assessment windows as opposed to 

students tested at the end of the windows. 

Assumptions 

The following assumptions were made prior to beginning this study: 

• Professional school counselors in the comparison group will not introduce other 

interventions during the treatment period. 

• Classroom teachers will not introduce alternative curricula for teaching reading 

skills. 

• Five classroom lessons, followed by teacher cueing, will be sufficient to 

substantiate a positive change in academic achievement. 

• Each of the classroom teachers and the professional school counselors in the 

treatment groups will use the online check-in tool to monitor progress and ensure 

fidelity of implementation. 

Study Design 

 This study used a pre-post, quasi-experimental design to measure the impact of 

Ready to Learn (RTL; Brigman, Lane, & Lane, 2008), delivered to first grade students by 

a professional school counselor.  Although the quasi-experimental design is often 

difficult for a district evaluator or a school-based counselor to utilize (Sink, 2005), it is 
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nevertheless the design that was used in this study.  Counselors participated in a 4-hour 

training in the RTL program.  After this training, each counselor met with the first grade 

teachers in the treatment group to instruct them on cueing skills and follow-up activities 

included in the manualized RTL program.  The professional school counselor delivered 

five weekly lessons to each first grade classroom in the selected schools of the treatment 

group.  Teachers used follow-up strategies to reinforce the counselor’s lessons. Teachers 

reported these activities through the weekly online check-in tool.  After the treatment was 

delivered, students in the treatment group were compared with students in a comparison 

group.  The Rigby Running Records assessment was used to measure reading levels of 

first grade students and the CBS was used to measure their pro-social behaviors. 

Dependent Variables 

The following dependent variables will be used in this study: 

• Student pro-social behaviors as measured by the six subscales of the CBS 

behavioral rating scale which are: aggressive with peers (AG), excluded by peers 

(EP), hyperactive and distractible (HD), pro-social with peers (PP),  asocial with 

peers (AS), and anxious and fearful (AF). 

• Reading ability as measured by the Rigby Running Records reading assessment. 

Independent Variables 

The following is the independent variable used in this study: 

• The Ready to Learn (Brigman et al., 2008) program delivered by a professional 

school counselor to first grade students. 

 In the following chapter, the author provides a review of the literature related to 

school readiness, the impact of retaining students in the same grade level, the impact of 
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pro-social skills on achievement, the link between brain activity and student achievement, 

and school counselors’ impact on achievement and achievement-related data.  The author 

provides a rationale for providing early interventions aimed at increasing the social and 

emotional aspects of learning.  Finally, the author provides a rationale for utilizing the 

RTL program, delivered by a certified professional school counselor, as one intervention 

that fosters increased academic achievement and supports the utilization of school 

counselors to assist in meeting the academic goals of schools.
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II. LITERATURE REVIEW 

 The practice of grade retention has been in place for hundreds of years. Ever since 

students were first sorted by grade level, schools have attempted to use retention as a 

means of ensuring that they master the necessary skills (Peterson & Hughes, 2011).  The 

logic behind retention is that given the “gift of time,” students will be able to catch up to 

their same-age peers.  Research indicates, however, that the act of retention does not 

yield positive results.  In fact,  the results can be quite negative (Sink, et. al, 2007).  

Retention can result in social and emotional withdrawal from school while not producing 

academic gains.  Research on low-performing kindergarten students showed that 

retention is not necessarily the right approach for helping students reach grade-level 

expectations (Jimerson & Kaufman, 2003; Sink, et. al., 2007).  This research indicates 

that low-performing kindergarten students who are promoted to first grade perform at 

similar levels to students who spend an additional year in kindergarten (Sink et al., 2007).  

A more successful approach is to promote the low-achieving kindergarten student to first 

grade while providing scaffolding support as well as counseling interventions (Sink et al., 

2007).  Although many articles have focused on the implications of retention as an 

academic intervention, there is no evidence that grade retention leads to sustained 

positive educational outcomes.   

Not only is public school retention costly, but it has never been proven to be an 

effective intervention for remediating skill deficits.  In fact, some researchers indicate 

that retention can create more problems than it intends to solve (Jimerson et al., 2006).  



 

 15 

Students who are retained in the same grade can suffer many consequences, including a 

negative attitude toward school and an increased likelihood of dropping out of high 

school (Barton et al., 1999).  The costs associated with high school dropouts makes the 

risk of retention even greater.  For example, compared to a high school dropout, a student 

who graduates from high school can create a public benefit of over $200,000 more in 

lower government spending and increased tax revenues (Alliance for Excellent 

Education, 2011).  If the number of dropouts could be reduced by one half, then the 

public might see an increase of 45 billion dollars in savings and additional income 

(Alliance for Excellent Education, 2011). Considering the immense cost of this practice, 

if retention is not the answer, educators must find a better solution to this problem.  This 

is why it is important to introduce interventions that will help students to become 

successful learners before academic deficiencies are noted. The root of this issue is the 

identification of the obstacles that prevent students from reaching educational milestones 

at prescribed times.  Once these obstacles are identified, educators must find effective 

interventions to remove them in order to guide students toward academic success and 

grade promotion. 

No Child Left Behind 

With the introduction of the No Child Left Behind (NCLB) Act of 2001 (U.S. 

Department of Education, 2002), educators at all levels have been faced with the 

responsibility of lessening the achievement gap between high- and low-achieving 

students (Swanson, 2004).  Providing authority for the Elementary and Secondary 

Education Act, the primary goal of NCLB was to increase reading skills at early grade 

levels (U.S. Department of Education, 2002).  The long-term goals of the Act were to 
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ensure that all students achieved proficiency in both reading and math by 2013–2014, to 

ensure students were receiving instruction by highly qualified teachers and to provide 

safeguards so that all students attended schools that were free of drugs and conducive to 

learning (Yell, 2012).  NCLB has led to greater degrees of accountability at all levels in 

the world of education. School-based personnel, including teachers and administrators as 

well as district-level personnel, are faced with meeting the demands of this legislation.  

Similarly, students and parents experience the pressure and high stakes involved in 

meeting these requirements.  It follows that the profession of school counseling would 

not fall far behind in this responsibility. (Dahir & Stone, 2003).   

NCLB (U.S. Department of Education, 2002) also had the unintended 

consequences of reducing the variety of teaching methods used in schools with 

disadvantaged students.  This reduced the diversity of innovative educational programs, 

focusing instead on literacy, reading, and arithmetic.  The results was a reduction in the 

time and opportunities for school counselors to use their skills in direct counseling 

activities and a reduction of meaningful appreciation of the individual and cultural 

differences that students bring to their learning environments. These serious, unintended 

consequences have resulted in the de-emphasis of, if not outright disregard for, the values 

of creativity and innovation in the classroom and in counseling programs (Duffy, 

Giordano, Farrell, Paneque, & Crump, 2008).   

The 2010 Reauthorization of the Elementary and Secondary Education Act 

In 2010, President Obama reauthorized the Elementary and Secondary Education 

Act (ESEA; U.S. Department of Education, 2010). A Blueprint for Reform is the U.S. 

Department of Education (2010) document that outlines this reauthorization.  The 
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reauthorization goals include that students should leave secondary school both college 

and career ready, that students should have great teachers and principals, and that there 

should be rigorous and fair accountability for all at all levels. These goals are aimed at 

raising the bar, rewarding excellence and, finally, promoting innovation and continuous 

improvement (U.S. Department of Education, 2010).  This reauthorization is designed to 

move education forward; however, it does not account for the social and emotional needs 

of struggling students, nor does it address the services that will allow these students to 

reach the milestones that their peers have already reached.   

Accountability and School Counseling 

The role of the school counselor has changed to meet the demands of the NCLB 

legislation. School counselors are becoming more accountable and more focused on 

testing and evaluation.  It is possible that counselors are spending less time meeting the 

social and emotional needs of students in order to meet the demands of this legislation 

(Dollarhide & Lemberger, 2006).  Interestingly, since the inception of the NCLB 

legislation, more children have been left behind than ever before.  In fact, in the years 

following the introduction of NCLB, the rate of retention steadily increased (Jimerson et 

al., 2006). 

The field of counseling is not exempt from a focus on external measures of 

student success.  With the development of the American School Counselor Association 

(ASCA) National Model (ASCA, 2003), school counselors began to shift their questions 

from “What do we do?” to “How are students different because of what we do?” (ASCA, 

2003).  A sample of school counselors revealed that more than 50% of counselors view 

improving grades and reducing failures as key goals of their counseling programs (Sagor, 
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2005).  Systematically connecting student learning outcomes from academic and 

personal/social development interventions to improvements in achievement data will 

demonstrate how school counseling programs align with the academic mission of the 

school (Barna & Brott, 2011).  At all school levels, counselors must look to the 

standardized measures in place in order to gauge their level of success in moving the 

school toward its mission of student achievement.  According to Brigman, Webb, and 

Campbell (2007), the measures of academic success in the early grades include attending, 

listening, and exhibiting positive social skills.  The question of how to evaluate this 

success involves the identification of the measurable indicators of early learning success.  

Because school counselors are educators who believe that early intervention is an 

important part of any counseling program, they must be involved in the instruction of 

reading and literacy (Ryan, Kaffenberger, & Gleason, 2011).  In this age of school reform 

and downsizing of educational personnel, school counselors must convince school 

leaders and legislators that their efforts have a direct impact on student success (Dahir & 

Stone, 2009). 

Evidence-Based Practice 

 The need for accountability of outcomes is not new.  However, the need for 

research that helps drive the important decisions school leaders must make has not been 

demonstrated (Sabella, 2006).  Evidence-based programs are those programs with tested 

and proven results.  In this age of accountability, school officials would look most kindly 

on programs that are proven to increase performance on standardized academic tests in 

math and reading.  However, skills taught by the school counselor are more often those 

that allow students to succeed in school.  These are known as academic enablers (Barna 
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& Brott, 2014).  These include study skills, motivation, engagement, and interpersonal 

skills.  Although these are not the skills that are normally assessed by school districts, 

they are nevertheless skills that lead to increases in student achievement scores.  Skills 

such as goal setting, progress monitoring, memory, interpersonal skills, and self-

management skills are consistently more prevalent in students who are more successful in 

school (Carey, Brigman, Webb, Villares & Harrington, 2014).  Student attention, 

commitment to school, and social and problem-solving skills are strongly associated with 

academic achievement (Barna & Brott, 2011). 

School Counseling Interventions and Student Achievement 

In order to create a school counseling program that impacts student learning, it is 

important to determine that interventions be aimed at impacting student data.  Because 

schools employ various approaches to school improvement, it can be challenging to 

isolate a counseling intervention as the sole indicator that moves student achievement 

(Dimmitt, 2009).  Instead, school counseling programs can focus on impacting 

achievement-related data.  This data can include, for example, attendance, behavioral 

referrals, and parent involvement.  While impacting these indicators does not necessarily 

cause an increase in student achievement, one can infer that improvement in these areas 

will have a positive influence on academic achievement (Dimmitt, 2009).  A counselor’s 

ability to provide these interventions in a classroom setting becomes increasingly difficult 

as teachers are less likely to invite the counselor due to increased demands for meeting 

academic pressures (Akos, Cockman, & Strickland, 2007).  Thus, if a counselor is to 

deliver such interventions, it is becoming more critical that these interventions be 

measurable in terms of student achievement or achievement-related data.  Not only is it 
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important to deliver such interventions, but also it is imperative that the counselor 

understands how to evaluate the data these interventions are impacting (Galassi & Akos, 

2012).  If data are not interpreted properly, and if the data are not made available to 

stakeholders, then the role of the school counselor cannot be substantiated.  This becomes 

increasingly important as counselors seek support in their roles as educators.  Counselors 

must be able not only to provide the proper interventions, but also to quantify the effects 

of the services they provide in order to promote their services.  By maintaining a strong 

understanding of outcome data, counselors are better able to speak with administrators 

and district personnel who make decisions regarding the direction of student support 

funding.  One of the unintended effects of NCLB (U.S. Department of Education, 2002) 

is its absorption and redirection of time from multiple domains of learning and activities 

(Duffy et al., 2008).  In addition to speaking to school and district leaders, counselors 

who understand their own data are better able to help teachers understand the importance 

of school counseling programs in their own schools.  A teacher who understands that a 

counselor might positively impact his or her students’ academic performance might be 

more inclined to cooperate and coordinate with the school counselor.  ASCA takes a 

strong leadership stance in advocating for the use of data in the evaluation of 

comprehensive school counseling programs (ASCA, 2005).  The majority of counselors 

who have achieved ASCA recognition through the RAMP (Recognized ASCA Model 

Program) award have recognized the importance of using data to measure the impact of 

their services (Wilkerson & Eschback, 2009).  In order to meet the challenges of school 

improvement, all counselors must develop skills in measuring achievement data in order 

to promote school-wide change, monitor student progress, and close achievement gaps 
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(Wilkerson & Eschback, 2009).  This suggests not only that counselors in the field must 

evaluate their practices in order to meet these demands, but also that graduate training 

programs must continue to focus on ways to train counselors to accept the use of data as 

part of their comprehensive school counseling programs (Galassi & Akos, 2012).  Using 

data as an accountability tool can help to make school counselors more credible and can 

also establish desired outcomes for counseling programs (Carey & Dimmit, 2012; Young 

& Kaffenberger, 2011).  While most counselors do acknowledge the importance of using 

data, they lack clarity on how to best use, analyze, and implement this data (Whiston & 

Quinby, 2009). 

