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PREFACE

This manual is for the CUBED-3 assessment, yet the suite of assessments found in the online Insight
system (www.LDGiInsight.com) and available in printed form includes the CUBED-3, the PEARL, and
the DYMOND. These assessments have different purposes and target different student populations.
The following section provides a brief overview of the PEARL and the DYMOND so that it is clear how
the CUBED-3 complements them. It is also important to understand that the CUBED-3 assessment
is designed to inform instruction and is a companion to any systematic, explicit, and sequential word
recognition program, and is specifically designed to be used with Story Champs, which is a multi-
tiered explicit, systematic, and sequential academic language program.

PEARL and DYMOND - The Dynamic Assessment Duo

The PEARL and the DYMOND include dynamic and processing dependent subtests that have the
purpose of quickly and accurately identifying children who struggle learning to decode and/or learning
to produce and understand complex academic language. The PEARL and DYMOND include dynamic
assessments of decoding, dynamic assessments of language, rapid automatized naming tasks, and
nonword repetition subtests. Preschool and kindergarten students are administered the PEARL, and
first through eighth grade students can be administered the DYMOND.

Students who do poorly on any of the language- or decoding-related subtests of the CUBED-3 and
who also do poorly on the corresponding dynamic assessment and processing dependent measures
of the PEARL or DYMOND very likely have a language disorder or dyslexia. This diagnosis should
lead to the immediate provision of intensive interventions specifically focused on a student’s profile of
needs.

Students who are below benchmark on the CUBED-3 assessment, yet who do not have a learning
disability according to the PEARL or DYMOND may still need more intensive interventions than their
peers who are at benchmark. However, the duration and intensity of those interventions will likely not
need to be as high as they will be for students with a learning disability.
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PREFACE

Identifying Dyslexia, DLD, and Reading Difficulty, and What to do About It

[ PEARLIY DYMOND |
PreK-Kindergarten screener for dyslexia Diagnostic assessment for developmental
and developmental language disorder (DLD) language disorder (DLD) and dyslexia screener
PURPOSE: The PEARL is a dyslexia and DLD PURPOSE: The DYMOND is a dynamic
screener that uses dynamic and static assessment : assessment used to help diagnose DLD. It also
to identify risk. . includes subtests that help identify dyslexia.
TIMELINE: Administer to all kindergarten students TIMELINE: Can be administered to first to eighth
at the beginning of the school year (or end of final . grade students at any time if CUBED results and/
year of preschool). . orresponse to intervention indicate concerns.
GRADES: PreK-Kindergarten GRADES: Grades 1-8
N J
” CUBED® \
Universal screening and progress monitoring assessment
PURPOSE: The CUBED-3 includes a suite of universal screening and progress assessments that
accurately, reliably, and efficiently measure oral and written language, including language
comprehension, word recognition, and their product, reading. The CUBED-3 identifies students
performing above, at, or below expectations, monitors progress over time, provides information
on specific instruction/intervention targets, helps identify dyslexia and DLD, and aids in
program evaluation.
TIMELINE: Universal screening using benchmark assessments three times per school year and progress
monitoring assessments throughout the school year.
Benchmark Assessment
Administer to all preschool through eighth grade students during the beginning of year (BOY),
middle of year (MQY), and end of the (EQY) year periods.
Progress Monitoring
Monitor progress frequently with students who are preforming below benchmark expectations
(e.g., every two weeks).
GRADES: PreK-8
N J
4 ACADEMIC LANGUAGE INSTRUCTION WORD RECOGNITION INSTRUCTION )
Multitiered, Systematic, Explicit, and Sequential Multitiered, Systematic, Explicit, and Sequential
Academic Language Instruction : Phonics/Word Recognition Instruction
PURPOSE: Help all students develop the complex PURPOSE: Help all students learn to decode and
oral and written language necessary for academic : recognize words accurately, independently, and
success using an evidence-based approach such : automatically using an evidence-based approach.
Kas Story Champs®. : )
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PREFACE

-

MTSS ROAD MAP

Timeline for using the CUBED-3, PEARL and DYMOND Assessments & Screeners

GRADES: PREK - K

PEARLIKY

PREK-K DYSLEXIA
AND DLD SCREENER

Administer the PEARL to
all kindergarten students at
the beginning of the school
year (or end of PreK) to
screen for dyslexia and DLD.

CHA s' (A(B)c]

MULTI-TIERED
INSTRUCTION

Provide multi-tiered explicit,
systematic, and sequential
language instruction using
Story Champs® and
phonics/word recognition
instruction. Use the CUBED-3
and other sources of
evidence to inform the focus
and intensity of instruction.

STEP 5
CUBED®

MOY BENCHMARK
ASSESSMENT

Administer middle of
year (MOY) benchmark
assessments to all students.

STEP 7
CUBED®

PROGRESS
MONITORING

STEP 2
CUBED®

BOY BENCHMARK
ASSESSMENT

Administer beginning of
year (BOY) benchmark

assessments to all students.

STEP 4
CUBED®

PROGRESS
MONITORING

Monitor progress frequently
for students receiving
Tier-2 and Tier-3
language and/or word
recognition intervention.

MULTI-TIERED
INSTRUCTION

STEP 8
CUBED®

EOY BENCHMARK
ASSESSMENT

Administer end of year (EOY)
benchmark assessments to
all students.

GRADES: 1-8

STEP 1
CUBED®

BOY BENCHMARK
ASSESSMENT

Administer beginning of
year (BOY) benchmark
assessments to all students.

CHA s ({(B)c

MULTI-TIERED
INSTRUCTION

Provide multi-tiered explicit,
systematic, and sequential
language instruction using
Story Champs® and
phonics/word recognition
instruction. Use the CUBED-3
and other sources of
evidence to inform the focus
and intensity of instruction.

STEP 4
CUBED®

MOY BENCHMARK
ASSESSMENT

Administer middle of
year (MOY) benchmark
assessments to all students.

STEP 6
CUBED®

PROGRESS
MONITORING

" Drmono §

DLD ASSESSMENT &

- DYSLEXIA SCREENER !

Administer the DYMOND
any time throughout the
school year if you suspect
a student is at risk for
DLD or dyslexia.

STEP 3
CUBED®

PROGRESS
MONITORING

Monitor progress frequently
for students receiving
Tier-2 and Tier-3 language
and/or word recognition
intervention.

MULTI-TIERED
INSTRUCTION

STEP 7
CUBED®

EOY BENCHMARK
ASSESSMENT

Administer end of year (EOY)
benchmark assessments to
all students.
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INTRODUCTION TO THE CUBED-3

The CUBED-3 is primarily designed to be a universal screening and progress monitoring
assessment of word recognition and language for students in preschool through eighth grade.
The CUBED-3 will help identify students who are meeting benchmark expectations and will provide
information on progress over time. The results of the CUBED-3 can directly inform word recognition
and language instruction and can be used to examine the effectiveness of the school system’s
instructional supports. The CUBED-3 is best classified as a criterion-referenced general outcome
measure (GOM). However, the CUBED-3 can also be used as a norm-referenced assessment with the

aid of supplemental materials.

Reading comprehension is mostly dependent on the adequate development of two major constructs:
word recognition and oral language comprehension. We used this simple view of reading (Gough
and Tunmer, 1986), and Scarborough’s (2001) reading model as a general guide in the construction

of the CUBED-3. We also used

Kamhi’s (2009) narrow view of reading, and Catts work on reading

comprehension (e.g., Catts et al., 2014) as a frame of reference, which served to remind us of the
importance of attending to the measurement of oral language and its constituent parts, and the need

to measure learning potential.

The CUBED-3 measures word recognition and language comprehension,

the prod

uct of which yields reading comprehension

LANGUAGE
COMPREHENSION

Background Knowledge
(facts and concepts needed for
text-to-world connections)

Vocabulary
(general academic words, multiple-meaning
words, and domain-specific words)

Language Structure
(subordination, modifiers, and relative
pronouns; morphological awareness)

Verbal Reasoning
(figurative language and inferencing using
text-to-text and text-to-self connections)

Literacy Knowledge
(discourse elements and patterns in
namrative and informational content)

WORD
RECOGNITION

Phonological Awareness
(blending, segmenting, identification of
first sounds, and sound manipulation)

Decoding
(letter sound correspondences and
phoneme blending of written words)

Sight Recognition
(automatic recognition of words learned
through exposure while decoding)

CUBED-3 MANUAL | © 2023 Language

SCARBOROUGH'S

READING ROPE

Increasingly
STRATEGIC

SKILLED
READING

Fluent execution and
coordination of word

recognition and language

comprehension

Increasingly

[ AUTOMATIC

Language
Dynamlcs

Graphic modeled after the illustration from
the Handbook of Early Literacy Research by
Susan B. Neuman and David K. Dickinson (2001)
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INTRODUCTION TO THE CUBED-3

The effort required to help a student develop proficient word recognition and oral language
comprehension is ultimately dependent upon a student’s learning potential. We use the word
learning in a very specific, precise way. Learning is the context-independent, long-term occurrence
of a particular behavior (Bjork, 2004; Kamhi, 2014). Students who have difficulty learning language,
which is an unconstrained communication process that is infinitely generative, have difficulty learning
broad-based rules and modifying those rules. Learning broad-based rules is crucial because, as
noted by Fey (1988) “language serves too many functions, expresses too many meanings, provides
too many lexical and syntactic options, and is formally too complex for us to ‘teach’ everything...”
(pg. 278). Similarly, children need to understand the code that is used to express the thousands of
words expressed in written form. This too is a broad-based skill that transfers across contexts and
that is necessary because, just like language, there are too many written words for us to ‘teach’ every
different word to a child. Once the code is broken, any word written in that code can be decoded.

Thus, a GOM for comprehension and word recognition must focus not just on what a student knows,
which can be confounded by multiple variables including what a student has been exposed to and
taught over time, but also on the ability of a student to learn broad-based skills and to apply those
broad-based skills across contexts. Accordingly, the CUBED-3 measures static word recognition
proficiency and the ability to learn the skill of recognizing words using the Dynamic Decoding
Measures (DDM). Through the Narrative Language Measures (NLM) Subtests, the CUBED-3 measures
static oral and written language comprehension and production, and the ability to learn oral and
written language comprehension and production. Learning potential is also measured using the
PEARL and DYMOND dynamic assessments.
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INTRODUCTION TO THE CUBED-3

A Special Note on Measuring Comprehension

Many current general outcome measures used to identify early reading comprehension difficulties in
young students have two major flaws; (1) They do not focus on language comprehension at all for young
students, which is a major component of the simple view of reading, and (2) They do not sufficiently meet
all of the psychometric requirements for general outcome measurement as outlined by Deno (2003), with
particular weaknesses in construct validity. These widely used GOMs rely on three approaches to measure
reading comprehension: mazing, reading fluency, and number of words retold, which rely “more on code-
related skills than on language comprehension skills” (Muijselaar et al., 2017). These approaches do not
adequately describe language ability nor inform language instruction (Cao & Kim, 2021).

The CUBED-3 includes the Narrative Language Measures (NLM) subtests, which assess pre-k through
eighth grade students’ abilities to understand and use both oral and written academic language. The
NLM also directly informs comprehension instruction and meets all of the psychometric requirements
of a GOM, filling a major gap found in most reading general outcome measures.

The NLM subtests of the CUBED-3 have three major purposes: 1) benchmark screening, 2) progress
monitoring, and 3) intervention planning. The NLM Listening and NLM Reading were designed to
accurately identify students whose academic language places them at risk for experiencing other
academic problems. NLM Benchmark passages are to be used for universal screening three times per
year, which is common in multi-tiered systems of supports (MTSS). For universal screening purposes,
the academic language of all students within a district, school, or grade level should be assessed.
From the results of this benchmark screening process, two gross interpretations are possible,

not at risk or at risk, reflected by scores at and above the cut point or below it. This dichotomous
interpretation can be further divided along a continuum of performance ranging from significantly
below benchmark expectations for language-related difficulty to highly advanced skills, which may
help organize students into instructional groups according to their strengths and needs.

The NLM Listening and NLM Reading were also designed to monitor students’ language growth over time
due to instruction and/or supplemental intervention. Progress monitoring refers to the frequent sampling of
the behavior of interest and is typically reserved for students who are identified as at-risk during screening
and consequently receive intervention. Language progress monitoring helps educators detect whether
adequate progress is being made, and to identify what type of instructional modifications are necessary.

It is important to monitor progress so that mastery of an objective or achievement of a standard can

be detected. Progress monitoring can also be used with students who are in an accelerated program

to measure progress associated with specialized language instruction. Decisions about the skill areas

and targets to monitor are made at the individual student level. Language progress monitoring can be
conducted using grade-level or off-grade-level material, depending on the student’s needs.

The NLM subtests can serve as a basis for intervention planning. The results can provide information on
the integration of receptive and expressive language, reading fluency, reading comprehension, use of
complex linguistic structures, and the ability to infer the meaning of complex vocabulary in a standardized,
efficient, and valid manner. The content of the NLM Listening and NLM Reading is directly related

to common curriculum expectations. Decisions regarding the placement of students in intervention,
modification of intervention, and when to introduce new targets can be based directly on the results.
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INTRODUCTION TO THE CUBED-3

Language Comprehension Strands and the CUBED-3 Narrative Language Measures (NLM)

The CUBED-3 uses the Narrative Language Measures (NLM) to assess a student’s ability to use and
understand oral and written academic language. The NLM is comprised of two subtests: the NLM
Listening and the NLM Reading. The NLM Listening and NLM Reading use parallel narratives with
embedded exposition to test the ability to retell complex academic narrative and expository language,
to answer factual and inferential questions, to measure writing and personal story generation, and to
measure reading fluency and reading comprehension. A brief dynamic assessment of language is used
to help identify students who have difficulty learning language.

NLM Retell ©
NLM Factual Questions [

NLM Personal Generation [ NLM Sentence Complexity

NLM Inferential Vocabulary

BACKGROUND : LANGUAGE
KNOWLEDGE STRUCTURE

(facts and concepts needed (subordination, modifiers, relative
for text-to-world connections) pronouns; morphological awareness)

VERBAL
REASONING

(figurative language,
inferencing using text-to-text
th‘ﬁ;ﬁégé E and text-to-self connections) VO c AB U L ARY

(discourse elements and (9eneral academic words,
patterns in narrative and multiple-meaning words,
informational content) domain-specific words)

NLM Inferential Reasoning

NLM Narrative Discourse Complexity [
NLM Expository Discourse Complexity [ NLM Vocabulary Complexity

NLM Episode Complexity [
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INTRODUCTION TO THE CUBED-3

A Special Note on Measuring Word Recognition

General outcome measures for reading have primarily focused on tasks that measure skills such as
phonemic awareness, letter sounds, letter names, nonsense word recoding, and reading fluency.
Such GOMs, apart from the fact that they tend to lack valid measures of comprehension, have two
additional limitations; (1) They often do not provide sufficient information to inform word recognition
instruction, and (2) they rely exclusively on static information, which can be severely confounded by
prior exposure and experience, yielding floor effects with young students.

The CUBED-3 includes measures related to word recognition that will likely be familiar to many
educators. What is unique about the CUBED-3 is that it provides educators with the opportunity to
obtain a more comprehensive inventory of what a student can do if a student is not performing at
benchmark on any particular task. For example, the CUBED-3 includes measures of reading fluency
(including prosody), and benchmark expectations have been established for that task. Yet reading
fluency is an outcome measure that is affected by multiple underlying skills. The DDM subtests of the
CUBED-3 provide a way to assess those underling skills and to determine precisely where deficits
lie. Examiners will find multiple measures of phonemic awareness and nonsense word recoding that
are engineered to help identify a student’s current ability and to pinpoint precisely what needs to be
focused on in intervention.

Most static reading measures used to assess young students have poor classification accuracy and
significant floor effects (Badian, 1994; Catts, 1991; Jenkins & O’Connor, 2002; Mantzicopoulos &
Morrison, 1994; O’Connor & Jenkins, 1999; Scarborough, 1998; Torgesen, 2002a, 2002b; Uhry, 1993;
Wilson & Lonigan, 2010). When used to measure the reading abilities of culturally and linguistically
diverse (CLD) children just entering the school system at the beginning of kindergarten, static
measures demonstrate even lower classification accuracy and even greater floor effects (Donovan

& Cross, 2002; Gersten & Dimino, 2006; Klingner & Edwards, 2006; Petersen & Gillam, 2015). When
using the CUBED-3 in the Insight system, examiners can administer dynamic assessments of
decoding from the PEARL or DYMOND (depending on the student’s age) to glean information on

a student’s ability to learn how to decode in addition to their precise performance on the array of
measures in the CUBED-3. This focus on learning potential results in excellent classification accuracy,
mitigates floor effects, and reduces bias encountered using traditional static assessments.
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INTRODUCTION TO THE CUBED-3

Word Recognition Strands and the CUBED-3

The CUBED-3 uses the Dynamic Decoding Measures (DDM) to assess word recognition-related

skills. The DDM is comprised of four subtests: Phonemic Awareness, Phoneme Manipulation,
Orthographic Mapping, and Decoding Inventory. The NLM Reading also includes a reading fluency
subtest. Each DDM subtest of the CUBED-3 assesses a specific target related to, or reflective of word
recognition following a testing the limits dynamic assessment approach. This means that students are
administered the more difficult or more mature targets first, and then subsequent targets are assessed
until a student’s current level of performance is identified. This testing the limits dynamic assessment
helps educators pinpoint where intervention should begin.

SIGHT
RECOGNITION

(blending, segmenting, identification of
first sounds, sound manipulation)

PHONOLOGICAL
AWARENESS

(blending, segmenting,
identification of
first sounds, sound
manipulation)

DDM Orthographic Mapping [ 9 DDM Phonemic Awareness
NLM Reading Fluency © DECODING ‘9 DDM Phoneme Manipulation

(letter sound correspondences and
phoneme blending written words)

DDM Decoding Inventory
NLM Reading Fluency
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INTRODUCTION TO THE CUBED-3

Writing Strands and the CUBED-3

The CUBED-3 also measures transcription skills and oral expressive language, the product of
which yields writing. Transcription skills are measured through the Personal Writing Generation
section of the NLM Reading and expressive language skills are measured using the Personal Oral
Generation section of the NLM Listening and the Personal Writing Generation section of the NLM
Reading. The NLM Flowcharts are used to score the oral and written language samples students
produce.

EXPRESSIVE THE

WRITING ROPE

Critical Thinking @

(generating ideas, gathering information,
writing process: organizing, drafting,
writing, revising)

Syntax @
(grammar and syntactic awareness,
sentence elaboration, punctuation)

Text Structure @

(narrative, information, opinion structure,
paragraph structure, patterns of organization,
linking and transition words)

Writing Craft @
(word choice, awareness of task, audience,
purpose, literary devices)

TRANSCRTIPTION
Spelling @

Handwriting/Keyboarding @

C, Language

D namlcs

Graphic modeled after the illustration from

Punctuation/Capitalization @ The Writing Rope by Joan Sedita (2019)

P

NLM Retell

NLM Inferential Reasoning

NLM Inferential Vocabulary

NLM Personal Generation

NLM Personal Writing Generation

NLM Sentence Complexity

NLM Narrative Discourse Complexity
NLM Episode Complexity

NLM Expository Discourse

NLM Sentence Complexity

NLM Flowchart [

(Writing Conventions: TRANSCRIPTION NLM Vocabulary Complexity
punctuation, capitalization, NLM Sentence Complexity

and spelling)
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PURPOSES OF THE CUBED-3

The CUBED-3 is specifically designed to do the following:

a) Universal Benchmark Screening. The CUBED-3 is designed to accurately classify preschool
through eighth grade students along a continuum of performance ranging from significantly below

to significantly above expectations. This is accomplished through universal benchmark screening.
Benchmark screening refers to the assessment of all students within a district, school, or grade usually
three times per year. The purpose of benchmark screening is to identify strengths and weaknesses

of students, and to organize those students into instructional groups according to their strengths and
needs. For this purpose, the CUBED-3 is typically administered at the beginning, middle, and end of
each school year.

b) Progress Monitoring. The CUBED-3 is designed to monitor student progress regularly. Progress
monitoring refers to the frequent assessment of students who experience, or may be at risk for,
difficulty in the skills needed for reading comprehension. Progress monitoring helps educators detect
whether adequate progress is being made, and to identify what type of instructional modifications are
necessary. Progress monitoring can also be used with students who are in an accelerated program
to measure progress associated with specialized instruction. Decisions about the skill areas and
targets to monitor are made at the individual student level. Progress monitoring can be conducted
using grade-level or off-grade-level material, depending on the student’s needs. Thus, the CUBED-3
progress monitoring measures can be administered to students in preschool through high school
whenever appropriate.

Benchmark screening and progress monitoring are necessary assessment purposes in a multi-tiered
system of support. The CUBED-3 Administration Timeline (Figure 1 on page 18) shows the measures
that are typically administered at each benchmark assessment period. Different CUBED-3 measures

can be administered at different times to meet the needs at different schools. Therefore, the timeline

should only be considered a recommendation. The Administration Flowcharts (see page 19) can help
educators determine which specific subtests and targets to administer.

c) Identification of Students Performing Significantly Below Peers. Instead of interpreting the
results of the CUBED-3 according to pre-established criteria or expectations (criterion-referencing), the
results of the CUBED-3 for preschool through third grade students can also be interpreted according
to the normative sample (norm-referencing). An individual student’s performance can be compared to
his or her normative group. This information can be useful in classification/diagnostic processes.

d) Intervention Planning. The CUBED-3 includes static, dynamic assessment, and processing
measures which not only provide examiners with information on what a student already knows, they
also provide information on a student’s ability to learn and their underlying processing capacity.
Because of this, the results of the CUBED-3 can serve as a basis for intervention planning. The
format of the CUBED-3 ensures information is gathered in a standardized, efficient, valid manner so
that results inform instruction. This content is directly related to common curriculum expectations
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PURPOSES OF THE CUBED-3

and individual student’s performance on the CUBED-3 reveals the strengths and weaknesses that
can then be specifically addressed in intervention. Decisions regarding the placement of students in
intervention, modification of intervention, and when to introduce new targets can be based directly on
the CUBED-3 results.

e) Program Evaluation. The CUBED-3 results can be used to examine the extent to which special
instructional programs yield the desired outcomes and can help identify how the program can be
improved.