Pro-social Behavior and Student Achievement 

 In order to determine how counselors can impact a student’s ability to learn 

literacy skills, it is imperative to establish whether or not a causal relationship can be 

drawn between the personal/social domain and the acquisition of prereading abilities.  

According to Curtis, Van Horne, Robertson, and Karvonen (2010), a direct correlation 

can be drawn between the implementation of a positive behavioral prevention program 

and a decrease in behavioral referrals.  It would follow that this decrease in referrals 

would indicate an increase in student achievement, since students would remain in class 

receiving instruction rather than outside the classroom serving consequences for 

inappropriate behaviors.  However, that relationship was not drawn from their study.  

Although the study did not draw this causal relationship, it is known that self-regulatory 

skills are essential and necessary for future achievement (Liew, 2012).  Miles and Stipek 

(2006) found that in early grades, higher pro-social behaviors could predict later literacy 

achievement, but literacy achievement would not predict later social skills. This is 
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significant because it suggests that if educators improve upon a student’s behavior, they 

can impact literacy skills. 

Federal regulations require Head Start programs for students from low 

socioeconomic backgrounds who tend to lag behind their more affluent peers in literacy.  

The educational purposes of Head Start include helping children grow intellectually, 

socially, and emotionally (The National Association for the Education of Young 

Children, n.d.). By first grade, students who lack the ability to pay attention or control 

their behavior experience more difficulties with peers and teachers (Liew, 2012).  

According to Liew (2012), there is a strong connection between effort control and later 

academic achievement. 

School Readiness 

 It is generally recognized that students will not be successful in school without 

some degree of school readiness (Marzano, Pickering, & Pollack, 2001).  School 

readiness has traditionally included (a) fine motor skills such as those needed to secure a 

button or color a picture, (b) gross motor skills such as those needed to hop on one foot, 

(c) memory skills such as those needed to name colors or letters, and (d) attention skills 

such as those needed to pay attention long enough to paste a craft together (Grissmer, D., 

Grimm, K., Aiyer, S., Murrah, W. & Steele, J., 2010; Shepard, 1997).  In the 1980s, the 

concept of “youngness” was promulgated.  It was believed that students could become 

ready to learn when given the gift of time.  When students appeared to lack the skills 

identified as readiness skills, they were typically retained in kindergarten in order to 

overcome their young behaviors.  It was found, however, that age was less of a factor in 

determining readiness than was socioeconomic status.  Further, it was found that 
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disparities associated with youngness were not apparent by the time students entered third 

grade (Shepard, 1997).   

 Many states have created initiatives to fund preschool initiatives in order to foster 

student success.  This educational reform has in fact led to large-scale improvement in 

student achievement in later years (Mashburn & Henry, 2004).  In 1998, National 

Education Goals were standardized by Congress.  Included in these goals was the ideal 

that every child should begin school ready to learn (Mashburn & Henry, 2004).  Among 

the recommendations for early learning achievement are assessments that measure 

language and communication as well as cognitive, social-emotional, and physical well-

being (National Education Goals Panel, 2000).   

Brain Research and School Readiness 

Stress can affect the brain in negative ways that directly impact learning and 

memory.  The hippocampus and prefrontal cortex, as well the amygdala and cingulate, 

are thought to play a role in stress-related emotional symptoms.  Stress hormones such as 

cortisol and norepinephrine can dysregulate these parts of the brain, causing difficulty in 

paying attention, learning, and recalling (Bremmer, 2004).  The amount of gray matter of 

the brain peaks between approximately ages nine and 11.  Development of the white 

matter in the brain can continue to develop beyond adolescence. The white matter 

connects the portions of the brain and enables efficient communication between the 

prefrontal cortex and the subcortical region, the portion of the brain that allows for 

regulation of thoughts and emotions. These areas of the brain are highly plastic and are 

vulnerable to poorly managed stress and prolonged periods of high allostatic load 

(Davidson et al., 2012).  Individuals with weak executive functioning have been found to 
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have greater difficulty regulating emotions and concentrating on tasks (Davidson et al., 

2012). 

Research shows that one of the best predictors of success in life is executive 

function.  Executive function is a collection of higher-order mental abilities that help 

people to deal with confusing and unpredictable situations and information (Tough, 

2012).  Experiences in life can have a great impact on a person’s ability to develop these 

executive functions.  When the body is stressed in any way, the brain does not 

differentiate whether the stress is life threatening, imminent, or imagined.  It sends out 

stress hormones to the entire body.  Since the HPA (hypothalamic–pituitary–adrenal) axis 

is not equipped to deal with long periods of stress associated with modern times, it 

becomes overloaded.  This overload is known as the allostatic load (Tough, 2012).  The 

ability to keep many thoughts in one’s head at the same time is critical for successful 

learning.  This executive function of the brain can be impaired by extended periods of 

high allostatic load (Tough, 2012).  An attempt at regulating this load must be made at an 

early age because beginning in early adolescence, feelings of connectedness and social 

relationships can have dramatic implications on students’ school experiences. 

(Lemberger, Selig, Bowers, & Rogers, 2015). Poor executive function has been 

associated with several problems, including attention-deficit/hyperactivity disorder, 

depression, drug abuse, and antisocial behavior (Tang, Yang, Leve, & Gordon, 2012). 

Executive function can be broken down into smaller functions including 

inhibition, working memory (WM), flexibility, planning, fluency, and concept formation 

(Monette, Bigras, & Guay, 2011).  A study of brain function and achievement in 

kindergarten students indicated that WM and inhibition serve as predictors of 
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achievement.  Kindergarten students who demonstrated increased WM and inhibition 

were assessed at the end of grade 1.  These students had increased achievement in both 

math and reading/writing (Monette, Bigras, & Guay, 2011). Hughes and Ensor (2011) 

found that by improving a preschool child’s executive function, one could influence his 

or her self-concept, behavior, and academic achievement.   

Recognizing the impact of brain research on academics provides a framework for 

discovering solutions to certain challenging behaviors.  Youth in low-income, urban 

communities, for example, are at risk for a range of negative outcomes related to stress, 

including social-emotional difficulties, behavior problems, and poor academic 

performance (Mendelson et al., 2010).  In fact, as many 25% of impoverished youth face 

academic and social difficulties, a significantly higher percentage than that of children 

who do not live with similar obstacles (Keenan, Shaw, Walsh, Delliquadri, & Giovanelli, 

1997).  Thus, when counselors teach children to self-regulate, they can essentially 

increase their ability to achieve academic success.  A full understanding of executive 

function and its importance in the learning process sheds light on the important role the 

school counselor plays as an educator.   

As young students begin to engage in learning, they enter a realm of new 

experiences that can cause stress.  Stress can cause physiological changes in the body that 

manifest as dysregulation of the brain (Tough, 2012). By understanding the impact of this 

stress on the regulation of brain activity, and in turn on proper focus, concentration, and 

memory, the school counselor can recognize the need for interventions that help students 

master new expectations at the earliest possible point.   
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Self-Efficacy, Self-Regulation, and School Readiness 

 An integral component of readiness is self-efficacy.  Self-efficacy refers to an 

individual’s belief that he or she is capable of performing a given task.  Whereas self-

esteem and self-concept usually carry social and emotional connotations, the concept of 

self-efficacy generally refers to a student’s belief in his or her own academic abilities 

(Bong, Cho, Ahn, & Kim, 2012).  A student with a high degree of self-efficacy becomes 

a self-regulated learner because he or she develops a belief in his or her own ability.  This 

“I can” attitude leads to volition, or persistence to follow through.  This in turn leads 

students to become ready as learners who are able to tackle tasks and sustain effort 

(Randi, 2009).  As learners’ self-efficacy increases, their stamina to perform on tests or 

maintain reading in content areas also increases.  These are tasks that often require 

learner independence and self-regulation skills, and are signs of successful students 

(Randi, 2009).  Daki and Savage (2010) found that students with a history of reading 

difficulties present with poor self-concepts, low motivation, and expressed feelings of 

hopelessness.  By introducing interventions to increase these psychological indicators of 

self-efficacy, the researchers noted increased reading achievement.  Another factor in 

adjustment to school and classroom success is self-regulation, which refers to a child’s 

ability to regulate emotion, attention, and behavior (Bierman, Nix, Greenberg, Blair, & 

Domitrovich, 2008; Howse, Calkins, Anastopoulos, Keane, & Shelton, 2003; McClelland 

et al., 2007).   

Students who experience lower proficiency in reading than their peers are more 

likely to view school as a hostile environment (McIntosh, Sadler, & Brown, 2012). They 

are also less likely to receive positive reinforcement from their teachers, or other positive 
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reinforcers, such as good grades and praise (McIntosh et al., 2012).  In sharp contrast, 

these students tend to be the recipients of corrective feedback leading to feelings of social 

isolation and incompetence.  These experiences can lead to disruptive patterns of 

behavior and social withdrawal, as well as limited academic achievement (Filter & 

Horner, 2009).  

Executive function is essential if students are to achieve academic success 

(Alloway & Alloway, 2010; Duckworth & Seligman, 2005).  Children with the weakest 

executive function are those who benefit the most from intervention (Flook et al., 2010; 

Karbach & Kray, 2009).  If early intervention is implemented to lessen the gap in 

executive function of children, then disparities in school readiness and academic 

achievement should be lessened as well (Diamond, 2012).   

Student Engagement and School Readiness 

Student engagement can be defined as multidimensional and can be viewed as a 

process rather than as an outcome (Perdue et al., 2009).  Research suggests that student 

engagement is a product of affective, behavioral, and cognitive dimensions (Fredricks, 

Blumenfeld, & Paris, 2004; Jimerson, Campos, & Greif, 2003).  School engagement is a 

key factor in student achievement and can lead to a decrease in the risky behaviors often 

associated with dropping out (Carter, McGee, Taylor, & Williams, 2007; Fredricks et al., 

2004; Hill & Werner, 2006; Jimerson et al., 2003; Sinclair, Christenson, Lehr, & 

Reschly-Anderson, 2003).  In addition, student engagement as early as the third grade can 

be a direct indicator of later student drop-out (Estelle & Perdue, 2013).  Distal 

experiences in first grade that lead to a trajectory of disengagement can be more 

impactful than proximal experiences in adolescence that may serve as symptoms, rather 



 

 28 

than causes, of the process leading to dropping out (Perdue et al., 2009).  Improving 

student engagement at the earliest possible point can improve the student’s ability to 

achieve in later years and can decrease the likelihood that the student will eventually drop 

out of high school (Henry, Knight, & Thornberry, 2012).  One study showed that school 

engagement in the first grade, as measured by the classroom teacher, had a direct 

relationship with achievement in both mathematics and reading in the fifth grade.  

Similarly, students who exhibited externalizing behaviors such as disruptive, inattentive, 

and noncompliant behaviors scored substantially lower on standardized test scores 

(Bodovski & Youn, 2011).  In fact, behaviors consistent with student engagement, such 

as greater level of attention, task persistence, and active participation, have a strong 

association with increased standardized test scores, even independent of cognitive ability 

and prior basic skills (Bodovski & Youn, 2011).   

Evidence links hyperactivity, inattention, and aggression to decreased academic 

achievement (Barna & Brott, 2011). This review also suggests student attention, 

commitment to school, and social and problem-solving skills are strongly associated with 

academic achievement (Barna & Brott, 2011).  These skills are considered to be “social 

enablers,” or attitudes and behaviors that allow students to be successful in the classroom 

(DiPerna & Elliott, 2002).  Further, a direct link exists between a student’s engagement 

and the student’s academic success (Klem & Connell, 2004). 

School Counselors and Multitiered Systems of Support 

 Response to Intervention (RtI) and other multitiered intervention systems are 

being adopted nationwide with increasing frequency to increase academic achievement 

for all students (Burns et al., 2013).  As schools implement RtI as a process for 
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identifying deficiencies and implementing interventions, the school counselor can take an 

active role in students’ academic achievement.  The RtI process specifies three levels of 

intervention for children. The first is the universal intervention, used for all students.  As 

students are identified for specific deficiencies, however, they can receive more targeted 

strategies aimed at ameliorating these issues.  Finally, students who demonstrate severe 

risk indicators and who will benefit from coordinated services from multiple providers 

fall into tier three (Perdue et al., 2009). School counselors are essential leadership 

personnel in this process (Ryan et al., 2011).  By providing universal prevention 

programs that focus on student engagement and pro-social behaviors, the school 

counselor fosters the development of skills that have been proven as those leading to 

increased achievement.  Further, the school counselor who can identify and assist the 

classroom teacher in working with students who need more targeted assistance serves two 

important purposes. First, the counselor helps these at-risk students to become more 

engaged learners. In addition, the counselor takes on the important task of developing 

relationships with staff and administration and develops the reputation of school leader 

(Lapan, Gysbers, & Kayson, 2007).  The American School Counselor Association 

concurs that the school counselor is an integral member of this team, stating that the 

implementation of a comprehensive school counseling program aligns with the 

multitiered systems of support process. (ASCA, 2014).   

School Climate and Student Achievement 

     A consistent question in the realm of social readiness involves school climate.  