The CUBED-3:

 is valid, reliable, and efficient to administer and score

+ identifies students who need intensive decoding, language, reading fluency, spelling, or writing
intervention

+ informs the development of tailored interventions

+ evaluates the effectiveness of interventions and monitors students’ progress in relation to
intervention

+ plays an integral role in a multi-tiered system of support focusing on both decoding and language.

CUBED-3 Subtests and Targets

NLM® DDM?®

Narrative Language Measures Dynamic Decoding Measures

DECODING s | ORTHOGRAPHIC
READING LISTENING DECODING e OGN

NLM Retell: NLM Retell: + Closed Syllables * Irregular Words
- Narrative Discourse - Narrative Discourse - Vowel-Consonant-E - Letter Sounds
+ Expository Discourse i - Expository Discourse i1 - Basic Affixes * Letter Names

- Episode Complexity - Episode Complexity - Advanced Affixes

- Sentence Complexity - Sentence Complexity - Vowel Teams

» Vocabulary Complexity {Z% - Vocabulary Complexity ! - Vowel-R-Controlled

NLM Questions: NLM Questions: + Complex Vowels

* Factual - Factual » Advanced Word Forms
« Inferential Vocabulary « Inferential Vocabulary : MUlt'Sy”ab'C Words

+ Inferential Reasoning {&lF - Inferential Reasoning {3 in Context

Reading Fluency: Personal PHONEMIC PHONEME

- Decoding Fluency Generation AWARENESS MANIPULATION NEW
» Accuracy
+ Prosody Rating * Phoneme Segmentation | < Phoneme Deletion

.  Phoneme Blending + Phoneme Addition
Persona! Writing - First Sounds - Episode Substitution
Generation - Continuous Phoneme
Blending
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Accommodations

Sometimes standardized administration of the CUBED-3 assessment could result in inaccurate results.
In these cases, approved assessment accommodations can be used. Approved accommodations are
those that will likely not alter how the assessment functions, thus the benchmark and cut points for
risk can still be referenced. These approved accommodations should be reserved for a select number

of students who truly need them.

Table 1. Approved Accommodations

Approved Accommodations

Students Needing the
Accommodations

Appropriate Measures

Enlarged student stimulus
materials or larger print

Students with visual impairments

Irregular Words, Letter Sounds,
Letter Names, NLM Reading,
Decoding Inventory, Rapid
Automatized Naming, PEARL,
DYMOND

Lighting filters, lighting
adjustments, colored overlays

Students with visual impairments

Irregular Words, Letter Sounds,
Letter Names, NLM Reading,
Decoding Inventory, Rapid
Automatized Naming, PEARL,
DYMOND

Hearing aids, assistive listening
devices, FM systems

Students who are Deaf or who
have hearing impairments

All Subtests

A method that can help a student
focus on the stimulus materials

or that can prevent students from
skipping lines of text while reading
(e.g., a marker or ruler)

Irregular Words, Letter Sounds,
Letter Names, NLM Reading,
Decoding Inventory, Rapid
Automatized Naming, PEARL,
DYMOND

Unapproved Accommodations

Unapproved accommodations could include repeating the story or question, or providing additional
prompts. When the purpose of using the CUBED-3 is to determine a student’s performance in
comparison to benchmarks or other students’ performances, unapproved accommodations should
not be used. However, when a student’s performance is compared to their own performance over
time, as in progress monitoring, unapproved accommodations can be used. It is recommended
though, that the accommodation is used consistently each time the assessment is administered

so that changes in scores can be validly attributed to changes in behavior and not changes in
assessment conditions. Unapproved accommodations can be used where they are necessary. For
example, a student may have an Individualized Education Program (IEP) that specifies testing with an
unapproved accommodation, such as extra time to complete test items or the test directions given in
a student’s primary language that is other than English.
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Training

The CUBED-3 can be administered by paraprofessional and professional educators and other school-
approved personnel as long as they have been appropriately trained on the administration and scoring
procedures. The interpretation of the CUBED-3 requires additional training and expertise. It is the
organization’s and individual’s responsibility to ensure that sufficient training has been provided prior
to the administration, scoring, and interpretation of the CUBED-3 assessment. Language Dynamics
Group (www.languagedynamicsgroup.com) offers several training opportunities and provides video
tutorials as supplemental supports. To use scores for educational decisions, the examiner must reliably
administer the measures according to the procedures outlined in this manual. A fidelity checklist for
each measure is available.

Before administering the CUBED-3, examiners should carefully read this manual and practice
administering and scoring the measures until the administration and scoring are performed correctly
and fluently. The Insight system can facilitate fidelity of administration and reliability of scoring
because discontinue and benchmark parameters are automated.

Standardized administration is an essential part of the CUBED-3. There are scripts for examiners to
follow that help to ensure each measure is administered the same every time. If standardization is not
followed, it is impossible to determine whether changes in a student’s scores are a result of learning or
variations in test administrations. Examiners should follow the administration and scoring instructions
as directed on the protocols.
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Not all CUBED-3 subtests are appropriate or necessary to administer to all students. The CUBED-3
Administration Timeline (Figure 1) provides an overview of when the CUBED-3 subtests or targets are
typically administered. Keep in mind that these are only general guidelines, and that your organization
may have different needs. The Administration Flowcharts (see page 19) can be used to determine
when and how many of the CUBED-3 subtests and targets should be administered. Those areas that
are emphasized in the curriculum will drive the assessment process, and mastery or benchmark level
will determine whether certain subtests and targets are required.

Figure 1. Administration Timeline I:I Recommended l:’ Benchmark scores and cut points for risk available, yet administration

subtest/targets is contingent on below benchmark performance on core subtest/target

C,UBEDe Administration Timeline

NLM?® Reading

NLM?® Reading Decoding Fluency

DDM® Decoding Inventory

o Phoneme
DDM Manipulation

Orthographic Mapping
®
DDM TARGET: Irregular Words

@ Orthographic Mapping
DDM TARGET: Letter Sounds

Orthographic Mapping
L]
DDM TARGET: Letter Names

DDM® Phonemic Awareness

NLM?® Listening

BOY | MOY| EOY | BOY | MOY| EOY | BOY | MOY| EOQY | BOY | MOY| EOY | BOY | MOY| EOQY | BOY | MOY | EQY | BOY | MOY | EQY | BOY | MOY | EQY | BOY | MOY | EQY | BOY | MOY | EQY

PreK Kindergarten First Second Third Fourth Fifth Sixth Seventh Eighth
Grade Grade Grade Grade Grade Grade Grade Grade
PEARLIKY DYMOND
¢ Dynamic Assessment of ¢ Dynamic Assessment of Language (COMING SOON)
Lang_]uage ) )  Rapid Automatized Naming
* Rapid Automatized Naming * Dynamic Assessment of Decoding (basic) and Dynamic Assessment of Decoding (advanced)
¢ Dynamic Assessment of « Nonword Repetition
Decoding

¢ Nonword Repetition

4—— Administer at any time if CUBED-3 results and/or response to intervention indicate concerns —— )

<

BOY | MOY | EOY | BOY | MOY | EO

PreK Kindergarten First Second Third Fourth Fifth Sixth Seventh Eighth
Grade Grade Grade Grade Grade Grade Grade Grade

BOY | MOoY | EQY | BOY | Moy | EOY | BOY | Moy | EOY | BOY | MOY| EOY | BOY | MOY | EQY | BOY | Moy | EQY | BOY | Moy | EOY | BOY | Moy | EOY
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The Administration Flowcharts are designed to maximize efficiency while maintaining validity.
Examiners first administer the subtest in the column on the left side of the flowchart and work down
the column, following the arrows and boxes as directed by the key. After administering the appropriate
subtests or targets in the first column, examiners then administer the next subtests and targets in the
column to the right, again following the directions indicated by the key. The administration of many

of the subtests and targets is contingent on how a student performs. For example, note that for first
grade students at BOY, the NLM Reading benchmark is the first recommended subtest. The Decoding
Fluency, NLM Retell, and NLM Questions from that subtest are the suggested targets. If a student

is at benchmark on the Decoding Fluency and NLM Retell, no additional testing is recommended.

This is because the first grade BOY Decoding Fluency subtest includes a decodable section which
measures a first grader’s ability to decode words with closed syllables and basic affixes, and the NLM
Retell provides considerable information on how well a student can understand and produce complex
academic language. If a student is not at benchmark on either of those targets, then the examiner is
directed to administer additional subtests and targets to better identify specific needs. This logic is
applied to all grades, making the CUBED very efficient yet also very powerful. Educators may wish to
administer subtests that are not recommended in the flowchart, and the CUBED provides the flexibility
to accommodate specific organizational/student needs.

PRESCHOOL: BOY / MOY / EOY

“_ _: Optional Targets

_’ Suggested next target if
not at benchmark

Provide tier-2 or tier-3 systematic, explicit, and sequential
instruction for language and/or phonics/word recognition

’ Suggested next subtest
(regardless of performance)

- + Suggested next steps
if not at benchmark

CUBED®

Frequently monitor progress of students
receiving tier-2 or tier-3 interventions
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ADMINISTRATION FLOWCHARTS
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CU BE Dg Frequently monitor progress of students
receiving tier-2 or tier-3 interventions

DLD and screen
for dyslexia

FOURTH-EIGHTH GRADE: BOY / MOY / EOY

START
HERE

NLM®

Reading
Benchmark

Decoding
Fluency

NLM Retell

NLM
Questions
Personal
Writing

e e e e e e

{
|
|
\

If student is at benchmark
for Decoding Fluency
and NLM Retell, consider
discontinuing testing.

KEY:

O Suggested Targets

::::: Optional Targets

_’ Suggested next target/
subtest if not at benchmark

_’ Suggested next subtest if
at benchmark

_-_} Suggested next steps
if not at benchmark

CUBED®

DDM® DDM® DDM®
F Orthographic Phonemic
Decoding Inventory - Mapping -»> Awareness
Closed [ Vowel-R- | Irregular Phoneme ®
L Syllables JL Controlled ) [ Words Segmentation — IP)hDM
I I oneme
- Vowel- | [ Advanced | Letter Phoneme _Manipulation
) kConsonant-EJ Affixes Sounds Blending (" Phoneme )
I Deletion !
[ Basic Complex —-———{———-. '—"_F%:t““‘ e
. Affixes Vowels [ Letter | ! SO:n?ds : " Phoneme |
i P S A S | Names | i { Addition |
Vowel Advanced | = --------- I___‘ e ——
(_ Teams J( Word Forms ) | | Continuous | :’ Phoneme ‘:
[ Multisyllabic | e b ___. i__Blending ; ' Substitution ;
| Words in Context | ™~
—————————————— \\4

v
cﬁgﬁ%s (ALB)c

=

Provide tier-2 or tier-3 systematic, explicit, and sequential
instruction for language and/or phonics/word recognition

Frequently monitor progress of students
receiving tier-2 or tier-3 interventions

CUBED®

DYMOND

Additional testing
to help diagnose
DLD and screen
for dyslexia
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ADMINISTRATION & SCORING

Selecting a Grade Level

The NLM benchmark screening measures are grade-specific, but the DDM benchmarking measures
are not grade-specific. Students should be administered the DDM assessments corresponding to the
benchmark recommendations (see Figures 1 and 2), or whenever there is a particular concern in a
given area. If a student reaches benchmark or mastery on any given target of the DDM at an early age,
that target area may not need to be re-administered in subsequent testing sessions.

The NLM benchmarks should be administered at the grade level corresponding to the student’s grade.
For students who can read, we recommend that the NLM Reading be administered first, and then if
comprehension is below expectations, the NLM Listening should be administered.

For NLM progress monitoring, it is generally recommended to use grade level materials, yet if the
grade level passages are too complex for progress monitoring a student’s language, then a lower
grade level should be considered. Keep in mind that the purpose of the benchmark assessments is
to compare students to a grade criterion, but the progress monitoring assessments are designed to
show an individual student’s decoding, language, and reading growth over time.

Materials and Setting

The examiner should sit with an individual student in a quiet place. If the examiner is right-handed, the
student should sit on the left side of the examiner. Most examiners prefer to have a printed copy of
the student stimulus materials even when administering the CUBED-3 using Insight (www.LDGiInsight.
com), yet an additional electronic device (e.g., tablet or laptop) can be used to display the student
stimulus materials. If the examiner is using the Insight system, the printed record forms are not needed
because scoring takes place on a digital device. Insight requires a tablet, laptop, or some other
electronic device and an Internet connection. Examiners should ensure that Insight is fully functional
and compatible with their operating system, internet browser, and can be accessed past their
organization’s firewall prior to administering the CUBED-3. If Insight is not being used, examiners will
need a pen/pencil, the printed record forms upon which student scores are recorded, and the printed
student stimulus materials to which the student refers.

Student stimulus materials are required for some of the DDM Orthographic Mapping and Decoding
Inventory measures. For the NLM Reading, the examiner will need the student stimulus materials that
contains the stories the student will read. It is highly recommended to audio record the administration
of the NLM assessments so scores that were assigned in real-time can be reviewed and edited. The
student should wear a lapel microphone when they are being recorded. Examiners may wish to use

a speech to text program to transcribe the retell and then check the transcript to review and edit the
real-time scoring.
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ADMINISTRATION & SCORING

Rapport

It is important that the examiner builds rapport with each student before administering the
assessment. Young students may not be accustomed to the assessment procedures and are generally
more cautious with strangers. Keep in mind that the testing situation may be unusual and a little
uncomfortable for young students. The examiner should spend time getting to know the student or
have a brief conversation before beginning the assessment procedures. Once the student is familiar
with the process and the examiner, less rapport building is necessary.

Picture Support

The preschool NLM Listening stories have been illustrated to support the story retelling of students
who cannot otherwise retell a scoreable story. For example, 3-year-old students or students with
disabilities may have significant challenges retelling stories. To reduce the cognitive and memory
demands for these students, examiners can choose to use the picture booklet. However, it is
important to understand that pictures are not a permanent part of the NLM Listening. We encourage
the use of pictures temporarily for students whose language is monitored regularly and who receive
intervention. When student’s language improves sufficiently, the pictures should be withdrawn.

Administration Time

Administration time can vary greatly depending on the subtests administered and the performance

of the student. The DDM can be a very quick assessment, especially if a student meets benchmark
expectations on the highest targets assessed. Other times, the DDM can take up to 15 minutes

if a student struggles with each target in each measure. Each NLM Listening and NLM Reading
benchmark and progress monitoring assessment takes less than 5 minutes to administer, yet
administration time depends on grade level and the student’s fluency. Scoring can be done in real-
time while the student is retelling the story to the examiner. Scoring can also be done by listening

to an audio recording or by referencing a transcript of the student’s story. Because the CUBED-3
provides information that can directly inform instruction, additional assessments many not need to be
administered prior to differentiated instruction. This can save educators considerable time.

NLM and ELM Flowchart

Personal oral and written stories and expository language samples elicited using the NLM Listening
and NLM Reading are scored using the NLM Flowchart (Appendix A) or the ELM Flowchart (Appendix
B). In addition, any story or expository language sample elicited from a child can be scored using the
flowcharts (e.g., a retell from a children’s story book, a personal story recorded in an exchange with

a peer, a written story from a teacher prompt, an explanation on how to build something). The NLM
and ELM Flowcharts use a flow chart approach to assign a numerical score that quantify the extent
to which oral and written stories and exposition are comprised of essential features. The flowcharts
are detailed and designed to measure subtle changes in children’s expressive language over time.
Examiners begin at the top of the flowchart for each element measured, and then move downward
answering yes/no questions until they reach the student’s present level of performance. We specifically
selected the flowchart items based on their relevance to the state educational standards, their
relevance to narration and exposition, and their relevance to academic language, which is necessary
for academic success.
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ADMINISTRATION & SCORING: NLM

NLM?®

A literal interpretation of the simple view

of reading and subsequently exploded

views of that model will reveal that the
measurement of reading comprehension
requires the measurement of language
comprehension. The assessment of oral
language - including the ability to understand
and produce complex, academic language,
is not dependent upon a student’s ability to
decode, and can therefore be measured at an
early age.

MEAS

The Narrative Language Measures (NLM)
Listening and NLM Reading subtests assess
five core behaviors derived from a thorough
review of the extant research. Those five
behaviors are 1) retelling narratives with
embedded complex academic language
and expository information, which allows

for the assessment of the comprehension
and production of narrative discourse
complexity, expository complexity, sentence
complexity, and vocabulary complexity,

2) the comprehension of factual discourse
structure information, primarily assessing
receptive language, 3) inferential word
learning and vocabulary use, which allows
for the assessment of the ability to infer

the meaning of unfamiliar words through
context and the ability to use advanced
vocabulary, 4) the ability to make within-text
and elaborative inferences, and 5) oral and

URES

NARRATIVE LANGUAGE

‘Beginning NLM® [ jsT

NLM Retell:

* Narrative Discourse

+ Expository Discourse

+ Episode Complexity

+ Sentence Complexity

+ Vocabulary Complexity

NLM Questions:

* Factual

* Inferential Vocabulary
* Inferential Reasoning

Reading Fluency:
* Decoding Fluency

+ Accuracy

* Prosody Rating

Personal Writing
Generation

NLM® READING NLM LISTENING

NLM Retell:

* Narrative Discourse

+ Expository Discourse

- Episode Complexity

- Sentence Complexity

- Vocabulary Complexity

NLM Questions:

* Factual

* Inferential Vocabulary
- Inferential Reasoning

Personal
Generation

written personal narrative generation, which facilitates the examination of transcription and oral and
written expressive language across different modalities. The Narrative language measures also uses a
very brief dynamic assessment of language that can be administered to students who are not meeting
benchmark expectations. This dynamic assessment of language helps examiners determine whether
poor performance on the NLM is due to a language learning difficulty or an extraneous factor.
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Administration and scoring for all but the personal generation subtests of the NLM can be done in
real-time, either by hand, or via a digital device using the Insight system. NLM Listening forms have
six different levels of complexity: preschool, kindergarten, first, second, and third grade. NLM Reading
forms are written for eight different levels (first, second, third, fourth, fifth, sixth, seventh, and eighth
grade). To the extent possible, these levels are based on developmental patterns and curriculum
expectations for narrative structure, language complexity, and decoding skills.

First and second grade NLM Reading passages include an initial decodable section that allows for the
measurement of decoding fluency using syllable types, temporarily and permanently irregularly spelled
words, and affixes most often taught prior to that particular period of time in the school year. Because
these sections are decodable, examiners can infer that if a student meets benchmark expectations for
decoding fluency (CWPM) and accuracy, that student can decode most words with the syllable types
and patterns taught to most students prior to that time point in the school year. This means that it may
not be necessary to administer additional measures related to word recognition if those benchmarks
are met (e.g., Decoding Inventory, Phonemic Awareness, Letter Sounds, Irregular Words etc.). Because
of this careful engineering of passages, the CUBED-3 assessment can be very efficient for those
students who meet benchmark expectations on Decoding Fluency and Accuracy. The guidelines in
tables 2-7 were used to write the decodable sections for first grade NLM Reading (~ first 50 words)
and second grade NLM Reading (~ first 90 words).

For benchmark assessments, students are administered the NLM grade level that corresponds with
their grade. For progress monitoring, any grade level can be administered to any student according to
their current level of performance.

Stories used in the administration of the NLM Listening and NLM Reading are realistic fiction focusing
on themes that are personably relatable to young students. We have chosen the context of personal-
themed narrative discourse to assess language development. Personal narration is typically used to
communicate with others about past events, and it is one of the more complex forms of discourse.
We expect young students to tell far less organized and less linguistically complex stories than older
students, and students who have language difficulty tend to have significant difficulty with narration.
The developmental nature of narration, its ability to tax a student’s language system, and the fact
that most students across many cultures commonly use narration to communicate make it quite
useful for language assessment. Our choice to use personal-themed narratives has much to do with
their ubiquity in children’s functional daily communication, their utility for standardized elicitation,

and their potential to reflect culturally universal themes. Each narrative also includes a main idea

and two supporting details that creates a hybrid narrative/expository passage, allowing for a basic
measurement of the comprehension and production of expository language.

In addition to the personal nature of NLM stories, their design has been strategically grounded in
curriculum-based measurement conventions. To inform educational decisions regarding children’s
language needs, it is imperative that their language is sampled repeatedly over time in a standardized
format. This means that several alternate forms of the assessment need to be available. NLM stories
undergo extensive scrutiny to ensure that they have consistent lengths, story structure, sentence
complexity, and vocabulary complexity. The stories are an essential feature of the NLM and promote
a standardized, reliable, and valid assessment of language comprehension and production. The
following is an overview of the NLM sections.
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ADMINISTRATION & SCORING: NLM

Table 2. Beginning of Year (BOY) First Grade Decodable Parameters with Decoding Inventory Subtest Iltems and
BOY Benchmark 1 and BOY Benchmark 2 Examples

FIRST GRADE (BOY) Decodable Parameters (red font)

BOY Benchmark 1 Decodable Section (50 words)
Kam was on a rug with some little toys. A boy saw her toys and grabbed all of them. The boy did not hand them
back, so Kam was sad. Kam sat on the rug and made a plan to get the toys. She was going to get them back.

BOY Benchmark 2 Decodable Section (49 words)
Last week, Jen sat on the grass with a rose bush that her mom got at a shop. Jen’s mom told her to plant the bush,
but it began to make her itch. Then her face started to get red, and she had to rub her nose a lot.