School climate is defined as the shared beliefs, values, and attitudes that shape 

interactions between the students, teachers, and administrators (Mitchel, Bradshaw, & 
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Leaf, 2010).  School climate is often a targeted area of change when striving for school 

reform. An improved climate is expected not only to increase school-level variables, but 

also to increase student achievement. When referring to social readiness as an indicator of 

potential school success, educators question whether or not an improved school climate 

can increase a student’s social readiness skills. A positive school climate would include 

indicators such as, perceptions of safety, belonging and positive peer relations (Mitchel, 

et. al., 2010).  Results of a study conducted by Curtis et al. (2010), indicated that by 

implementing a positive school climate program, students lost fewer days of instruction 

due to in-school and out-of-school suspension because the program led to fewer 

behavioral referrals.  This would indicate that the inclusion of such a program would 

have a positive impact on student achievement.  Another study by Sink and Stroh (2003) 

examined whether or not comprehensive guidance programs in elementary schools truly 

make a difference in academic achievement. This study involved counselor-delivered 

programs aimed at improving school climate and teaching school readiness skills such as 

listening, social skills, and self-efficacy.  The findings suggest that teaching social skills 

to young children increases their levels of academic achievement (Sink & Stroh, 2003).  

A meta-analysis of universal social-emotional behavioral programs indicates that when 

implemented with fidelity, there is a positive impact not only on pro-social behaviors, but 

also on academic achievement (Sklad, Diekstra, DeRitter, & Ben, 2012).  One suggested 

method of increasing pro-social behaviors is the use of story telling.  Telling and retelling 

stories within a supportive context helps students create more choices for positive 

behavior while bolstering their self-perception (Eppler, Olsen, & Hidano, 2009). 

A similar study explored the relationship between peer relationships and school 
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success (Perdue et al., 2009).  The study found that the quality of the child–parent 

relationship, academic achievement, social skills, as well as demographic elements of a 

child’s experience during elementary school are all related to school engagement.  

Specifically, the study indicates a direct correlation between the quality of the early 

elementary student’s peer relationships and his or her school engagement.  

Miller and Pedro (2006) stressed that when assessing the type of climate that 

encourages student success, mutual understanding and mutual respect are key factors.  

The teacher who adopts the role of “interactionist” by encouraging interaction and 

cooperation in the classroom and respecting his or her students and the students’ needs, 

and who also designs activities based on learning goals and builds positive discipline 

based on self-control and responsibility of the students, will yield the highest student 

achievement results (Djigic & Stojikjkovic, 2011). 

The National Panel on Reading and School Readiness 

Despite evidence that social skills and school climate are at the very least 

important components of reading achievement, the National Reading Panel (2000) was 

completely silent on these topics.  The Panel’s focus centered on instruction in 

alphabetics, fluency, and comprehension.  The Panel did not address the importance of 

helping students become ready to receive this instruction, nor did it address the 

importance of skills such as attentiveness and listening comprehension as precursors to 

academic achievement in literacy (National Reading Panel, 2000).  The National Institute 

for Literacy developed a guide for teachers of young readers.  This manual is based upon 

the Panel’s assertion that alphabetics, fluency, and comprehension are critical skills for 

instruction of reading (Armbruster, Lehr, & Osborn, 2000).  While phonemic awareness, 
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for example, is deemed a teachable and necessary skill, there is no mention of the basic 

social skills that would increase the likelihood that a student would be able to benefit 

from such instruction.   

Reading Initiatives in Florida 

Just Read, Florida! is a statewide reading initiative that provides support and 

direction in the instruction of reading for schools, volunteer organizations, and 

community groups.  Just Read, Florida! is based on the latest reading research that 

includes emphasis on phonemic awareness (knowing that words are made up of sounds), 

phonics (the link between sounds and letters), vocabulary (what words mean and how to 

say them), fluency (the ability to read words accurately and quickly), and comprehension 

(the ability to understand what is read; Florida Department of Education, 2015).  Just 

Read, Florida! is authorized by Florida State Statute 1011.62 as well as several State 

Board Rules (Florida Department of Education, 2015).  Although this initiative provides 

pertinent information to parents and educators on methods, research, and assistance, it is 

also silent on the impact of social and emotional learning on the instruction of reading 

(Florida Department of Education, 2015). 

Student Success Skills and Ready to Learn 

School readiness is a focus of early childhood educators.  It is important that 

students have the necessary social skills, including listening, attending, and focusing, to 

develop as learners of literacy and mathematics.  One evidence-based guidance 

intervention that has been shown to increase these indicators is Student Success Skills 

(SSS; Carey, Dimmitt, Hatch, Lapan, & Whiston, 2008; Villares, Lemberger, Brigman, & 

Webb, 2011).  This program supports academic learning and is designed for students in 
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Grades 4 through 10.  The SSS classroom program is an evidence-based and 

comprehensive initiative that is led by the school counselor.  It fosters development in the 

areas of cognitive/academic, personal/social, and self-management skills in students 

(Brigman & Webb, 2010).  An outgrowth of the SSS program is the Ready to Learn 

(RTL) program (Brigman et al., 2008).  This program aims to provide a school-wide 

intervention for students in prekindergarten, kindergarten, and first grade.  The goal of 

the program is to develop skills that will ultimately lead to increased student 

achievement.  These skills include attending (e.g., listening, paying attention, following 

rules, and staying on task), listening comprehension (e.g., understanding the main idea), 

and social skills (e.g., self-regulating skills, demonstrating persistence, and working 

cooperatively with others).  These skills are developed through counselor-led lessons 

based on stories included in the lessons.  The lessons are delivered once each week over a 

5-week period.  According to Brigman and Webb (2010), there are consistent and 

significant positive findings linking these skills to future student achievement.  The RTL 

program uses story telling, story re-telling, positive coaching, and peer reporting.  The 

program utilizes stories about “Fuzzy” (a caterpillar who later becomes a butterfly) to 

foster improved skills and to encourage positive pro-social behaviors. 

 When determining the proper intervention program to increase the likelihood of 

long-term student success, there are many considerations.  Most students recall their 

kindergarten year fondly (Sink, et. al, 2007).  This is most likely because kindergarten 

classrooms are generally geared toward the developmental needs of the student.  It is at 

the transition to first grade, however, that academic demands become more of a part of 

the student’s educational experience.  First grade is normally when more formalized 
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learning begins.  This juncture presents an opportunity to introduce an intervention that 

focuses on the social needs of the student while also providing skills that have been 

shown as necessary for academic success.  In addition, this transition between a 

developmentally sound environment and one driven by high-stakes accountability 

provides the school counselor with an opportunity to provide the services based upon 

ASCA standards.  If the effects of this intervention can be quantified by using measurable 

outcome data, then the counselor’s efforts can be shown to support the school’s ultimate 

mission—to increase student achievement.  The RTL curriculum fulfills all of these 

requirements.  This is an evidence-based program that is specifically geared to the first 

grade student.  It is a program that focuses on increasing a student’s ability to pay 

attention, listen effectively, and interact in a pro-social manner.  The RTL program 

incorporates the skills, delivered by a highly qualified counselor, that are expected to 

increase the long-term success of students. By utilizing story telling, story re-telling, 

modeling, peer reporting, and encouragement, the counselor sets the stage for a 

cooperative experience that enhances each child’s ability to learn (Brigman & Webb, 

2003). RTL is a social-emotional learning curriculum that is appropriate for students in 

prekindergarten, kindergarten and first grade (Brigman, et. al., 2008). 

Social-Emotional Learning Programs in Schools 

 A review of 213 studies, involving 270,034 children, determined that social-

emotional learning (SEL) programs were effective in kindergarten through Grade 8 

(Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011).  When the results of these 

studies were synthesized, the programs were found to have a positive effect on students.  

Specifically, students who received instruction using one of the SEL curricula examined 
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in this study demonstrated increased social-emotional skills, more positive attitudes 

toward self and others, more positive social behaviors, fewer conduct problems, lower 

levels of emotional distress, and better academic performance.  According to this meta-

analysis, the effect size for social and emotional skill performance was .69 (Durlak, et. 

al., 2011).  The study also found that students increased an average of 11 percentile 

points on standardized academic test scores after they received instruction in one of the 

study’s SEL curricula.  This study further asserted that the SEL programs that had the 

largest impact followed the SAFE acronym in their composition.  This means that the 

interventions practices were  Sequenced, Active, Focused, and Explicit. This acronym 

exhibits the four criteria that SEL programs must meet in order to be effective.  First, the 

program must be sequenced.  It must have a definite beginning and then must follow a 

step-by-step pattern.  Next, the program must use an active form of teaching.  In the case 

of RTL, this would include the students’ use of story re-telling and using appropriate 

questioning techniques.  The third criteria is that the program must focus a sufficient 

amount of time on the social and emotional aspects of learning.  Finally, the program 

must be explicit in the specific social and emotional skills it teaches.  The RTL program 

encompasses all of these components to create an atmosphere where social and emotional 

growth are valued and fostered (Payton et al., 2008). 

Meta-analysis of School Counselor Impact on Student Achievement 

A meta-analysis of several counselor interventions yielded positive results 

regarding their impact on student achievement (Villares, Webb, & Brigman, 2010).  In 

Grades 4 through 10, SSS was found to improve both reading and math by strengthening 

cognitive skills, social skills, and self-management skills.  This study found that the three 
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keys to building resilience and reducing school failure are skills (cognitive, social, and 

self-management), attitudes (healthy optimism, solution-focused, and kaizen), and 

climate (caring, support, and encouragement).  The SSS program is recognized as an 

evidence-based counseling intervention (Brigman & Webb, 2003; Brigman et al., 2007; 

Villares, Frain, Brigman, Webb, & Peluso, 2012; Webb, Brigman, & Campbell, 2005).  

Included in this meta-analysis were three independent reviews of the SSS program.  

These included National Center for School Counseling Outcome Research, the National 

Panel for Evidence-Based School Counseling, and the Best Evidence Encyclopedia 

(Villares, et. al., 2012).  Overall, the Student Success Program was found to be effective 

because it has a high impact on student achievement, uses funds efficiently, and uses time 

effectively. Some of the key strategies incorporated in the SSS program are goal setting; 

progress monitoring; success sharing; providing a caring, supportive, and encouraging 

environment; memory and cognition building; teaching students to perform under 

pressure; and providing a sense of healthy optimism. The process of monitoring 

behaviors and tracking the corresponding sense of well-being provides a means to 

practice self-regulating skills and to encourage others to do the same.   

 An independent panel reviewed the data from three studies included in this meta-

analysis.  The findings of the panel were that SSS did have a positive effect on student 

achievement in both math and reading (Carey et al., 2008). According to the panel, 

continued research that links SSS directly to metacognitive skills, school behavior, self-

regulation skills, and self-management skills could moderate or mediate the impact of the 

SSS program on academic achievement.  The panel found that the effect sizes of SSS on 

academic achievement would be considered small.  However, the panel further asserted 
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that the teaching of specific skills in the SSS program would likely yield significantly 

higher effect sizes. (Carey et al., 2008). 

Previous RTL Research 

 RTL (Brigman et al., 2008) is an outgrowth of the SSS program that teaches 

foundational readiness skills that are built upon in later programs. This program is 

designed for students in prekindergarten through first grade.  This five-lesson curriculum 

aims to provide a school-wide approach to systematically teaching foundational learning 

and social skills.  Research findings similar to those found with SSS were evident in the 

RTL Program (Brigman & Webb, 2010).  In the studies surveyed, kindergarten students 

who had received the RTL intervention scored significantly higher on measures of 

listening comprehension and behavior than did a comparison group who did not receive 

this intervention.  Similarly, students who received this intervention in prekindergarten 

showed higher levels of listening comprehension, behavior, and attending skills than the 

control group.  The RTL program focuses on the skills that are most associated with 

school readiness: attending, listening, and social skills (Brigman & Webb, 2010).  

 One study of RTL (Brigman & Webb, 2003) indicates that entire classrooms can 

be instructed in prerequisite skills for learning and that these skills can be transferred to 

increased achievement.  These prerequisite skills include attending, listening and 

behavior.  This study was conducted with students in 12 Kindergarten classrooms. Six 

classrooms received the RTL treatment, and 6 other classes were used as comparison 

classrooms.  The results of the study demonstrated statistically significant increases in 

both listening comprehension and behavior for the treatment group (Brigman & Webb, 

2003). 
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 A second study of RTL (Brigman, Lane, Lane, Lawrence, & Switzer, 1999), 

involved students in preschool classrooms.  Teachers in five classrooms used the RTL 

curriculum, while teachers in the five comparison classrooms did not.  It was not 

surprising that all students in the study showed an statistically significant differences in 

attending, behavior and social behavior and one rating of listening comprehension 

(Brigman, et. al., 1999).  This study indicated that RTL had a positive and significant 

effect on the skills that impact learning.  The study did not, however, provide information 

on whether these increases would have a long-term impact on these students’ future 

school success (Brigman, et. al., 1999).  

Learning Theories Associated With Ready to Learn 

 A review of the concepts and skills taught in the RTL program reveals that the 

RTL program is rooted in several psychological theories.  Social learning theory 

(Bandura, 1977) purports that people learn from one another.  This theory is exemplified 

in the modeling and cueing practices of the RTL program.  Through these activities, 

students develop as a community and gain insight into their own strengths as they 

observe and interact with their peers.  Through the program’s instruction in cognitive, 

social, and self-management skills, the student reaches higher levels of self-efficacy and 

healthy optimism, leading to increased academic achievement. 

Another theory embedded within this program is Vygotsky’s social development 

theory, which posits that through modeling, children can learn difficult tasks without 

explicit instruction (Randi, 2009).  According to this theory, children learn social 

interaction skills first to communicate but later to demonstrate higher-order thinking.  

Through the RTL program, teachers and counselors model behaviors that students will 
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use in their own interactions.  Through the experiences of Fuzzy, children can learn to 

interpret and react to social and relational cues without the need for direct lessons.  

Instead, it is through the actions of others that students become aware of and competent 

in the nuances of appropriate interaction. 

 From an Adlerian perspective (Lemberger & Nash, 2008), people are socially 

embedded, goal directed, and creative.  The RTL program focuses on these constructs 

through the encouragement circle and through the social skills taught throughout the 

program.  Through RTL, students learn to encourage each other and help each other to 

grow as students. 

 The wellness theory (Cowen, 1991; Meyers & Sweeney, 2008; Meyers, Sweeney, 

& Witmer, 2000) views all human wellness as an optimal state of being, based on the 

interrelatedness of body, mind, spirit, and social interactions.  According to this theory, 

any of these components of wellness will impact the others.  To achieve the optimal state 

of wellness, all of the components must be nurtured.  The RTL program fosters positive 

social interactions, self-regulation, calming techniques, and positive mood.  These are all 

components of the wellness theory.   

 Solution-focused psychology (De Shazer, 1985; Franklin, Biever, Moore, 

Clemons, & Scamardo, 2001) engages behavioral and cognitive techniques to elicit 

change.  Similarly, RTL uses various techniques to encourage small but positive changes 

in young learners to impact social skills and academic abilities. 

 A final theoretical basis of this program is narrative psychology (White & Epston, 

1990).  This theory views people as storytellers whose stories will help determine their 

future.  The use of story telling and story re-telling in the RTL program encourages 
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children to become comfortable in telling their stories.  It also allows them to learn how 

and when to ask questions, creating a sense of not only monological, but also dialogical, 

conversation. 

Conclusion 

Counselors face the struggles of meeting state- and federal-mandated criteria for 

measuring student progress.  They are forced to examine current practices to determine if 

what they are doing is truly aligned with the goals of schools.  If the overarching goal of 

a school is to increase student achievement, and if this achievement is measured by 

means of standardized test scores, then how are school-counseling interventions 

impacting these scores?  Many professional school counselor-led interventions are aimed 

at impacting achievement-related data. It is therefore important to draw a connection  

between outcome data related to these interventions and student achievement data.  The 

forces that fund educational initiatives must focus on those educational components that 

can be proven to show significant and direct impact upon student achievement.  

Evidence-based approaches, such as the SSS curriculum, which includes the RTL 

program, have been shown to provide the direct results that are necessary for impacting 

these gains.  Specific research indicates RTL is an intervention that improves students’ 

behavior, listening and attending skills (Brigman, et. al., 1999; Brigman & Webb, 2003).  

If counselors are to become part of the educational solution, they must use programs and 

deliverables that will impact the skills associated with student success.  Counselors and 

counselor educators must continue to focus on outcome data to drive the profession 

toward a solution-focused and results-driven component of every school system.  This 

study aimed to show the direct impact of RTL on first grade students.  It served to 
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establish a direct correlation between instruction of academic enablers and reading 

progress.  

 In the following chapter, the author discusses the methodology used in this study.  

The chapter includes information about the sample, study design, research questions, and 

hypotheses.  The chapter also outlines particular safeguards put in place to ensure 

treatment fidelity, including training, provisions to ensure interrater reliability, weekly 

check-ins, and a program timeline.  Finally, the chapter discusses the two instruments 

used as dependent variables. 
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III. METHODS 

The purpose of this study was to evaluate the impact of implementing a 

professional school counselor–led intervention, the Ready to Learn program, on the 

reading achievement and pro-social skill development of first grade students.  The study 

also evaluated the impact of providing a school counselor–led intervention on academic 

achievement. 

Sample 

 The sample of this study included 233 participants: 136 in the treatment group 

and 97 in the comparison group.  Students were selected from first grade classrooms in 

one large school district in Southeast Florida. This district is the largest fully accredited 

school district in the United States.  The district was last acceddited by AdvancEd in 

2011 (School Board of Broward County, Forida 2016).   It is also the sixth largest district 

in the country (School Board of Broward County, Florida, 2016).  During the 2015–2016 

total student enrollment the district included 268,836 students.  These enrollments 

included 1336,778/50.9% white, 109.236/40.6% African American, 10,001/3.7% Asian, 

2,822/1% Native American, 523/.2% Pacific Islander and 9,476/3.5% multiracial, as well 

as 84,785/31.5% ethnically Hispanic and 184,051/68.5% ethnically non-Hispanic.  The 

district serves students from 204 countries with 130 languages represented (Broward 

County Schools, 2016).  This study included four elementary schools from within this 

district. After receiving approval from the university’s Instructional Review Board, this 

researcher completed the school district’s Instructional Review Board application.  On 
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the application, the researcher suggested six schools for the study.  The schools were 

suggested because they have similar demographics and they are in geographical 

proximity to each other.  This made travel among the schools for site visits more 

efficient.  The four schools were selected for the study were chosen from this pool of six 

schools by the school district’s Instructional Review Board.  The first two principals who 

responded to the researcher’s request to conduct research were selected as the treatment 

schools.  The remaining two schools became the comparison group.  All four schools are 

similar in demographic composition, including breakdown of ethnicity and 

socioeconomic status.  Table 2 represents demographic information for each of the 

selected schools. 

Table 2  

Demographic Breakdown of Four Study Schools First Grade Students 

 
T M F WNH B H A N M SWD ELL FRL 

School A* 107 55 52 9 27 54 14 0 3 14 21 56 
School B* 87 50 37 17 26 37 4 0 3 19 6 42 
School C 177 96 81 18 52 91 11 1 4 32 27 90 
School D 84 44 40 7 30 36 8 0 3 18 19 40 

Note. * = Treatment Schools; T = Total number of students; M = Male; F = Female; 
WNH = White Non-Hispanic; B = Black; H = Hispanic; A = Asian; N = Native 
American; M = Multiracial; SWD = Students with disabilities; ELL = English Language 
Learners; FRL = Free and Reduced Lunch. 

 

Study Design 

 This study was a quasi-experimental research design.  The statistical method used 

to examine the data was an Analysis of Variance (ANOVA).  An ANOVA measures the 

mean differences between groups of two or more levels of an independent variable on 

one dependent variable (Heppner & Heppner, 2004) .  The first analysis of variance 

(ANOVA) was used to test the independent variable, using RTL, with seven dependent 
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variables: reading skills, as measured by the Rigby Running Records assessment, and 

pro-social behavior indicators, as measured by the six subscales of the CBS assessment, 

aggressive with peers (AG), excluded by peers (EP), hyperactive and distractible (HD), 

pro-social with peers (PP),  asocial with peers (AS), and anxious and fearful (AF).  

Success was based upon an increase in reading skills as measured by the Rigby Running 

Records, as well as by a decrease in aggressive with peers (AG) behaviors, a decrease in 

excluded by peers behaviors (EP), a decrease in hyperactive and distractible behaviors 

(HD), and increase in pro-social with peers behaviors (PP) a decrease in asocial with 

peers behaviors (AS), and a decrease in anxious and fearful behaviors (AF).pro-social 

behaviors. 

An a priori power analysis was conducted using the G*Power program (Faul, 

Erdfelder, Lang, & Buchner, 2009) to determine an appropriate number of participants 

for the study.  Anticipating a medium of .5 (Cohen, 1988), and inputting an alpha level of 

.05 and power level of .80, the program yielded a minimum sample size of N = 128 

participants.  In order to account for attrition and to secure the highest level of 

confidence, this study recruited four schools, each with approximately 100 first grade 

students. More students than necessary were invited to participate in the study; however, 

only 236 students returned consent forms and of these, only 233 students were present for 

both windows of the study.  Of the 233 students, 136 were in the treatment group and 97 

were in the comparison group. 

Effect Size 

 This study attempted to find the effect size of RTL (Brigman et al., 2008) on pro-

social behaviors and reading skills.  The effect size refers to the statistical significance of 
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any variance between the treatment and comparison group.  It also indicates whether or 

not this significance is of value in the field (Cohen, 1988).  This allows the reader of the 

study to determine the practical value of the results obtained (Kline, 2004; Sink & Stroh, 

2006).  The effect size was calculated by determining the standardized difference 

between the treatment and comparison groups, and then dividing this difference by the 

pooled standard deviation of the entire group’s standard deviation (Cohen, 1988; Sink & 

Stroh, 2006).  This resulted in Cohen’s d result.  In this study, the effect size was 

determined by using the partial eta-squared statistic found in SPSS.  This method 

determined the measure of practical significance that RTL has on pro-social behaviors 

and reading skills.  According to Sink and Mvududu (2010), when using the partial eta 

squared formula for determining effect size, .14 is considered strong, .06 is considered 

medium and .01 is considered low. This researcher anticipated an effect size of .06, 

which is considered a medium effect size (Sink & Mvududu, 2010). 

Program Delivery 

 First grade students from two different elementary schools received the RTL 

program as the intervention in this study.  To ensure equity, counselors from the 

comparison group were also trained and were encouraged to deliver this intervention after 

the study timeline.  Confidentiality was ensured through a coding method.  The coding 

identified the school as either 1, 2, 3, or 4; classroom as either A, B, C, or D; and student 

by numbers 1 through 25.  This coding method protected the identify of all participants in 

the study.  The RTL program is a five-session curriculum that focuses on the skills and 

behaviors most predictive of long-term school success and achievement in reading and 

math.  The program focuses on stories involving “Fuzzy” the caterpillar.   
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Research Questions 

� Will students who receive the Ready to Learn (RTL) intervention demonstrate 

greater gains on the Rigby Running Records (Rigby, 2010) assessment of 

reading? 

� Will students who receive the Ready to Learn (RTL) intervention demonstrate an 

increase in pro-social behaviors as measured by the Child Behavior Scale (CBS)? 

Hypotheses 

Null Hypothesis 1: 

HO1:  There will be no statistically significant difference in reading scores as 

measured by the Rigby Running Records assessment of reading between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 1 

Alternative 1:  There will be a statistically significant difference in reading scores 

as measured by the Rigby Running Records assessment between first grade students who 

participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

Null Hypothesis 2 

HO2:  There will be no statistically significant difference in aggressive behaviors 

with peers as measured by teacher ratings on the AG subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 
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Alternative Hypothesis 2 

Alternative 2:  There will be a statistically significant difference in aggressive 

behaviors with peers as measured by teacher ratings on the AG subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 3 

HO3:  There will be no statistically significant difference in exclusion by peers as 

measured by teacher ratings on the EP subscale of the CBS between first grade students 

who participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

Alternative Hypothesis 3 

Alternative 3:  There will be a statistically significant difference in exclusion by 

peers as measured by teacher ratings on the EP subscale of the CBS between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Null Hypothesis 4 

HO4:  There will be no statistically significant difference in hyperactive and 

distractible behaviors as measured by teacher ratings on the HD subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Alternative Hypothesis 4 

Alternative 4:  There will be a statistically significant difference in hyperactive 

and distractible behaviors as measured by teacher ratings on the HD subscale of the CBS 
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between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 5 

HO5:  There will be no statistically significant difference in pro-social behaviors 

with peers as measured by teacher ratings on the PP Subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 5 

Alternative 5:  There will be a statistically significant difference in pro-social 

behaviors with peers as measured by teacher ratings on the PP subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

Null Hypothesis 6 

HO6:  There will be no statistically significant difference in asocial behaviors with 

peers as measured by teacher ratings on the AS subscale of the CBS between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 6 

Alternative 6:  There will be a statistically significant difference in asocial 

behaviors with peers as measured by teacher ratings on the AS subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 
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Null Hypothesis 7 

HO7:  There will be no statistically significant difference in anxious and fearful 

behaviors as measured by teacher ratings on the AF subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

Alternative Hypothesis 7 

Alternative 7:  There will be a statistically significant difference in anxious and 

fearful behaviors as measured by teacher ratings on the AF subscale of the CBS between 

first grade students who participate in the Ready to Learn program and students who do 

not participate in the Ready to Learn program. 

Training 

 Prior to beginning the study, counselors and teachers at the treatment schools 

participated in training.  Training included an overview of the RTL program, as well as 

instruction on the administration of the CBS.  Several examples of student behavior were 

used to practice use of this tool.  After several examples were discussed, teachers scored 

fictional student examples based on a description of classroom behaviors.  In order to 

account for reliability, teachers worked together to achieve interrater reliability. Fleiss’ 

kappa was used to determine the degree to which reliability had been achieved.  This is 

the statistical method for achieving interrater reliability when the researcher intends to 

establish consistency among several data collectors to ensure that the results are 

reproducible from one rater to the next (Balakrishnan, 2014).  Teachers whose scores did 

not achieve the identified degree of confidence were retrained until their measurements 

proved consistent with those of their peers.  Teachers also practiced administration of the 
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Rigby Running Records assessment.  Since this instrument is part of the school district’s 

regular assessment program, all teachers had already received training and had been 

monitored by school administration for interrater reliability. Teachers also received 

training on accessing and completing the online teacher check-in tool.  This tool 

measured program implementation fidelity.  Finally, teachers were provided an overview 

of the RTL program and instructed in cueing and modeling the key components of the 

program.  This researcher discussed the delivery model of the program including 

integrating the professional school counselor as part of the instructional team. 

Additional Training for Counselors   

 Counselors in the treatment schools received additional training in program 

implementation prior to delivering this program. Each of the counselors in the treatment 

schools met with the researcher for approximately three hours to complete an overview of 

the entire RTL program.  Because so much of the program’s success depends on the 

leader’s own modeling of the skills (Brigman et al., 2008), it was essential that the 

counselors were properly trained to deliver the program effectively. The training included 

proper delivery of the RTL intervention.  The program is manualized, with scripted 

lessons for each of the five segments of the program.  In addition, specific study 

procedures for counselors including the online counselor check-in tool were reviewed. 