Closed Syllables |min sal jom vun quim whav | fap deg gib les pag rud tus baf shil het wan
kex zick chom thuz vill cass noff

Additional Sounds/Spellings Allowed in BOY First Grade Decodable Sections:
ng (going), y (ves), th (them)

\C/)%Vr\llgtln-nant—E |naze gude mepe sule wonkide atane| jime tebe goke fene vome rame sove
Basic Affixes | hezes pafed senest bruful temness premiv | foting unron repog miver dutless giply
Vowel Teams |feep naig touv keat heag goupaik

zay loak zoon soud wook poig shaw hieb roef zow bewk pauk
Vowel-R- [klar ner foarp mour lare lirparg |
Controlled tor wir ploor rark zair kear zur theer glier searc lourt vour slore

Advanced Affixes | | mubtion discla gobic mavible gopture gepous |
bimog trizom nonplut zikable misdut transbub uniquin virupt

Complex Vowels || vind nild zough keigh glaught kighdost |
vost grold figh pight wought pough klaugh

Advanced Word |wecent smink lomb glistle ohong grombacent|
Forms brism grunk mank ghosl futle

Words in Context tembog stodrun groupaik lirparg kighdost ungobers bimudgeic
poughtigild grombacent ponerate lirmarves

Initial and final ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink, brism,
Blends grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent,

Basic Consonant shil, zick, chom, thuz, quim, whav, whaw, theer

Digraphs

8%25] ants vill, cass, noff

Open Syllables repog, *miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic, *virupt, *gepous,
*uniquin
*Can be pronounced with a short or long vowel

gg}ﬂtﬁ;ible mavible, mubtion, gopture, glistle, futle, ponerate

Silent Consonants | lomb, ghosl, eigh, glistle, futle, pight, wought, glaught, poughtigild

Miscellaneous ti and ci for ‘sh’: mubtion

Patterns tu for ch: gopture

Soft/hard c & g: wecent, grombacent
k/ck zick, ge/dge bimudgeic, ch/tch
variant plurals: lirmarves
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ADMINISTRATION & SCORING: NLM

Table 3. Beginning of Year (MIOY) First Grade Decodable Parameters with Decoding Inventory Subtest ltems and
MQY Benchmark 1 and MOY Benchmark 2 Examples

FIRST GRADE (MOY) Decodable Parameters (red font)

BOY Benchmark 1 Decodable Section (49 words)

One day, Jack was in his room. He was getting ready to go swim in his big pool. When Jack was ready to go, his
mom, who was strict, stopped him. She said he could not swim because he had not picked up his toys yet. Jack
was upset.

BOY Benchmark 2 Decodable Section (49 words)

One day, Ron was with his dad at a fun park. He wanted to go on all the fun rides. He stopped at a tall ride that was
fast and spun a lot. He went on it. But at the end of the ride, he started to feel sick.

Closed Syllables |min sal jom vun quim whav| fap deg gib les pag rud tus baf shil het wan
kex zick chom thuz vill cass noff

Vowel-

Consonant-E |naze gude mepe sule wonkide atane | jime tebe goke fene vome rame sove

Basic Affixes |hezes pafed senest bruful temness premiv| foting unron repog miver dutless giply
Vowel Teams | feep naig touv keat heag goupaik |
zay loak zoon soud wook poig shaw hieb roef zow bewk pauk
Vowel-R- |k|ar ner foarp mour lare Iirparg|
Controlled tor wir ploor rark zair kear zur theer glier searc lourt vour slore

Advanced Affixes |mubtion discla gobic mavible gopture gepous|
bimog trizom nonplut zikable misdut transbub uniquin virupt

Complex Vowels || vind nild zough keigh glaught kighdost |
vost grold figh pight wought pough klaugh

Advanced Word | | wecent smink lomb glistle ohong grombacent |
Forms brism grunk mank ghosl futle

Words in Context tembog stodrun groupaik lirparg kighdost ungobers bimudgeic
poughtigild grombacent ponerate lirmarves

Initial and final ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink, brism,
Blends grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent,

Basic Consonant shil, zick, chom, thuz, quim, whav, whaw, theer

Digraphs

8gzgl)enants vill, cass, noff

Open Syllables repog, *miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic, *virupt, *gepous,
*uniquin
*Can be pronounced with a short or long vowel

gi;}f:ilbsléible mavible, mubtion, gopture, glistle, futle, ponerate

Silent Consonants | lomb, ghosl, eigh, glistle, futle, pight, wought, glaught, poughtigild

Miscellaneous ti and ci for ‘sh’: mubtion

Patterns

tu for ch: gopture

Soft/hard c & g: wecent, grombacent
k/ck zick, ge/dge bimudgeic, ch/tch
variant plurals: lirmarves
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Table 4. Beginning of Year (EOY) First Grade Decodable Parameters with Decoding Inventory Subtest Items and
EOQOY Benchmark 1 and EOY Benchmark 2 Examples

made a plan.

FIRST GRADE (EOY) Decodable Parameters (red font)

BOY Benchmark 1 Decodable Section (49 words)

One day, Owen was out playing in the rain. After he jumped in a big puddle, Owen got water in his new shoes. His
shoes were not very tall, so they got wet. Owen was sad because his feet were very wet and cold. He knew he
needed to get help.

BOY Benchmark 2 Decodable Section (49 words)
Last week, Ben was at his dad’s house. It was late and he was watching TV. His dad told him it was time to brush
his teeth and go to bed. Ben was upset because he did not want to go to bed. After Ben brushed his teeth, he

Closed Syllables

|min sal jom vun quim whav| fap deg gib les pag rud tus baf shil het wan
kex zick chom thuz vill cass noff

Vowel-
Consonant-E

|naze gude mepe sule wonkide atane | jime tebe goke fene vome rame sove

Basic Affixes

|hezes pafed senest bruful temness premiv| foting unron repog miver dutless giply

Vowel Teams | feep naig touv keat heag goupaik |

zay loak zoon soud wook poig shaw hieb roef zow bewk pauk oy
Vowel-R- | klar ner foarp mour lare lirparg |
Controlled tor wir ploor rark zair kear zur theer glier searc lourt vour slore
Advanced Affixes |mubtion discla gobic mavible gopture gepous|

bimog trizom nonplut zikable misdut transbub uniquin virupt in- ex-

Complex Vowels

|vind nild zough keigh glaught kighdost |
vost grold figh pight wought pough klaugh

Advanced Word
Forms

| wecent smink lomb glistle ohong grombacent |
brism grunk mank ghosl futle

Words in Context

tembog stodrun groupaik lirparg kighdost ungobers bimudgeic
poughtigild grombacent ponerate lirmarves

Initial and final
Blends

ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink, brism,
grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent,

Basic Consonant
Digraphs

shil, zick, chom, thuz, quim, whav, whaw, theer wr

Double
Consonants

vill, cass, noff, pp, bb, tt, dd, cc, gg, zz, mm, rr

Open Syllables

repog, *miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic, *virupt, *gepous,
*uniquin

*Can be pronounced with a short or long vowel

Final Stable
Syllables

mavible, mubtion, gopture, glistle, futle, ponerate

Silent Consonants

lomb, ghosi, eigh, glistle, futle, pight, wought, glaught, poughtigild

Miscellaneous
Patterns

ti and ci for ‘sh’: mubtion

tu for ch: gopture

Soft/hard c & g: wecent, grombacent
k/ck zick, ge/dge bimudgeic, ch/tch
variant plurals: lirmarves

/i/=i, g, ge

y = cry, yes, candy, gym
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ADMINISTRATION & SCORING: NLM

Table 5. Beginning of Year (BOY) Second Grade Decodable Parameters with Decoding Inventory Subtest Items
and BOY Benchmark 1 and BOY Benchmark 2 Examples

SECOND GRADE (BOY) Decodable Parameters (red font)

BOY Benchmark 1 Decodable Section (92 words)

Yesterday, Marta and her mom were shopping at a store. She needed to get a gift for her friend. She was upset
because she didn’t have much time. Marta was thinking about getting a game. Her friend had a new computer with
lots of RAM, which helps it run fast and open many things all at the same time. She dug through the bin of games
and finally found a great game. But sadly, she didn’t have the money to buy it. Marta felt bad because she still didn’t
have a gift.

BOY Benchmark 2 Decodable Section (86 words)

Last week, Cora was exploring a theme park. She wanted to go on all the big rides, but she was not able to
because she was too short. Even though Cora was upset, she hoped to find other rides that were fun. After she
looked for a while, Cora found a thrilling ride that was shaped like a giant snake, and it went really fast. But when
she tried to get on it, a man, who wore a uniform, sadly told Cora she was too short.

Closed Syllables || min sal jom vun quim whav | fap deg gib les pag rud tus baf shil het wan
kex zick chom thuz vill cass noff

Vowel-

Consonant-E [ naze gude mepe sule wonkide atane | jime tebe goke fene vome rame sove

Basic Affixes | hezes pafed senest bruful temness premiv | foting unron repog miver dutless giply
Vowel Teams | feep naig touv keat heag goupaik |
zay loak zoon soud wook poig shaw hieb roef zow bewk pauk oy
Vowel-R- | klar ner foarp mour lare lirparg |
Controlled tor wir ploor rark zair kear zur theer glier searc lourt vour slore

Advanced Affixes |mubtion discla gobic mavible gopture gepous|
bimog trizom nonplut zikable misdut transbub uniquin virupt in- ex-

Complex Vowels || vind nild zough keigh glaught kighdost |
vost grold figh pight wought pough klaugh

Advanced Word |wecent smink lomb glistle ohong grombacent|
Forms brism grunk mank ghosl futle

Words in Context tembog stodrun groupaik lirparg kighdost ungobers bimudgeic
poughtigild grombacent ponerate lirmarves

Initial and final ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink, brism,
Blends grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent,

Basic Consonant shil, zick, chom, thuz, quim, whav, whaw, theer wr

Digraphs

Double il f

Consonants vill, cass, noff, pp, bb, tt, dd, cc, gg, zz, mm, rr

Open Syllables repog, “miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic, *virupt, *gepous,
*uniquin
*Can be pronounced with a short or long vowel

gg}%tﬁéible mavible, mubtion, gopture, glistle, futle, ponerate

Silent Consonants | lomb, ghosl, eigh, glistle, futle, pight, wought, glaught, poughtigild

Miscellaneous ti and ci for ‘sh’: mubtion variant plurals: lirmarves
Patterns . .

tu for ch: gopture /il=j, 9, ge

Soft/hard ¢ & g: wecent, grombacent y = cry, yes, candy, gym

k/ck zick, ge/dge bimudgeic, ch/tch
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Table 6. Beginning of Year (MOY) Second Grade Decodable Parameters with Decoding Inventory Subtest Items
and MOY Benchmark 1 and MOY Benchmark 2 Examples

SECOND GRADE (MOY) Decodable Parameters (red font)

BOY Benchmark 1 Decodable Section (87 words)

One day, Daniel was in his art class making a small clay pot. When he was done, he went to pick up the pot, but
it was stuck to the table, which made him nervous. Daniel decided to try to gently lift it off the table so that he
wouldn’t ruin it. But Daniel’s pot was really stuck. Daniel was sad and put his head on the table. Finally, Daniel
decided to get help. Daniel said to his teacher “My pot is stuck!” Daniel’s teacher kindly said,

BOY Benchmark 2 Decodable Section (85 words)

On Sunday, Fiona, a very shy girl, was in the car with her family. They slowly pulled into her grandpa’s big driveway.
She saw lots of cars parked at her grandpa’s house. Fiona was upset because she didn’t know there would be so
many people visiting her grandpa. Fiona decided to stick close to her outgoing, older brother. She held his hand

so that she would feel better. But Fiona still felt uneasy. Even though she loved her grandpa, she didn’t like big
crowds.