Counselors in the comparison schools have been invited to participate in training so they 

can deliver this program to their students during the second part of the same school year. 

The Counselor Check-In Tool 

 The counselor check-in tool provided data regarding the extent to which the 

counselor implemented the lesson in each classroom.  The counselor chose from the 
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following menu of items for each of the classrooms: 

• I completed the entire lesson successfully. 

• I completed the lesson but with difficulty. 

• I began the lesson, but was unable to complete it. 

• I was not able to visit this classroom. 

The counselor had the opportunity to comment on the week in order to seek assistance or 

support, to explain any conditions that interfered with proper implementation, or to 

communicate any other concerns to the investigator.  Counselors who had completed 

100% of the lessons in each of their respective classrooms once each week were 

considered to have completed the lessons with high fidelity.  Counselors who had 

completed at least 70% of the lessons were considered to have completed the program 

with moderate fidelity and counselors who had completed between 50% and 70% of the 

lessons were considered to have completed the program with low fidelity. 

The Teacher Check-in Tool 

 The teacher check-in tool documented the degree to which the teacher used the 

program deliverables in his/her classroom during the week.  There are five teaching 

strategies in the program (Brigman et al., 2008), including student story re-telling, student 

story telling, encouragement council, peer reporting, and modeling-coaching-cueing.  The 

teacher documented the frequency that he or she utilized these strategies by choosing 

from the following menu items: 

• More than once each day 

• Once each day 

• Two to three times during the week 
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• Fewer than two times during the week 

The teacher indicated the extent to which he or she remained in the classroom during the 

lesson by selecting one of the following menu items: 

• I remained for the entire lesson. 

• I remained for most of the lesson. 

• I remained for only a short time. 

• I was not in the room during the lesson. 

The teacher also indicated the level of engagement of the students during the lesson by 

selecting from the following menu items: 

• My students were fully engaged in the lesson. 

• My students were partially engaged in the lesson. 

• My students demonstrated a low level of engagement during the lesson. 

• My students were not engaged during the lesson. 

Finally, the teacher was able to enter free responses in the comment box in order to 

communicate any concerns to the investigator.  Teachers who remained in the room 

during each lesson and who cued students more than once each day were considered to 

have completed the program with high fidelity.  Teachers who remained in the classroom 

during at least 70% of the lessons and who cued their students at least once each day 

were considered to have completed the program with moderate fidelity.  Teachers who 

remained in the room for at least 50% of the lessons and who cued their students at least 

two to three times per week were considered to have completed the program with low 

fidelity. 
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Program Timeline 

The program was implemented over a 15-week period.  This period included two 

assessment windows of five weeks each.  The assessment windows provided the 

necessary time for each teacher to provide an individualized assessment to each of the 

students in the sample. Table 3 illustrates the time line of the study. 

Table 3  

Timeline for RTL Study 

Activity Time Frame Number of Weeks 

Pretest Assessment 
Window 

8/31/15-10/5/15 5 

Treatment Week 1 10/5/15–10/9/15 1 

Treatment Week 2 10/12/15–10/16/15 1 

Treatment Week 3 10/19/15–10/22/15 1 

Treatment Week 4 11/2/15–11/6/15 1 

Treatment Week 5 11/9/15–11/13/15 1 

Posttest Assessment 
Window 

11/16/15–12/18/2015 5 

 

Instruments 

 Two instruments were used to evaluate the effectiveness of this program: the 

Rigby Running Records reading assessment (Rigby, 2010) and the Child Behavior Scale 

(CBS) (Ladd, et. al., 2009). 

Child Behavior Scale  

  Each student was assessed during the pre- and post-assessment periods using the 

CBS (Ladd, et. al., 2009).  This scale allows the teacher to rate the student on 58 items 
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regarding peer relations and student classroom behavior.  The teacher marked each item 

as 1 (doesn’t apply), 2 (applies sometimes), or 3 (certainly applies).  The teacher was 

instructed on the form to consider each item based on the child’s context with peers 

within the classroom setting.  The instrument has six subscales: Aggressive with Peers 

(AG: 7 items), Pro-social with Peers (PP; 7 items), Excluded by Peers (EP: 7 items), 

Asocial with Peers (AS: 6 items), Hyperactive and Distractible (HD: 4 items), and 

Anxious and Fearful (AF; 4 items; Nangle, Hansen, Erdley, & Norton, 2009).  The 

classroom teacher completed this instrucment twice for each student, once during the 

preassessment window and once during the postassessment window.  According to the 

teachers, they spent approximately 3 minutes completing each instrument.  In a 

longitudinal study, the CBS was found to be both valid and reliable on five of the six 

facets measured: AG, HD, AS, PP, and EP.  The CBS-AF scale was the least reliable and 

did not show the same consistent measures of validity as the other scales.  The alpha 

coefficients of the subscales ranged from .71 to .92 (Ladd, et. al., 2009).  This study 

considered the following six subscales: HD, AS, PP, EP, AG,  and AF. 

Rigby Running Records 

The Rigby Running Records assessment is an instrument already in place in this 

school district for measuring reading accuracy, fluency, and comprehension.  The district 

has established four assessment windows during which each student in the first grade is 

tested using the Rigby Running Records assessment (School Board of Broward County, 

Florida, 2014).  Running records are a commonly used assessment for measuring reading 

progress (Bean, Cassidy, Grumet, Shelton, & Wallis, 2002).  This type of assessment is a 

reliable method of measurement when students are tested with a minimum of three 
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passages (Fawson, Ludlow, Reutzel, Sudweeks, & Smith, 2006).  The test is administered 

orally and assesses accuracy and fluency, as well as comprehension strategies (Wilson, 

2005).  A running record is a test of contextual reading accuracy and student strategy use 

in which students read leveled connected passages under untimed conditions. The 

examiner typically makes a record of the types of errors (e.g., deletions, insertions, 

omissions) that each reader commits during oral reading (Fawson et al., 2006).  Teachers 

also use running records to identify reading behaviors of young children in context to 

guide selection of appropriate instructional interventions.  Running records are used as a 

benchmark or standards-based reading assessment across grade levels in elementary 

schools (Fawson et al., 2006).  An assessment survey by the State of Florida lists Rigby 

Running Records as a standardized reading assessment used for kindergarten through 

Grade 5 in one of its largest school districts (Florida Department of Education, 2015).  

Performance on the Rigby is used as the first promotion and retention criteria for first and 

second grade in this district, and can be used to establish good cause criteria for 

promotion in the fourth or fifth grades (School Board of Broward County, Florida, 2014). 

The classroom teacher administered the Rigby Running Records assessment to 

each student individually. Each test administration takes approximately 30 minutes to 

administer as the teacher assesses the student’s independent, instructional and frustration 

levels of reading.   The teacher showed the student the book and asked him or her to read 

the passage orally to the teacher.  As the student read, the teacher used the accompanying 

scoring sheet to record errors.  Table 4 represents the scoring of accuracy scale using the 

Rigby Running Records. 
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Table 4  

Scoring Rubric for Rigby Running Records (Rigby, 2010) 

1. Self-corrected words do not count as 
errors: run ran/student corrected. No Error                                                                                           

2. Substitutions—Write the miscue above 
the word: see (saw)  Error    

3. Omissions—Circle the words that 
students eliminate. Error                                                                                                

4. Insertions—Place a caret between words 
that student insert.  Error    

5. Repeating words.  No Error                                                                                   
6. Repeated errors are counted every time, 
unless it is a proper noun, which is 
counted only once.  

Error                             

7. Tolds—Teacher telling the student the 
words.  Error                                                                                     

8. Reversals—Count both words as errors: 
saw/the  the/saw Two Errors 

9. Dialectical—Not counted as an error. No Error 
10. Appeals—Write an A on top of the word 
and count as an error if your tell the child 
the word. 

Error  

 

 These errors were used to calculate a percentage score for the student’s accuracy 

in reading the passage.  The student’s reading accuracy rate was calculated by dividing 

the number of words read by the number of correct words.  The self-correction rate was 

calculated by adding the errors and the number of self-corrections together and then 

dividing them by the number of self-corrections.  A comprehension score was determined 

by the number of oral questions answered correctly for each leveled reader.  The 

comprehension questions are on the back of the score sheet that corresponds to the 

specific reader.  The teacher recorded these results using the specific coding assigned to 

each learner. 
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Summary 

This chapter provided an overview of the methods conducted for this study.  

Descriptions of the sample, dependent and independent variables, research questions, and 

hypotheses along with procedures, fidelity measures, and data analysis were included.  

The study results are presented in Chapter IV.  The outcomes and implications are 

discussed in Chapter V.
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IV. RESULTS 

In this chapter, the researcher discusses the results of the study including the 

statistical analyses used to evaluate each of the research questions and hypotheses 

generated for this study.  The report begins with descriptive statistics of the sample used, 

followed by a procedural check of the data for each of the instruments used.  Next, 

separate analyses of variance (ANOVA) are discussed to determine whether there is  

statistical significance noted between the treatment and comparison groups.  One analysis 

of covariance (ANCOVA) is reviewed to determine whether there is a statistical 

significance in reading skill posttests using pretest scores as the covariate.  Finally, effect 

sizes of using RTL with first grade students on specific subscales of the CBS are 

reported. 

Descriptive Data 

Prior to completing the statistical analysis necessary to determine the impact of 

RTL, a preliminary data check was performed using SPSS 22.0 for the accuracy of data 

entry, missing data, normal distribution of data, and outliers.   

The Child Behavior Scale 

The CBS was used as a teacher’s inventory of student behaviors before and after 

treatment in both the treatment and comparison schools.  This scale is beneficial when 

attempting to measure the impact of a specific intervention on students’ classroom 

behavior (Ladd, et. al., 2009).  The sample population included first grade students 

(N=233) from four elementary schools.  Two schools received the RTL treatment 
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(treatment group) and two schools did not receive any treatment (comparison group).  

Tables 5-7 represent the treatment and comparison groups on two of the six subscales of 

the CBS, including the means, standard deviations, and change scores. 

Table 5  

Treatment and Comparison Group Means, Standard Deviations, and Change Scores on 

the Aggressive with Peers (AG) and the Excluded by Peers (EP) Subscales of the Child 

Behavior Scale (CBS)  

 

 

 

Group 

 

 

 

N 

Aggressive with Peers (AG) Excluded by Peers (EP) 

Pretest 

M (SD) 

Posttest  

M (SD) 

Change 

+/- 

 M (SD) 

Pretest 

M 

(SD) 

Posttest 

M (SD) 

Change 

+/- 

M (SD) 

Treatment 136 1.10 

(.27) 

1.07 

(.18) 

-0.03 

(.29) 

1.13 

(.25) 

1.06 

(.18) 

-0.05  

(.28) 

Comparison 97 1.14 

(.23) 

1.18 

(.30) 

.05 

(.26) 

1.09 

(.22) 

1.14 

(.29) 

.05  

(.27) 

School 1* 78 1.11 

(.32) 

1.05 

(.11) 

-0.06 

(.31) 

1.18 

(.27) 

1.06 

(.17) 

-0.09 

(.32) 

School 2* 58 1.09 

(.18) 

1.10 

(.24) 

.02 

(.24) 

1.06 

(.19) 

1.06 

(.20) 

.00  

(.21) 

School 3 58 1.08 

(.19) 

1.16 

(.31) 

.07 

(.23) 

1.04 

(.14) 

1.11 

(.26) 

.07  

(.23) 

School 4 39 1.21 

(.26) 

1.22 

(.29) 

.00 

(.29) 

1.16 

(.29) 

1.19 

(.33) 

.02 

 (.32) 

Total 233 1.12 

(.25) 

1.12 

(.25) 

0.00 

(.28) 

1.11 

(.24) 

1.09 

(.24) 

-0.01 

(.28) 
Note.  N = Number; M = Mean; SD = Standard Deviation; * = Treatment School. 
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Table 6  

Treatment and Comparison Group Means, Standard Deviations and Change Scores on 

the Hyperactive and Distractible (HD) and the Pro-social with Peers (PP) Subscales of 

the Child Behavior Scale (CBS)  

 

 

 

Group 

 

 

 

N 

Hyperactive and 

Distractible (HD) 

Pro-social with Peers (PP) 

Pretest 

M (SD) 

Posttest  

M (SD) 

Change 

+/-  

M (SD) 

Pretest 

M 

(SD) 

Posttest 

M (SD) 

Change 

+/- 

M (SD) 

Treatment 136 1.58 

(.63) 

1.39 

(.55) 

-0.19 

(.48) 

2.18 

(.43) 

2.49 

(.46) 

.33 

(.55) 

Comparison 97 1.49 

(.65) 

1.61 

(.64) 

.02 

(.62) 

2.32 

(.36) 

2.49 

(.45) 

.17 

(.41) 

School 1* 78 1.47 

(.62) 

1.27 

(.47) 

-0.21 

(.50) 

2.17 

(.45) 

2.51 

(.45) 

.36 

(.57) 

School 2* 58 1.71 

(.62) 

1.54 

(.61) 

-0.17 

(.44) 

2.19 

(.42) 

2.48 

(.47) 

.28 

(.53) 

School 3 58 1.41 

(.47) 

1.53 

(.59) 

.12 

(.36) 

2.30 

(.33) 

2.45 

(.45) 

.15 

(.40) 

School 4 39 1.85 

(.79) 

1.72 

(.70) 

-0.12 

(.85) 

2.34 

(.39) 

2.55 

(.44) 

.21 

(.42) 

Total 233 1.58 

(.64) 

1.48 

(.60) 

-0.10 

(.55) 

2.24 

(.41) 

2.49 

(.45) 

.26 

(.50) 
Note.  N= Number; M = Mean; SD = Standard Deviation; * = Treatment School. 
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Table 7  

Treatment and Comparison Group Means, Standard Deviations and Change Scores on 

the Asocial with Peers (AS) and Anxious and Fearful (AF) Subscales of the Child 

Behavior Scale (CBS)  

 

 

 

Group 

 

 

 

N 

Asocial with Peers (AS) Anxious and Fearful (AF) 

Pretest 

M (SD) 

Posttest 

M (SD) 

Chang

e +/- 

M (SD) 

Pretest 

M (SD) 

Posttes

t 

M (SD) 

Change 

+/- 

M (SD) 

Treatment 13

6 

1.15 

(.35) 

1.08 

(.23) 

-0.07 

(.32) 

1.16 

(.35) 

1.13 

(.29) 

-0.02 

(.34) 

Compariso

n 

97 1.07 

(.20) 

1.10 

(.20) 

.03 

(.20) 

1.20 

(.35) 

1.33 

(.44) 

.13  

(.40) 

School 1* 78 1.24 

(.44) 

1.09 

(.24) 

-0.16 

(.37) 

1.18 

(.41) 

1.11 

(.30) 

-0.04  

(.38) 

School 2* 58 1.02 

(.09) 

1.07 

(.24) 

.05 

(.19) 

1.14 

(.25) 

1.14 

(.28) 

.00  

(.28) 

School 3 58 1.02 

(.11) 

1.09 

(.21) 

.07 

(.18) 

1.22 

(.37) 

1.28 

(.45) 

.06  

(.38) 

School 4 39 1.14 

(.27) 

1.12 

(.20) 

-0.02 

(.23) 

1.17 

(.32) 

1.40 

(.42) 

.22  

(.41) 

Total 23

3 

1.11 

(.30) 

1.09 

(.22) 

-0.03 

(.28) 

1.18 

(.35) 

1.21 

(.37) 

.03  

(.36) 
Note.  N = Number; M = Mean; SD = Standard Deviation; * = Treatment School. 

Rigby Running Records Assessment 

A running records assessment is an individualized assessment designed to 

measure progress of reading skills over time (Bean et al., 2002).  Table 8 represents the 

mean scores on pre- and post-assessments and the change in scores for the treatment and 

comparison groups, as well as pre- and post-assessments and change in scores for the 



 

 62 

treatment and comparison groups as well as for each individual school.  Seven students 

had withdrawn from school prior to the administration of the second reading assessment.  

These students’ scores were removed from the reading data and are therefore not 

included. 

Table 8  

Treatment and Comparison Group Means, Standard Deviations and Change Scores on 

the Rigby Running Records Assessment of Reading 

 

 

Group 

 

 

n 

Running Records Assessment of Reading 

Pretest 

M (SD) 

Posttest 

M (SD) Change +/- M (SD) 

Treatment 135 7.30 (5.50) 12.03 (6.34) 4.74 (3.78) 

Comparison 94 8.37 (6.41) 13.05 (6.96) 4.67 (2.34) 

School 1* 78 8.03 (5.30) 11.37 (6.38) 6.07 (3.08) 

School 2* 57 6.30 (5.65) 11.37 (6.38) 5.07 (3.08) 

School 3 58 8.21 (6.87) 13.00 (7.29) 4.78 (2.49) 

School 4 36 8.64 (5.66) 13.14 (7.29) 4.50 (2.10) 

Total 229 7.34 (5.90) 12.45 (6.61) 4.71 (3.26) 
    Note. n = Number; M = Mean; SD = Standard Deviation; * = Treatment School. 

N of 229 represents the number of students who were present during both administrations 

of the reading assessment.  There were 4 students who were present during both 

administrations of the behavior assessment that were not present during the posttest 

assessment of reading. 

Test of Hypotheses 

The dependent measures used in this study are the six subscales of the CBS: 

Aggressive with Peers (AG), Excluded by Peers (EP), Hyperactive-Distractible (HD), 

Pro-social with Peers (PP), Asocial with Peers (AS), and Anxious-Fearful (AF), as well 
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as improvement in reading skills as measured by the Rigby Running Records assessment 

of reading (Rigby, 2010).  In the following section, the researcher provides results from 

the individual analysis of variance for each of the seven dependent variables.  The 

researcher then discusses each of the seven null hypotheses using an alpha level of .05, as 

well as effect sizes for all variables with statistically significant findings. 

Analyzing Changes in Behavior Using the CBS 

The differences between pre- and post-assessments were explored using SPSS 22 

to tests for assumptions.  Data was determined to violate the assumption of normality due 

to a skewed and kurtotic distribution.  Using data with an uneven distribution resulting in 

skewness and kurtosis can lead to type 1 errors (Wright & Herrington, 2011).  The closer 

the measures of skewness and kurtosis are to 0, the more normal the distribution is 

around the mean.  An acceptable range is generally within the absolute value of 2 

(Heppner & Heppner, 2004).  Because the measures of skewness and kurtosis violate 

rules for normal distribution, the data were trimmed by 10% on each side of the 

distribution.  Trimming data removes the extreme values to locate a mean that is more 

representative of the entire population.  Trimmed data ignore outliers, which will yield 

more power because the standard error of the trimmed sample mean is necessarily 

smaller than the sample mean (Wilcox, 2009).  A 20% trimmed mean is closer to the 

most likely values and provides a better reflection of the typical individual under study 

(Wilcox, 2009).  Tables 9 and 10  detail the means of differences between pre- and post-

assessments, and the measures of skewness and kurtosis in the original data set, and then 

in the 10% trimmed data set.  The trimmed data were located by sorting the cases by the 

pre-test value of each subscale in ascending order.  Then, cases were selected within a 
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range such that the highest and lowest 10% of cases were omitted from the data set.  In 

each case, the resulting N changed from N=233 to N=186.  This number remained higher 

than the original a priori power analysis value of N=128. 

Table 9  

Pretest Scores for Each of the Subscales of the CBS, Indicating Mean, Skewness Statistic, 

Skewness Standard Deviation, Kurtosis Statistic and Kurtosis Standard Deviation 

Subscale 

N Mean 
Standard 
Deviation Skewness Kurtosis 

Statistic Statistic Statistic Statistic 
Std. 

Error Statistic 
Std. 

Error 
AG 233 1.12 .25 3.60 .16 16.17 .32 
HD 233 1.58 .64 .84 .16 -0.41 .32 
AF 233 1.18 .35 2.55 .16 7.09 .32 
AS 233 1.11 .30 3.96 .16 18.58 .32 
PP 233 2.24 .41 .04 .16 -0.44 .32 
EP 233 1.11 .24 2.54 .16 5.91 .32 
Valid n 
(listwise) 

233       

Note. Data is not trimmed.  N = number. 
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Table 10  

Pretest Scores for Each of the Subscales of the CBS, Using 10% Trimmed Data, 

Indicating Mean Statistic, Standard Deviation, Skewness Statistic, Skewness Standard 

Deviation, Kurtosis Statistic and Kurtosis Standard Deviation 

Subscale 

N Mean 
Std. 

Deviation Skewness Kurtosis 

Statistic Statistic Statistic Statistic 
Std. 

Error Statistic 
Std. 

Error 
AG 186 1.85 .13 3.53 .18 14.31 .36 
HD** 186 1.49 .60 1.07 .18     .11 .36 
AF 186 1.11 .25 3.30 .18 13.269 .36 
AS 186 1.01 .03 5.06 .18 23.92 .36 
PP** 186 2.27 .37  .02 .18 -.22 36 
EP* 186 1.05 .12 4.74 .18 27.56 .36 

Note.  Data is trimmed.  * = Normal skewness; ** = Normal kurtosis. 
 

Data Analysis 

A one-way ANOVA (analysis of variance) was run for each of the 3 subscales 

that met normal distribution criteria for either skewness or kurtosis.  An alpha level of     

p < .05 was set to ensure a confidence level of 95% was reached.  The one-way ANOVA 

is used to compare the mean of differences across multiple levels of one independent 

variable and one dependent variable (Heppner & Heppner, 2004).  In this case, the one-

way ANOVA was performed to ascertain the difference between pre- and posttest 

assessments of students in the treatment and comparison groups on the Hyperactive and 

Distractible (HD), Pro-social with peers (PP) and Excluded by peers (EP) subscales of the 

CBS.  Tables 6, 7 and 8 illustrate the one-way ANOVA results for the 10% trimmed data 

sets for six subscales of the treatment and comparison groups in this study.  The results of 

the ANOVA include the p value, which is significant when  p < .05, as well as the F 

statistic.  Finally, the researcher determined the effect size (ES) for each subscale found 
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to be significant.  This calculation measures not only the significance of the change, but 

also whether or not the change is of value and if it is relevant and useful (Cohen, 1988).  

SPSS was used to calculate the ES for each of the subscales with significant results by 

using the partial eta-squared statistic .  This is the preferred formula for finding the 

ES when an ANOVA is used (Sink & Mvududu, 2010).  

The results of the 3 separate one-way ANOVAS indicated a significant 

improvement for the treatment group in three cases and a nonsignificant improvement for 

two cases as follows: HD [F = (1, 185) = 6.524, p = .007]; PP [F = (1, 185) = 8.884, p = 

.003];  and  EP [F = (1, 185) = 11.138, p = .001].  Tables 11, 12 and 13 indicate the 

results of each of the one-way ANOVA outputs. 

Table 11  

Summary Table for One-Way Analysis of Variance for the HD Subscale, 

Measuring Change from Pre- to Posttest Assessment 

 
 Sum of 

Squares df Mean Square F Sig. 
Between Groups    .511 1 .511 6.524 .007 
Within Groups 12.649 184 .069   
Total 13.160 185    

Note. The N for this trimmed mean = 186; df = degrees of freedom,  
Sig. = Significance. 
 

 

 

 

 

 



 

 67 

Table 12  

Summary Table for One-Way Analysis of Variance for the PP Subscale, Measuring 

Change from Pre- to Posttest Assessment 

 Sum of 
Squares df Mean Square F Sig. 

Between Groups     .920 1 .920 8.884 .003 
Within Groups 19.167 184 .104   
Total 21.798 185    
Note. The N for this trimmed mean = 186, df = degrees of freedom,  
Sig. = Significance. 
 
Table 13  

Summary Table for One-Way Analysis of Variance for the EP Subscale, Measuring 

Change from Pre- to Posttest Assessment 

 Sum of 
Squares df Mean Square F Sig. 

Between Groups  .039 1 .039 11.138 .001 
Within Groups .650 184 .004   
Total .689 185    

Note. The N for this trimmed mean = 186, df = degrees of freedom,  
Sig. = Significance. 
 

An effect size was generated for the 3 subscales that demonstrated a statistically 

significant change from pre- to posttest assessment.  These subscales were HD (p =.011) 

and PP (p =.003) and EP (p=.002)  When calculating the effect size, the between-groups 

sum of squares is divided by the within-groups sum of squares. This equation is the 

partial eta squared or .   This calculation is then compared to the predetermined 

norms that have been set for low, medium, or high effect sizes (Cohen, 1988).  According 

to Sink and Mvududu (2010), a strong effect size is equal to .14, a medium effect size is 

equal to .06 and a low effect size is equal to .01 when utilizing the partial eta squared 
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statistic.  The ES for HD was .04, the ES for PP was .05 and the ES for EP was .06.   

These statistics indicate a medium to medium-low effect size for each of the statistically 

significant differences (Sink & Mvududu, 2010).  

An exploratory analysis of reading data indicated both skewness and kurtosis, 

similar to that of the behavioral data.  Although the mean of the change results for 

students in the treatment group was slightly higher, the reading results violated rules of 

normality even after trimming the data to attempt to account for these violations.  Neither 

the skewness nor the kurtosis became normalized when the top and bottom 10% were 

removed from the calculation.  Table 14 indicates results from the Rigby Running 

Records assessment. 

Table 14  

Exploratory Analysis of Rigby Running Records Difference Between Pre- and Posttest 

Data 

 
Mean Skewness Std. Error Kurtosis 

Std. 
Error 

Difference 
Between Pre- 
and Post-
Assessments 

4.71 .69 .16 1.13 .32 

 

Based upon this data, and the fact that the skewness and kurtosis did not change 

by trimming the data set, this researcher did not find significance in the slight difference 

between the mean of the treatment group (4.74) and the mean of the comparison group 

(4.67).  However, in order to attempt to account for the vast difference in pretest scores, 

an analysis of covariance (ANCOVA) was performed to attempt to determine whether or 

not the pretest scores had a confounding effect on the amount of change for each group.  
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Table 15 illustrates the ANCOVA which did not produce statistically significant results 

[F = (1,  228) = .059, p = .941].  

Table 15  

Test of Between Subjects Effects for Rigby Running Records Posttest Scores Using 

Pretest Scores as the Covariate 

Source 
Type III Sum 
of Squares df 

Mean 
Square F Significance 

Corrected 
Model 7535.373a 2 3767.686 352.821 0 
Intercept 1956.016 1 1956.016 183.169 0 
PRE_TEST 7478.153 1 7478.153 700.284 0 
GROUP 0.059 1 0.059 0.006 0.941 
Error 2413.396 226 10.679 

  Total 45468 229 
   Corrected 

Total 9948.769 228 
   Note.  R Squared = .757 (Adjusted R Squared = .755); df = degrees of freedom. 