Closed Syllables || min sal jom vun quim whav | fap deg gib les pag rud tus baf shil het wan
kex zick chom thuz vill cass noff

Vowel-

Consonant-E |naze gude mepe sule wonkide atane | jime tebe goke fene vome rame sove

Basic Affixes | hezes pafed senest bruful temness premiv | foting unron repog miver dutless giply
Vowel Teams | feep naig touv keat heag goupaik |
zay loak zoon soud wook poig shaw hieb roef zow bewk pauk oy
Vowel-R- | klar ner foarp mour lare lirparg |
Controlled tor wir ploor rark zair kear zur theer glier searc lourt vour slore

Advanced Affixes |mubtion discla gobic mavible gopture gepous|
bimog trizom nonplut zikable misdut transbub uniquin virupt in- ex-

Complex Vowels || vind nild zough keigh glaught kighdost |
vost grold figh pight wought pough klaugh

Advanced Word |wecent smink lomb glistle ohong grombacent|
Forms brism grunk mank ghosl futle

Words in Context tembog stodrun groupaik lirparg kighdost ungobers bimudgeic
poughtigild grombacent ponerate lirmarves

Initial and final ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink, brism,
Blends grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent,

Basic Consonant | g sick | chom, thuz, quim, whav, whaw, theer, wr, ph, gh, sch (school), ch (machine)

Digraphs
Double il f, pp, bb, tt, dd
Consonants vill, cass, noff, pp, bb, tt, dd, cc, gg, zz, mm, rr
Open Syllables repog, “miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic, *virupt, *gepous,
*uniquin
*Can be pronounced with a short or long vowel
gg}%tﬁézble mavible, mubtion, gopture, glistle, futle, ponerate
Silent Consonants | lomb, ghosl, eigh, glistle, futle, pight, wought, glaught, poughtigild
Miscellaneous ti and ci for ‘sh’: mubtion variant plurals: lirmarves
Patterns . .
tu for ch: gopture /il=j, 9, ge
Soft/hard ¢ & g: wecent, grombacent y = cry, yes, candy, gym

k/ck zick, ge/dge bimudgeic, ch/tch
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ADMINISTRATION & SCORING: NLM

Table 7. Beginning of Year (EOY) Second Grade Decodable Parameters with Decoding Inventory Subtest Items
and EOY Benchmark 1 and EQY Benchmark 2 Examples

SECOND GRADE (EQY) Decodable Parameters (red font)

BOY Benchmark 1 Decodable Section (88 words)

On Saturday, Jacob, who loved the outdoors, was fishing with his grandpa at a nearby river delta. The triangle-
shaped piece of land, which formed when the fresh water of the river flowed into the salty water of the ocean, was
their favorite place to fish. Jacob tried to cast the line into the brackish water, but his line snagged in a tree behind
him. Jacob panicked and thought he could just pull the line free. But when Jacob whipped the line hard, it got
caught even worse!

BOY Benchmark 2 Decodable Section (84 words)

Last week, Luiz went outside to feed his pet goats. His goats, which are called Fainting goats, are very friendly.
However, when they get scared, their legs get stiff, and they fall over. When Luiz poured some grain into their
feeder, he noticed there was only one goat in the pen. The other goat had escaped and was eating some thick,
overgrown bushes in the backyard. Luiz felt worried because he didn’t know how he would catch the goat that
always ran from him.

Closed Syllables |min sal jom vun quim whav| fap deg gib les pag rud tus baf shil het wan
kex zick chom thuz vill cass noff

Vowel- - .
Consonant-E |naze gude mepe sule wonkide atane | jime tebe goke fene vome rame sove
Basic Affixes |hezes pafed senest bruful temness premiv| foting unron repog miver dutless giply
Vowel Teams | feep naig touv keat heag goupaik |

zay loak zoon soud wook poig shaw hieb roef zow bewk pauk oy
Vowel-R- | klar ner foarp mour lare lirparg |
Controlled tor wir ploor rark zair kear zur theer glier searc lourt vour slore

Advanced Affixes || mubtion discla gobic mavible gopture gepous |
bimog trizom nonplut zikable misdut transbub uniquin virupt

Complex Vowels || vind nild zough keigh glaught kighdost |
vost grold figh pight wought pough klaugh

Advanced Word |wecent smink lomb glistle ohong grombacent|
Forms brism grunk mank ghosl futle

Words in Context tembog stodrun groupaik lirparg kighdost ungobers bimudgeic
poughtigild grombacent ponerate lirmarves

Initial and final ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink, brism,
Blends grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent,

Basic Consonant shil, zick, chom, thuz, quim, whav, whaw, theer, wr, ph, gh, sch (school), ch (machine)

Digraphs

Double il ff, pp, bb, t, dd

Consonants vill, cass, noff, pp, bb, tt, dd, cc, gg, zz, mm, rr

Open Syllables repog, “miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic, *virupt, *gepous,
*uniquin
*Can be pronounced with a short or long vowel

gg}gtﬁ;ible mavible, mubtion, gopture, glistle, futle, ponerate

Silent Consonants | lomb, ghosl, eigh, glistle, futle, pight, wought, glaught, poughtigild

Miscellaneous ti and ci for ‘sh’: mubtion variant plurals: lirmarves
Patterns . Ji/=i

tu for ch: gopture V=), 9, ge

Soft/hard ¢ & g: wecent, grombacent y = cry, yes, candy, gym

k/ck zick, ge/dge bimudgeic, ch/ich
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ADMINISTRATION & SCORING: NLM

NLM Reading Reading Fluency

READING FLUENCY Using clues from this sto

E—— pr=— think the block house wasg
otal words rrors in —_ "
IBESSI\?CI:';‘(Q read in 1 min |:| — " minute |:| = ﬂ_ What do you think the tea
*If below benchmark (10) administer NLM Reading Benchmark 2 to make him share?
# Correct . Total words | | — | |

L LLA8  \ords read ~ read in 1 min = PERSONAL WRITING
Give Student NLM Writing For!
blocks. Write a story abo

=1=10}={0]n)'4 | Primarily word-by-word reading. No meaningful syntax.
RATING Primarily 2-word phrases. Awkward word groupings. (up to 3x) to write a thematicall
select one Primarily 3 to 4 word phrases. Mostly appropriate 12
phrasing and syntax. NLM RETELL
Meaningful phrases. Appropriate syntax. Expressive + E

interpretation. Combine: NDC+EDC+
EC1+SC +VC

Construct Direct Measure of: Decoding, Word Recognition
Measured Indirect Measure of: Reading Comprehension

This subtest primarily relates to the word recognition strand in Scarborough’s reading
model and reflects the Decoding and Signt Recognition subskills. Fluency, particularly
prosody, can be an indicator of how well a student understands the text.

Construct » Fluency is necessary, but not sufficient, for understanding the meaning of text

Significance | “When children read too slowly or haltingly, the text devolves into a broken string of words
and/or phrases; it’s a struggle just to remember what’s been read, much less extract its
meaning. So it’s important that teachers determine if their students’ fluency is at a level
appropriate for their grade.” -Jan Hasbrouck

» Fluent readers can focus their attention on what the text means

Fluent readers can decode with automaticity, converting the written code to language.
Consequently, if the student can understand the language being decoded, then reading
comprehension happens.

» Less fluent readers must focus more of their attention on decoding, leaving them
less attention for understanding the meaning of text

Construct » Primarily relates to decoding and word recognition

Connections | “The relationship between correct words per minute and comprehension has been found to
be stronger in the elementary and junior high grades than in older students” (Fuchs et al.,
2001)

Assessment Benchmark Expectations for:

Schedule BOY First Grade to EOY Eighth Grade
Time 1 minute. This is a timed test.
Prompts - “Please read this out loud. Do your very best reading. I'll help you if you need it.

When you’re done I’m going to ask you to tell me the exact same story, and I’'m
going to ask you some questions. Are you ready?”

+ Corrective Prompt: Do not let the student skip a line.
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ADMINISTRATION & SCORING: NLM

Scorlr?g Paper/Pencil: Last week, CaNa, who loved drédging up, was 8
Overview While student is reading, put a painting her 10 nails at the new kitchen counter. 16
slash (/) through incorrect words She had some gll'ﬁer, pink nail polish. When she 25
(mispronunciations, substitutions, inadv‘entently knocked over the small bottle, she 32

was worried because she didn’t want to s\gin the 41

skipped words). If student fails counter. It was quickly spilling everywhere, sEIshe 49

to correctly read a word after 3
seconds, say the word and mark as
incorrect. Self-corrections within 3 READING FLUENCY

seconds, repetitions, and insertions Total words _ #Enorsin E=@_
are not errors. Do not let student e ey ey e
skip a line. After 1 minute, place a

# Correct . Total words -
bracket (] ) after last word read. words read ~ readin 1 min _

DECODING
FLUENCY*

=]=1e]=10]0)'40 Primarily word-by-word reading. No meaningful syntax. [©) L
o RATING Primarily 2-word phrases. Awkward word groupings. @
After the student is finished select one Prr1ima_ri|y 3 tg 4 wtord phrases. Mostly appropriate ®
. . phrasing and syntax.
readmg’ Com_plete the Readmg Meaningful phrases. Appropriate syntax. Expressive @
Fluency scoring section: interpretation.
Insight:
Whl'e Student iS reading C”Ck on Last week, Carla, who loved dressing up, was painting her nails at the new kitchen
)
incorr‘ect Words mis ronunciations counter. She had some glittery, pink nail polish. When she inadvertently knocked
P ,
substitutions, Skl pped WOFdS). over the small bottle, she was worried because she didn’t want to stain the counter.

If student fails to correctly read

a word after 3 seconds, say the
word and mark as incorrect. Self-
corrections within 3 seconds,
repetitions, and insertions are not

It was quickly spilling everywhere, m she swiftly picked up the messy bottle. She

‘ )
ul

DECODING FLUENCY*

errors. DO nOt Iet Student Sk'p a Total words read in 1 min
line. After 1 minute, click on the last #Errorsin 1 minute =]
Word read_ Total words read in 1 min - Errors in 1 minute =

*If below benchmark (73) administer NLM Reading Benchmark 2

After the student is finished
readlng, insight will calculate et o rend
Decoding Fluency and Accuracy o
. Total words read in 1 min
aUtomatlcally Correct words read + Total words read in 1 min =
The examiner will need to complete
. PROSODY RATING

Primarily word-by-word reading. No meaningful syntax. 1

Primarily 2-word phrases. Awkward word groupings. 2
Primarily 3 to 4 word phrases. Mostly appropriate phrasing and syntax. 3
Meaningful phrases. Appropriate syntax. Expressive interpretation. 4

Wait Rule If student fails to correctly read a word after 3 seconds, say the word and mark as incorrect.
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ADMINISTRATION & SCORING: NLM

Discontinue
Rule

+ Have student stop reading after 1 minute. Place a bracket after the last word read.
Examiner reads the remainder of the passage.