Summary of Hypotheses 

Both visual and exploratory analyses were conducted to review the data gathered 

for both behavior and reading.  For the hypotheses that did not violate normalcy rules 

after applying a trimmed mean, a series of ANOVA analyses were used to determine the 

statistically significant differences between students who received the RTL classroom 

intervention (Brigman et al., 2008) and students who did not receive this intervention.  

The alpha level was set at .05.  Decisions about the seven null hypotheses are provided. 

Null Hypothesis 1 

HO1:  There will be no statistically significant difference in reading scores as 

measured by the Rigby Running Records assessment of reading between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 
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There was no statistically significant difference in reading score improvement for 

students who received the Ready To Learn intervention and those who did not.  

Therefore, the null hypothesis was not rejected. 

Alternative Hypothesis 1 

Alternative 1:  There will be a statistically significant difference in reading scores 

as measured by the Rigby Running Records assessment between first grade students who 

participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

There was no statistically significant difference in reading score improvement for 

students who received the Ready To Learn intervention and those who did not.  

Therefore, the alternative hypothesis was rejected. 

Null Hypothesis 2 

HO2:  There will be no statistically significant difference in aggressive behaviors 

with peers as measured by teacher ratings on the AG subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

There was no statistically significant difference in the AG subscale score 

improvement for students who received the Ready To Learn intervention and those who 

did not.  Therefore, the null hypothesis was not rejected. 

Alternative Hypothesis 2 

Alternative 2:  There will be a statistically significant difference in aggressive 

behaviors with peers as measured by teacher ratings on the AG subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 
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who do not participate in the Ready to Learn program. 

There was no statistically significant difference in the AG subscale score 

improvement for students who received the Ready To Learn intervention and those who 

did not.  Therefore, the alternative hypothesis was rejected. 

Null Hypothesis 3 

HO3:  There will be no statistically significant difference in exclusion by peers as 

measured by teacher ratings on the EP subscale of the CBS between first grade students 

who participate in the Ready to Learn program and students who do not participate in the 

Ready to Learn program. 

There was a statistically significant difference in hyperactive-distractible 

behaviors as measured by teacher ratings on the EP subscale of the CBS between first 

grade students who participated in the Ready to Learn program and students who did not 

participate in the Ready to Learn program. Therefore, the null hypothesis was rejected. 

Alternative Hypothesis 3 

Alternative 3:  There will be a statistically significant difference in exclusion by 

peers as measured by teacher ratings on the EP subscale of the CBS between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

There was a statistically significant difference in hyperactive-distractible 

behaviors as measured by teacher ratings on the EP subscale of the CBS between first 

grade students who participated in the Ready to Learn program and students who did not 

participate in the Ready to Learn program. Therefore, the alternative hypothesis was not 

rejected. 
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 Null Hypothesis 4 

HO4:  There will be no statistically significant difference in hyperactive-

distractible behaviors as measured by teacher ratings on the HD subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

There was a statistically significant difference in hyperactive-distractible 

behaviors as measured by teacher ratings on the HD subscale of the CBS between first 

grade students who participated in the Ready to Learn program and students who did not 

participate in the Ready to Learn program. Therefore, the null hypothesis was rejected. 

Alternative Hypothesis 4 

Alternative 4:  There will be a statistically significant difference in hyperactive 

and distractible behaviors as measured by teacher ratings on the HD subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

There was a statistically significant difference in hyperactive and distractible 

behaviors as measured by teacher ratings on the HD subscale of the CBS between first 

grade students who participated in the Ready to Learn program and students who did not 

participate in the Ready to Learn program. Therefore, the alternative hypothesis was not 

rejected. 

Null Hypothesis 5 

HO5:  There will be no statistically significant difference in pro-social behaviors 

with peers as measured by teacher ratings on the PP Subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 
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participate in the Ready to Learn program. 

There was a statistically significant difference in pro-social behaviors with peers 

as measured by teacher ratings on the PP subscale of the CBS between first grade 

students who participated in the Ready to Learn program and students who did not 

participate in the Ready to Learn program. Therefore, the null hypothesis was rejected. 

Alternative Hypothesis 5 

Alternative 5:  There will be a statistically significant difference in pro-social 

behaviors with peers as measured by teacher ratings on the PP subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

There was a statistically significant difference in pro-social behaviors with peers 

as measured by teacher ratings on the PP subscale of the CBS between first grade 

students who participated in the Ready to Learn program and students who did not 

participate in the Ready to Learn program. Therefore, the null alternative hypothesis was 

not rejected. 

Null Hypothesis 6 

HO6:  There will be no statistically significant difference in asocial behaviors with 

peers as measured by teacher ratings on the AS subscale of the CBS between first grade 

students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

There was no statistically significant difference in the AS subscale score 

improvement for students who received the Ready To Learn intervention and those who 

did not.  Therefore, the null hypothesis was not rejected. 
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Alternative Hypothesis 6 

Alternative 6:  There will be a statistically significant difference in asocial 

behaviors with peers as measured by teacher ratings on the AS subscale of the CBS 

between first grade students who participate in the Ready to Learn program and students 

who do not participate in the Ready to Learn program. 

There was no statistically significant difference in the AS subscale score 

improvement for students who received the Ready To Learn intervention and those who 

did not.  Therefore, the alternative hypothesis was rejected. 

Null Hypothesis 7 

HO7:  There will be no statistically significant difference in anxious and fearful 

behaviors as measured by teacher ratings on the AF subscale of the CBS between first 

grade students who participate in the Ready to Learn program and students who do not 

participate in the Ready to Learn program. 

There was no statistically significant difference in the AG subscale score 

improvement for students who received the Ready To Learn intervention and those who 

did not.  Therefore, the null hypothesis was not rejected. 

Alternative Hypothesis 7 

Alternative 7:  There will be a statistically significant difference in anxious and 

fearful behaviors as measured by teacher ratings on the AF subscale of the CBS between 

first grade students who participate in the Ready to Learn program and students who do 

not participate in the Ready to Learn program. 

There was no statistically significant difference in the AG subscale score 

improvement for students who received the Ready To Learn intervention and those who 
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did not.  Therefore, the alternative hypothesis was rejected. 

Fidelity Measures 

Based upon the weekly check-in tool, counselors at each of the treatment schools 

completed the RTL intervention with a high degree of fidelity.  Each of the counselors 

reported completion of all five lessons in each of the first grade classrooms.  Neither of 

the counselors indicated concerns or problems during the five lessons of the intervention.  

Based on data collected from the teachers in the study, teachers at school A completed 

the study with a moderate degree of fidelity.  Teachers in school A completed the tool 

every week, but some of the teachers indicated they did not remain in the room during the 

entire lesson and some indicated only cueing their students two to three times per week.  

Teachers in school B did not all complete the check-in tool each week.  Four out of five 

teachers completed the tool each week.  Of these teachers, they indicated that they did not 

remain in the room each week.  Three of the teachers reported cueing their students once 

each day, but one of the teachers reported cueing only two to three times per week.  

Because of the limited reporting and because not all teachers complied with the study 

design, teachers at school B also completed the program with low to moderate fidelity. 

Summary 

This chapter discussed the results of students in the treatment and comparison 

groups on the six subscales of the CBS and on the Rigby Running Records assessment of 

reading.  First exploratory data was presented for each of the assessments.  Then a 

rationale for trimming the data was presented.  Three analyses of variance (ANOVAS) 

were calculated to determine the statistical difference between the treatment and 

comparison groups on the three subscales that did not violate rules of normality after 
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calculating the 10% trimmed means.  An ANCOVA was performed to measure the 

posttest scores of reading as measured by the Rigby Running Records Assessment using 

pretest scores as the covariate.   Effect sizes were then determined for the three subscales 

of the CBS that proved to be statistically significant.  The findings of the study fidelity 

measures were also reviewed.  In Chapter V, the researcher discusses the results of this 

study and provides possible explanations for the outcomes. The results are compared to 

current literature.  The chapter concludes with a discussion of the study’s limitations 

followed by the researcher’s suggestions for future research on this topic.
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V. DISCUSSION 

The following chapter discusses the results of this study.  First, the implications of 

this study are presented.  Next, each of the research questions and corresponding results 

are presented and discussed in terms of their supporting research.  Next, limitations and 

concerns regarding the research methods and instruments are presented.  Finally, the 

researcher presents suggestions for continued study of this topic. 

Results of the Hypotheses 

This study provided important information regarding use of the RTL curriculum 

with first grade students by professional school counselors.  The study also provided a 

rationale for counselors, as integral members of the elementary school faculty, to work 

with teachers to impact student achievement.  While the research questions did not all 

yield statistically significant results, the results are nonetheless positive in every case and 

do illustrate a model of collaboration between counselors and teachers.  This study 

provides evidence that counselors do have a significant impact on student outcomes.  

Although this study did not demonstrate any statistically significant academic 

improvement as a result of the RTL curriculum, it did substantiate an improvement in 

behaviors that have been identified in the literature as academic enablers that allow 

students to become academically successful. 

Hypothesis 1 

This hypothesis stated that students who participated in the RTL study would 

demonstrate statistically significant improvement in reading as measured by the Rigby 
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Running Records assessment of reading.  This hypothesis was not supported by the study.  

Although the mean score of students in the treatment group did exceed scores of students 

in the comparison group, the distribution of the results violated normal rules for skewness 

and kurtosis.  Therefore, statistical significance could not be determined.   

Hypotheses 2 

This hypothesis stated that students in the treatment group would have a 

statistically significant decrease in aggressive behaviors as measured by the AG subscale 

of the CBS.  Data for this subscale did not demonstrate a significant difference between 

students in the treatment group and students in the comparison group.  Although the data 

did not reflect statistically significant results, the results were nonetheless positive. 

Hypotheses 3 

This hypothesis stated that students in the treatment group would demonstrate a 

statistically significant decrease in exclusion by peers as measured by the EP subscale of 

the CBS. The decrease was statistically  significant (p = .001). This is important because 

literature supports that these behaviors are the academic enablers that lead to improved 

academic achievement (Barna & Brott, 2014; Wentzel, 2003; Wentzel & Caldwell, 

1997).  When students have positive interactions with peers, they are more to have later 

success in school (Malecki & Elliot, 2002; Miles & Stipek, 2006; Normandeau & Guay, 

1998). 

Hypotheses 4 

This hypothesis stated that students in the treatment group would demonstrate a 

statistically significant decrease in hyperactive and distractible behaviors as measured by 

the HD subscale of the CBS.  This decrease did prove statistically significant (p = .007).  
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A reduction in hyperactive and distractible behaviors would involve an improvement in 

attending and self-monitoring skills.  These are also skills that are clearly linked to later 

academic achievement (Barna & Brott, 2014; Carey et al., 2008; Wentzel, 2003; Wentzel 

& Caldwell, 1997).  The effect size of hyperactive and distractible behaviors was 

determined to be .05, which can be considered medium to strong (Sink & Mvududu, 

2010). 

Hypotheses 5 

This hypothesis stated that students in the treatment group would demonstrate a 

statistically significant difference in pro-social skills with peers as measured by the PP 

subscale of the CBS.  Students in the treatment group did demonstrate a statistically 

significant increase in pro-social behaviors with peers (p= .003).  When academic enabler 

skills such as pro-social behaviors improve, it is expected that academic indicators will 

also show improvement (Malecki & Elliot, 2002; Miles & Stipek, 2006; Normandeau & 

Guay, 1998).  The effect size for the pro-social with peers indicator yielded an effect size 

of .05, which can be considered medium (Sink & Mvududu, 2010). 

Hypothesis 6 

This hypothesis stated that students in the treatment group would have a 

statistically significant decrease in asocial behaviors with peers as measured by the AS 

subscale of the CBS.  Data for this subscale did not demonstrate a significant difference 

between students in the treatment group and students in the comparison group.  Although 

the data did not reflect statistically significant results, the results were nonetheless 

positive. 
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Hypothesis 7 

This hypothesis stated that students in the treatment group would have a 

statistically significant decrease in anxious and fearful behaviors as measured by the AF 

subscale of the CBS.  Data for this subscale did not demonstrate a significant difference 

between students in the treatment group and students in the comparison group.  Although 

the data did not reflect statistically significant results, the results were nonetheless 

positive.  This is the one subscale that did not have highly reliable psychometrics on the 

instrument itself (Ladd, et. al., 2009). 

Connections With Previous Literature 

Each year, thousands of students drop out of high school.  In 2010, approximately 

12% of students did not graduate from high school within the prescribed 4-year period 

(National Center for Education Statistics, 2012).  This high drop-out rate creates risks not 

only for each of the students who have dropped out, but also to society in terms of 

financial burdens and increased crime rates.   If the number of dropouts could be reduced 

by one half, then the public might see an increase of 45 billion dollars in savings and 

additional income (Alliance for Excellent Education, 2011). One of the most common 

interventions used in schools today intended to improve student achievement is student 

retention.  A retained student will repeat the same grade during two consecutive years.  

While this has traditionally been considered a necessary step in the educational process, 

there is little data available to show that students improve when they are retained.  In 

sharp contrast, there is an abundance of data to support retention as harmful to students 

and as not resulting in an increase in achievement.  Studies indicate that students who are 

retained in the early grades exhibit significantly lower emotional health in the sixth grade, 
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and that elementary grade retention is an ineffective intervention for both achievement 

and adjustment (Jimerson & Ferguson, 2007; Martin 2009; National Association of 

School Psychologists, 2011; Stearns et al., 2007; Tingle et al., 2012). 