+ If student makes 7 or more errors in the first 10 words, ask student to stop reading.
Examiner reads the entire passage from the beginning.

What is
Administered
Before and
After?

Before:

« BOY first grade to EQY eighth grade, this is usually the first subtest administered.

After:

+ Administer the NLM Reading Retell and NLM Questions, and if desired, the NLM Personal
Writing Generation (optional).

« If student is not at benchmark on Decoding Fluency (number of words read correct in one
minute), administer the second NLM Reading. Examiners can choose to only administer
the 1 minute reading fluency section on the NLM Reading second benchmark subtest if

the NLM Reading Retell and NLM Questions were at benchmark on the first NLM Reading
Benchmark subtest.

* DDM Decoding subtests can be administered to obtain additional information on a
student’s word identification-related skills.

+ The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can help identify students who have dyslexia.

Reminders

+ Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

» Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

+ This is a timed test. Student has 1 minute to read a part of the passage.

+ Count 3 seconds (e.g., one one thousand, two one thousand, three one thousand) in your
mind when waiting for a student to read a word. After 3 seconds, say the word for the
student.

+ After 1 minute, ask the student to stop reading. Read the remainder of the passage,
starting at the beginning of the last sentence read.

» Do not let the student skip a row.

+ If student begins to read from top to bottom, or points randomly, say, “Go this way” and
move your finger from left to right along the row. This reminder can only be given one time.

+ If a student stops and it appears that they are not certain if they should continue, say
“keep going”. Say as often as necessary.

+ If student loses their place, point to where they left off to help them find their place in the
row. Do this as often as necessary.

» Benchmark expectations are available in this manual.

+ If a student is not at benchmark on the first decoding fluency passage, administer a
second decoding fluency passage.

+ Only score the words read up to the 1 minute mark.

+ Record Response Patterns and take additional notes as needed.
» Schwa sound (the ‘uh’ sound) are not counted as errors.

+ Self-corrections within 3 seconds are not counted as errors.

+ Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: NLM

NLM Reading and NLM Listening

Construct
Measured

NLM RETELL

€ Cl

NARRATIVE DISCOURSE COMPLEXITY (NDC) score

Jen /any name

NLM Retell

a girl / the girl

@ Setting

walked into the kitchen

walked in / kitchen

Q Problem (P)

needed help cooking breakfast

needed help

OFeeling

sad / mad / disappointed

@Plan (PL)

didn't like it / cried

decided to cook it herself

decided to try

Attempt (A)

got the recipe

tried it

© Consequence

couldn’t understand recipe /

/ Complication(CP)| still wanted to make breakfast

@ Feeling-2

was confused /
wanted it

sad / mad / frustrated

didn't like it / cried

@Plan-2 (PL2)

decided to ask her sister for help

decided to ask

Attempt-2 (A2)

whispered “can you help me?”

© Consequence (C) they cooked the breakfast /

asked her

did it / made it

shé learned how to cook it @ @
©Ending (E) her mom loved it @) it was good @
©End Feeling happy / relieved @ liked it / smiled __|®|
EXPOSITORY DISCOURSE COMPLEXITY (EDC) SCORE

fluffy rolls baked in made with eggs
@ o ffymuffin tins @ e and burte?g @

EgagE&m(Ec” score [l | SENTENCE comPLEXITY (SC)  score I
(from @ pt NDC section) EeIEoTone becaUSE/.SOthat
P+PL -or- PL+CP -or- 5 when / while
P+A -or- P+CP_-or- A+CP |®)||after /before
P+A+CP -or- P+PL+CP (@|| since/however /even though

PISOD OR noun? that / which / who 01010)

0 (9. rolls that... popovers which.. sister who..)
(o] p D ectio

eectone § YOCABULARY COMPLEXITY (VC) SCORE
P/CP+PL2 -or- P/CP+A2 -or- 8| : et per word below (or equally complex synonym)
P/CP+C -or- P/A2+C 1 pt (up to 2) for other complex vocabulary words
P/CP+C+E -or- P/CP+A2+E delicious hesitantly
P/CP+A2+C -or- P/CP+PL2+C @[ fluffy fatigued

independently prepare
P/CP+A2+C+E -or- P/CP+PL2+C+E/G convoluted

fabulous

Reading Comprehension, Listening Comprehension, Integration of Receptive and
Expressive Language, Writing, Sentence Complexity, Vocabulary

This subtest primarily relates to the Language Comprehension strand in Scarborough’s
reading model and reflects the Background Knowledge and Literacy Knowledge strands.

Construct
Significance

+ Language samples are considered the gold standard for measuring language ability

Narrative language samples represent linguistic performance in an academically relevant

context. Narrative retelling requires integration of all language domains (morphology, syntax,
semantics, and pragmatics).

* Retelling is correlated with reading comprehension
Literal information is often retold more frequently than inferential information.

Construct
Connections

+ Gough & Tunmer (1986) presented the simple view of reading, which has been
presented in a more deconstructed manner several times (see Scarborough, 2001;
Duke & Cartwright, 2021). Yet it still holds that the majority of variance in reading is
accounted for by the product of word recognition and language comprehension.

« Over 40 years of research indicate that there is a strong relationship between
receptive language and reading comprehension. “It can be reasonably argued that
learning to read enables a person to comprehend written language to the same level
he or she comprehends spoken language.” (Rayner et al, 2001, p. 42).

Assessment
Schedule

Benchmark Expectations for NLM Reading Retell Score:
BOY First Grade to EQY Eighth Grade

Benchmark Expectations for NLM Listening Retell Score:
BOY Preschool to EQY Third Grade

Time

Varies by student response. Approximately 1-3 minutes.
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Prompts

+ NLM Reading: “Thanks for reading and listening. Now you tell me that exact same
story. Try to include as many details as you can in your story.”

+ NLM Listening*: “Thanks for listening. Now you tell me that exact same story. Try to
include as many details as you can in your story.”

*If the NLM Reading was not administered prior to the NLM Listening, administer the
primer story provided on each NLM Listening form. Say, “I’'m going to tell you a story.
When I’m done, I’m going to ask you to tell me the entire story. I’'m also going to ask
you some questions, so please listen very carefully. Are you ready?” Then read the
primer story to the student.

After reading the primer story, say, “Thanks for listening. Now you tell me that exact
same story. Try to include as many details as you can in your story.” This retell is not
scored.

After the student retells the story, ask the factual and inferential questions provided
(e.g., “How did Pablo fix the problem?” “What do you think the weather was like?”
“Why?”). The examiner should give the student the answer to these questions if they
answer them incorrectly or incompletely.

After the primer story has been retold and the student has answered the questions, say,
“Now I’'m going to tell you an even longer story. When I’m done, I’m going to ask you
to tell me the entire story. I’'m also going to ask you some questions, so please listen
very carefully. Are you ready?”

« Prompt: When it appears student is done retelling, say, “Are you finished?”

+ Corrective Prompt (as often as necessary): “Just tell me the story with the parts you
remember.”

« Corrective Prompt (one time): If it appears the student isn’t telling a story, say,
“Remember, tell it to me like a story.”

Scoring
Overview

Scoring Instructions:

+ While student is retelling the story, score the Narrative Discourse Complexity (story
grammar; NDC) and the Expository Discourse Complexity (EDC) sections in real-time.
Some examiners may be able to score the Sentence Complexity and Vocabulary
Complexity sections in real-time, while the student is retelling, but many examiners
choose to rely on an audio recording to score those parts of the subtest.

+ Student receives 2 points for complete and clear inclusion of the story grammar elements,
1 point for unclear or poorly specified elements, and 0 points for omitting an element.
Students also receive 1 point for the main idea and 1 points each for the two supporting
details from the expository information embedded in the narrative. When student is done
retelling, continue to NLM Questions section.

+ When NLM Retell and NLM Questions subtests have been administered, listen to audio
to review real-time scores for the NDC and EDC sections and use the audio recording to
score the Sentence Complexity and Vocabulary Complexity sections.

+ Students receive 1 point for the inclusion of the sentence complexity targets listed on the
scoring form (e.g., because), up to three points for each target.

+ Students receive 1 point for the inclusion of the tier-2 vocabulary words listed on the
scoring form, plus up to 2 additional points for the use of tier-2 vocabulary words not
listed.

+ Calculate the Episode Complexity scores. Insight (see below) will calculate those scores
for you.

CUBED-3 MANUAL |

© 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com




ADMINISTRATION & SCORING: NLM

Scoring
Overview

Paper/Pencil:_ NLM RETELL
NARRATIVE DISCOURSE COMPLEXITY (NDC)
€ Character Jen / any name [ ] a girl / the girl 0)
© Setting walked into the kitchen /@[ walked in / kitchen ~ @
Q Problem (P) needed help cooking breakfast @ needed help ©)
. . @ Feeling sad / mad / disappointed didn’t like it / cried  |®
Episode 1 is ®Plan (PL) decided to cook it herself decided to try \@1\
shaded green Attempt-(A) got the recipe tried it [ ]
and Episode g Consequence couldn’t understand recipe / @ Vs confused / ®
2 is shaded %ompllcatlon(CP) still wanted to make breakfast wanted it
blue (for ease O Feeling=2 sad / mad / frustrated ®| didn'tlike it/ cried |®
) @Plan-2 (PL2~__|decided to ask her sister for help|® decided to ask ©)
of p&}pe"é p.enc(;I Attempt-2 (A2) ~whispered “can you help me?” |@ asked her @
scorin isode they cooked the breakfast / oo ;
Com Igexif below © Consequence (C) shg oamed how to cookcit @[ didit/madeit @
plexity ) . .
© Ending (E) her mom loved it [] it was good ©)
© End Feeling happy / relieved @ liked it / smiled O)

EXPOSITORY DISCOURSE COMPLEXITY (EDC)

o owows —elo MLt olo 7

score [JEll| SENTENCE COMPLEXITY (SC)

EPISODE 1

SCORE

ade with eggs
and butte?g

score ]

Student only
stated the
location

Students do
not need to say
exactly what is
provided in the
examples

Student said
“because” two

Student retold a COMPLEXITY (EC1) times in retell
2-point problem (from @ pt NDC section) select one becaUSE/_so that
d a 2-point ——— P+PL -or- +CP -or- when / while
and a 2-poin P+A —0o—<P+CP) -or- A+CP ||| after/before .
complication P+A+CP -0~ P+PL+CP @) since/however/although/even though Student said
EPISODE 2 score [Ell snoun? that / which / who “famished”,
COMPLEXITY (EC?) (e.g., rolls that../ popovers which.../ sister who...) which was
Student retold (fomI@ptNGEsection) select one | yOCABULARY COMPLEXITY (VC) SCORE considered
. P/CP+PL2 -or- P/ICP+A2 -or- 1 pt per word below (or equally complex synonym)
a 2-p0|nt C -or- P/IA2+C 1 pt (up to 2) for other complex vocabulary words a Complex
complication, T——1CP/CP+C+E Yo P/CP+A2+E @ ;ilelflfclous C. ?ei_sntanctlly g vocabulary
a 2-point P/CP+AZ2+C -or- P/CP+PL2+C_|@|Tully atigue
c d [PICP+A2+C+E -or- PICP+PL2+C+E ®|| INdependently ®)prepare @ wordand was
onsequence an o convoluted @ Q| written in by the
a 2-point Ending fabulous @ @  examiner