A meta-analysis of several counselor interventions yielded positive results 

indicating that interventions focusing on behavioral skill development had a positive 

impact on student achievement (Villares et al., 2010). The behavioral skills taught 

through the Ready to Learn curriculum are attending skills, commitment to school, and 

social and problem solving (Brigman et. al., 2008) These skills have been statistically 

correlated to student achievement skills and are strongly associated with academic 

achievement (Barna & Brott, 2011).  An evaluation of several research studies on the 

impact of school counseling interventions indicates the importance of three critical sets 

that are known to contribute to student academic success and social competence.  These 

are (a) cognitive and metacognitive skills such as goal setting, progress monitoring, and 

memory skills; (b) social skills such as interpersonal skills, social problem-solving skills, 

listening, and teamwork skills; and (c) self-management skills such as managing 

attention, motivation, and anger (Carey et. al., 2014).  Given that these are the skills that 

are positively impacted by the RTL intervention, it follows that the results of the study 

indicate a likelihood that students who receive the Ready to Learn intervention will 

become more successful learners. 

This study supports the results of two previous studies measuring the outcome of 

the RTL curriculum (Brigman, et. al., 1999; Brigman & Webb, 2003).  Like the previous 

studies, this study demonstrates a statistically significant relationship between the RTL 

curriculum and measures of the academic enabler skills that are associated with later 
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academic success.  This study demonstrates that pro-social behaviors with peers 

increased, while hyperactive and distractible behaviors, as well as behaviors that indicate 

exclusion by peers decreased.   

Methodological Implications 

This study employed various methodological strategies that can easily be 

replicated in future studies.  The study sought to measure improvement in pro-social 

skills and reading skills by implementing a school counselor–led intervention.  By 

utilizing a teacher rating scale that was then reintroduced after the study, the researcher 

was able to ascertain whether the classroom teacher perceived improvement in a student’s 

pro-social skills after the Ready to Learn intervention.  Similarly, by employing a pre- 

and postassessment of students’ reading skills utilizing the Rigby Running Records 

assessment of reading, the researcher was able to gauge the improvements made by each 

individual after the said intervention was delivered.  The ANOVA is the appropriate test 

to use to determine if change after an intervention was statistically significant in one 

group over another (Heppner & Heppner, 2004).  

Implications for Practice and Future Research 

According to the results of this study, the Ready to Learn curriculum, 

implemented by a professional school counselor, demonstrated statistical significance in 

the reduction of hyperactive and distractible behaviors, reduction in  as well as in the 

improvement in pro-social behaviors.  Although there was not a statistically significant 

improvement in the other behavioral indicators, nor in reading skills, there was 

nevertheless improvement in each area. The results of this study could help counselors 

recognize the value of keeping track of their data in order to gather evidence regarding 
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the impact of their interventions on student achievement in their schools.  

In light of the findings of this study, a valuable area of future research would be 

the possible lag time between the learning of behavioral skills and the academic impact of 

these skills.  It is entirely possible that the students who received the RTL intervention 

will demonstrate improved reading skills once the behavioral skills have been practiced 

over time and have become internalized.  Although studies have already indicated a direct 

correlation between pro-social skills and improved academics (Malecki & Elliot, 2002; 

Miles & Stipek, 2006; Normandeau & Guay, 1998), future research could focus on the 

amount of time it takes for these social skills to impact academic achievement.   

Limitations 

Every attempt was made to follow strict guidelines for a valid and reliable study; 

however, this study did have limitations.   Some of these limitations involved the 

instruments used to assess behavior and reading, the time frame of the study itself, the 

fidelity of implementation by the classroom teachers, and the sample used for the study. 

Assessment Instruments 

The instruments used in this study also presented limitations.  The Child Behavior 

Scale was chosen because it is inexpensive and easy to use.  Unfortunately, the teachers 

found the instrument to be time consuming and frustrating.  In an era when teachers 

already feel their time is limited, the completion of this 59-item instrument two times 

during the study was cumbersome.  Of the 59 items, 22 items are filler items, included 

only to avoid the teacher anticipating the pattern of questions to predetermine a result 

(Ladd, et. al., 2009).  Finally, because the scale of the items ranged from 1 to 3, and the 

subscales were calculated by finding the mean of the items designed to measure them, the 
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results did not demonstrate sufficient variance to form a normal distribution. Therefore, it 

was difficult to ascertain whether the amount of change from pretest to posttest was truly 

significant. 

The Rigby Running Records assessment of reading posed similar limitations.  The 

starting point for this assessment is based upon a student’s frustration level.  The point at 

which the student can read without errors and with 96% comprehension determines the 

student’s instructional level. Because the assessment has a different starting point for 

each student, a true indicator of improvement was difficult to establish.  For example, it is 

difficult to say whether a nonreader who improves two levels has improved at the same 

rate as an above average student who also improves two levels.  Running records 

assessments have been found successful when used to monitor individual student 

progress and to help guide decisions in helping students become better readers (Ross, 

2004).  In the case of measuring the impact of a particular intervention, this instrument 

was found to be a limitation on the study results.  It is also important to note that both of 

the assessment tools used rely on teacher perception.  An additional measure of student or 

parent perception may have added to the reliability of this study. 

Study Time Frame 

An additional limitation involved the assessment windows.  Since the Rigby 

Running Records Assessment is an individual assessment requiring approximately 30 

minutes of direct contact between the student and teacher (Rigby, 2010), there is a great 

time lapse between the student who was tested first and the student who was tested last.  

Because some students had up to 5 weeks of additional time during this window, the 

assessment does not account for possible growth that students made during this time 
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frame.  Even though the treatment concluded at the same time for all students, some 

students had additional time to practice and internalize skills and behaviors. 

The time frame of the study design also presented a possible limitation.  It may 

have been unrealistic to anticipate academic improvement 

Study Fidelity 

A final limitation involves the fidelity of the study.  Counselors in the study 

completed the program with a high degree of fidelity.  However, the teachers completed 

the program with low to moderate fidelity.  It is possible that if the teachers had 

completed the program with a higher degree of fidelity that the results of the study would 

have yielded additional significant findings as well as a stronger effect size. 

Study Sample 

Because students in the study were chosen based upon their school of enrollment, 

true randomization of the sample was not possible.  In addition, all students in the study 

were chosen from one school district.  Although the district is large, the four schools 

included are all located in the same geographical region of the district and all have 

similar demographic makeups.  The demographics of these four schools are not 

representative of the entire district, and certainly not representative of all schools. Several 

parents of students who were recruited for the study expressed reservations about 

participating.  Specific questions were raised to this researcher by parents of students in 

regarding the risk involved with the study.  Perhaps if this had been better explained by 

the teachers prior to distributing the consent forms, more students would have 

participated in the study.  Finally, because demographic data was not collected during the 

course of the study, a more robust description of the sample is not available.   
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Summary and Conclusion 

Results of this study support the predictions made in Chapter I.  Students who 

received the Ready to Learn (Brigman et. al., 2008) intervention, delivered by a 

professional school counselor, did improve in both pro-social behavior skills and reading 

skills.  The results were statistically significant in the areas of hyperactive and distractible 

behavior (p = .007) , pro-social behavior (p = .003 ) with peers and exclusion by peers     

(p = .001 ).  This study supports the need for further research linking academic 

achievement to instruction in social skills.  It further supports the practice of utilizing 

school counselors to implement evidence-based strategies as part of the instructional 

team.  This study provides evidence that the school counselor can impact students and 

student achievement data.  This outcome will benefit students as they become more 

engaged and therefore become empowered as learners.  It will also enhance the body of 

evidence that supports professional school counselors as integral staff impacting student 

and school data.
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Appendix A:  Florida Atlantic University Institutional Review Board Letter 

 

- 1 - Generated on IRBNet

 Institutional Review Board
Division of Research

777 Glades Rd.
Boca Raton, FL 33431

Tel: 561.297.0777

FLORIDA  fau.edu/research/researchint

ATLANTIC   

UNIVERSITY  Michael Whitehurst, Ed.D., Chair

 
DATE: June 18, 2015
  
TO: Greg Brigman, PhD, Laura Cohen
FROM: Florida Atlantic University Social, Behavioral and Educational Research IRB
  
IRBNET ID #: 577133-2
PROTOCOL TITLE: [577133-2] The Impact of Ready to Learn, a school counselor-led

intervention, on pro-social skills and reading skills of first grade students.
  
PROJECT TYPE: New Project
ACTION: APPROVED
  
APPROVAL DATE: June 18, 2015 
EXPIRATION DATE: June 18, 2016
  
REVIEW TYPE: Expedited Review 
REVIEW CATEGORY: Expedited review category # B7

 

Thank you for your submission of Response/Follow-Up materials for this research study. The Florida
Atlantic University Social, Behavioral and Educational Research IRB has APPROVED your New Project.
This approval is based on an appropriate risk/benefit ratio and a study design wherein the risks have
been minimized. All research must be conducted in accordance with this approved submission.

• This study is approved for a maximum of 300 subjects.
• It is important that you use the approved, stamped consent documents or procedures included

with this letter.  A waiver of child assent has been approved for this study based on the applicable
regulatory criteria at 45 CFR 46.108

• **Please note that any revision to previously approved materials or procedures, including
modifications to numbers of subjects, must be approved by the IRB before it is initiated.
Please use the amendment form to request IRB approval of a proposed revision.

• All SERIOUS and UNEXPECTED adverse events must be reported to this office. Please use
the appropriate adverse event forms for this procedure. All regulatory and sponsor reporting
requirements should also be followed, if applicable.

• Please report all NON-COMPLIANCE issues or COMPLAINTS regarding this study to this office.
• Please note that all research records must be retained for a minimum of three years.
• This approval is valid for one year. A Continuing Review form will be required prior to the

expiration date if this project will continue beyond one year.

If you have any questions or comments about this correspondence, please contact Angela Clear at:

Institutional Review Board
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Appendix D:  Parent Consent Form 

THE IMPACT OF READY TO LEARN, A SCHOOL COUNSELOR-LED INTERVENTION ON THE 
PRO-SOCIAL BEHAVIORS AND READING SKILLS OF FIRST GRADE STUDENTS 

 
Greg Brigman, Professor and Laura J. Cohen, Doctoral Candidate 

!

Initials_____ 
! Page!1!of!2!

Parent Consent Form 
 
Title of Research Study:  The Impact of Ready to Learn, a school counselor-led intervention on the pro-social 
behaviors and reading skills of first grade students. 
 
Investigators:  My name is Laura Cohen.  I am a doctoral student at Florida Atlantic University.  I am working 
with Dr. Greg Brigman, Florida Atlantic University, to study impact of Ready to Learn, a curriculum that will be 
delivered by elementary school counselors on student achievement and achievement-related behavior.  Dr. 
Brigman is one of the developers of the Ready to Learn program and has a financial interest in the program.  To 
protect the objectivity of the study, Dr. Brigman will not be involved in the data collection or data analysis related 
to this study.   
 
Purpose:  The purpose of this study is to find out how the widely used Ready to Learn regular classroom 
program; which teaches learning skills, social skills and self-management skills; may contribute to the pro-social 
behaviors and reading skills of first grade students. 
 
Procedures:  As part of the regular school counseling curriculum, students will be eligible to receive the Ready to 
Learn (RTL) lessons during the study or after the study has ended.  As a part of this study, your child will fill out 
a behavior rating scale for each of the students in his/her class. The same behavior scale will be completed again 
at the end of the study.  In addition to the behavior rating scale, your child will take the Rigby Running Records 
assessment at the start of the study and at the conclusion of the study.  This is the reading assessment that all first 
grade students in Broward County Schools take three times during the school year.  To ensure objectivity in the 
study Laura Cohen will not be involved in the teaching of Ready to Learn lessons and data collection, a study 
coding procedure will be used that will camouflage the identity of students and teachers, and an Independent 
Monitoring Committee will provide oversight to ensure objectivity.  

Risks:  The researchers of this study will not be able to identify any child.  The risks involved with participation 
in this study are no more than what your child would experience in regular school activities.  It is unlikely your 
child will experience any harm or discomfort. 
 
Benefits:  We do not know if you will receive any direct benefits by taking part in this study.  However, this 
research will contribute to a greater understanding of how improving social behaviors can impact learning. 
 
Data Collection and Storage:  Any information collected about your child will be kept confidential and secure 
and only the people working with the study will see your child’s data, unless required by law.   
 
The student and teacher surveys will not allow for the entry of your child’s name, instead a study coding 
procedure will be used to protect the confidentiality of students and teachers.  Participating schools, classrooms 
and students will be given a study code number (i.e. school #1, classroom #1, student #1) to protect your child’s 
identity. 
 
Student and teacher survey data will be securely kept for three (3) years after this study ends on a password 
protected thumb drive in a sealed envelope in the investigators office located.  We may publish what we learn 
from this study.   
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Appendix E:  Child Behavior Scale—Protocol and Manual 

 

Copyright permission to use this photograph was provided by Dr. Gary W. Ladd, 2016.
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Appendix F:  Running Record Scoring Guide   
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Appendix G:  Instructional Reading Level Comparison Chart 
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Appendix H:  Weekly Teacher Check-In Tool 
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Appendix I:  Weekly Counselor Check-In Tool 
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Appendix J: Enrollment Data for School A 
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Appendix K:  Enrollment Data for School B 
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Appendix L:  Enrollment Data for School C 
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Appendix M:  Enrollment Data for School D 
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