At bottom of

NLM QUESTIONS

| 3x) to write a thematically related story. Score using NLM Flow Chart (see Examiner’s Manual).

scoring form,
combine all the
scores for NLM

25
NLM RETELE— 281" gél\oll é)EL’JkESTIONS

SCORE*

Combine: NDC+EDC+
EC1+EC2+SC +VC

Combine: F + IV + IR

— NLM READING
= COMPOSITE SCORE

*If below Retell benchmark (25) or Questions
benchmark (30) administer NLM Listening

Retell Score Jynamics Group, LLC. |  www.LanguageDynamicsGroup.com
H NARRATIVE DISCOURSE COMPLEXITY (NDC|
Insight:
@) Character Jen / any name 2 agirl [ the girl 1 0
i 1
() setting walked into the kitchen 2 v«{alked in/
kitchen
0 Problem (P) needed help cooking breakfast 2 needed help 1 0
i ) . didn't like it / 1
Feeling 2
o ing sad / mad / disappointed i o
Episode 1 is @ Plan (PL) decided to cook it herself 2 decided to try 1 0
shaded green
. Attempt (A) got the recipe 2 tried it 2| [
and Episode
2 is shaded ® c = couldn't recipe /still 2 was confused/ 1
(cp) wanted to make breakfast wanted it e
blue (for ease
. T T
of paper/pencil | © reeing-2 sad mad  frustrted 2 oidl o
scoring Episode
Complexity below, @ Plan-2 (PL2) decided to ask her sister forhelp 2 decided to ask 1 o
)
Attempt-2 (A2) whispered “can you help me?” 2 asked her 1 o4
they cooked the breakfast / she 2 . 3
C C)
@ onsequence (C) e e o did it / made it 1 0
€ Ending (E) her mom loved it 2 it was good 1 )
(© End Feeling happy / relieved 2 liked it / smiled 1 0
NDCSCORE =  15/26
EXPOSITORY DISCOURSE COMPLEXITY (EDC)
© popovers o 1 @ fluffy rolls baked in muffin tins o 1 @ made with eggs and butter o |
EDC SCORE = 2/3

Student only

1 stated the

location

Students do
not need to say
exactly what is
provided in the
examples

It is not
necessary to
click on 0O if

story grammar
elements omitted
from story. No
score will be
calculated as ‘0’.
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Student said

Ins'ght: EPISODE 1 COMPLEXITY (EC1) VOCABULARY COMPLEXITY (VC) “because” tWO

(from 2 pt NDC section) 1 pt per word below (or equallv . .
Word Times Used ey times in retell
P+PL-or- PL+CP -or- P+ A 5 12t {up to 2) for other complex
Episode 1 ~or-P 4+ CP -or- A + CJ because / o ” 5 ,( vocabulary words
so that
Comple_XIty / +A+CP-or-P+PL+CP 4 when / delicious o 1
and Episode vl o]{Ln)](2]] (s
2 complexity EPISODE ONE SCORE =  2/4 fluffy o 1
are af(er/ o 1 2 3+
bef
automaticall EPISODE 2 COMPLEXITY (EC2) eere independently ol
y (from 2 pt NDC section) since |
scored based however | convoluted o)|[3
. PICP + PL2 -or- PISP + A2 -or- although / o [1]/[2][se
Olf.f \|I(Vh§t 1S ) PICP +C -or- PIA2 + even
clicked on In though fabulous o)l .
. R PICP +C +E -or- PICP + A2 + Student said
in Narrative B g PR, ”
Discourse ot el =l famished”,
Complexity PICP + A2 + C -or- PICP + PL2 A who which was
e (eg, rolls o 12 fatigued o . considered
NDC) above that...
( ) PICP + A2+ C +E -or- PICP + 5 p—— a complex
PL2+C+E which... | prepare o) | vocabulary
sister who...)
EPISODE TWO SCORE = 3/5 Famished o 1 word and was
SC SCORE = 3/15 .
i typed in by the
ojju examiner
VCSCORE = 3/10

Discontinue
Rule

* When it appears the student is done retelling the story, the examiner says, “Are you
finished?”

+ Prompts: Neutral comments to help motivate (e.g., “Wow!” “Oh!”; “Uhmm”; “OK”). Be
engaged with the student as they are retelling the story. Pay attention and create an
authentic storytelling context. Do not ask specific questions such as “Why did he do
that?” or “What did he do?” or “What happened next?”

» Acceptable prompt: “Just tell me the story with the parts your remember.”

» Acceptable prompt™: If the student doesn’t appear to be telling a story, say, “Remember,
tell it to me like a story.”

“For example, some students will start their retell by saying something like “He was mad and he got hurt so

he got...” The examiner should interrupt the student and say “Remember, tell it to me like a story.”

What is
Administered
Before and
After?

Before:
* NLM Reading: Decoding Fluency is typically administered prior to the Reading Retell.

» NLM Listening: For first grade and higher, the NLM Reading is typically administered
prior to the administration of the NLM Listening.

After:
« The NLM Questions (Factual (F), Inferential Vocabulary (IV), and Inferential Reasoning

(IR) are administered after the retell. Personal Writing Generation should be probed at
intervals.

« If student is not at benchmark on the first NLM Reading Retell benchmark form,
administer the second NLM Reading Retell benchmark form. If the student is still not at
benchmark after administration of the second NLM Reading Retell, administer the NLM
Listening Benchmark.

« If there are concerns that a student has a language disorder, administer the narrative
language subtest of the PEARL (for preschool and kindergarten students) or the DYMOND
(for first grade and older students)
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ADMINISTRATION & SCORING: NLM

Reminders

+ Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

+ Al transcription and scoring can be used.

+ Standardized administration is essential. Booklets and online instructions include scripts for
examiners to follow that help to ensure each subtest is administered the same every time.

+ Examiner may not repeat the story or any part of it, but can repeat the directions and
provide encouragement as needed.

+ (If pictures are used for preschool students) Examiner lays out the picture book on the
table in front of the child. Examiner points to each picture in sequence while reading the
story. Examiner leaves pictures in front of student while the student is retelling the story.

+ Examiner reads the selected story word for word in a moderate pace with normal inflection.

+ When the student is reading the passage, if the character’s name is read incorrectly, tell
the student the name of the character the first time they read it incorrectly. Count the first
incorrect character name as a word read incorrectly. If the student continues to read the
character name incorrectly, count it as an error.

+ When administering the Reading Retell, be sure to remove the student passage when the
student is retelling the story and answering questions about the story.

+ This is not a timed subtest (the preceding Reading Fluency section is timed).
+ Benchmark expectations are available in this manual.

+ If a student is not at benchmark on the first and second Reading Retell, administer an
NLM Listening Retell.

+ Take additional notes as needed.

+ Use the audio recording to check for accuracy and to score any items that were not
scored in real-time.

+ Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.

Specific
Scoring
Guidelines
for the NLM
Retell

Specific NLM Retell scoring information

+ To be scored, the child’s utterances do not need to match the samples in the scoring
block word for word; however, they should contain the same amount of correct
information. The sample utterances were drawn directly from the stories themselves and
from transcripts of students who have retold those stories previously. When in doubt,
examiners should reference the general scoring guidelines and use clinical judgment to
assign the best score.

Narrative Discourse Complexity (NDC) scoring information

+ To earn 2 points, the utterance should be able to stand-alone. The scorer should not need
to have shared knowledge of the story to correctly interpret the utterance. If inference is
necessary to know what the student meant, the score should not be a 2. Students are
awarded 2 points for Character even if they use an incorrect character name. This is the
only story grammar element that is awarded 2 points when the information is incorrect. All
other story grammar elements should be accurate, complete, and clear to be awarded full
points.

+ 1 point responses are scored when students have some key words or a phrase, but it is
not specific and clear enough to stand-alone.

+ When students do not include a story grammar component in their retell, that category
receives 0 points. Sometimes students will include false information that they use to
embellish the story. If the embellishments did not occur in the story and change the
meaning of the story content, then 0 points should be awarded.
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ADMINISTRATION & SCORING: NLM

Specific
Scoring
Guidelines
for the NLM
Retell

Complication (CP)

problem stated again

problem stated again

2 POINTS 1 POINT 0 POINTS
Character main character's name generic character only pronouns or generic
/ any proper name used | description (boy, sister) secondary character
to identify the main NOT pronouns (e.g. family, mom, sister,
character friend)
Setting setting activity AND location OR setting no information about the
location activity setting
Problem (P) complete AND clear incomplete OR unclear no problem
problem problem
Feeling specific emotion related | general emotion or no emotion or emotion
to problem behavior related to behavior
problem (e.g., didn't like
it, cried)
Plan (PL) cognitive verb is used cognitive verb is used no cognitive verb
along with a specific (e.g., decided)
plan of action
Attempt (A) specific attempt by general attempt to fix no attempt to fix the
main character to fix the | the problem without problem
problem using dialogue | dialogue or a description
or brief description of of action
their action (asking
someone for help)
Consequence/ complete AND clear incomplete OR unclear no problem restated

again with a specific plan
of action

again (e.g., decided)

Feeling-2 specific emotion related | general emotion or no second emotion or
to problem stated again | behavior related to emotion behavior
problem stated again
(e.g., didn't like it, cried)
Plan-2 (PL2) cognitive verb used cognitive verb used no second cognitive verb

Attempt-2 (A2)

second, specific attempt
by main character

to fix the problem

using dialogue or brief
description of action
(asking someone for
help)

second general attempt
to fix the problem
without dialogue or a
description of action

no second attempt to fix
the problem

Consequence (C)

second complete AND
clear description of

the direct result of the
second attempt / what
the secondary character
does to help the main
character

a second incomplete OR
unclear description of
the direct result of the
second attempt

no description of the
result of the second
attempt

Ending (E)

complete OR clear
events after solving
problem

incomplete OR unclear
events after solving
problem

no description events
after solving problem

Ending Feeling

specific emotion
related to ending or
consequence

general emotion or
behavior related to
ending or consequence
(e.g., didn't like it, cried)

no emotion or emotion
behavior

CUBED-3 MANUAL |

© 2023 Language Dynamics Group, LLC. |

www.LanguageDynamicsGroup.com




ADMINISTRATION & SCORING: NLM

Specific Sentence Complexity (SC) scoring information

Scoring + In the Sentence Complexity section, students earn 1 point for every use of different
Guidelines subordinating conjunctions such as because, so-that, when, while, after, before, since,
for the NLM however, although, even though, and relative pronouns which follow a noun such as rolls
Retell that, popovers which, and sister who.

+ Students are allowed up to three points for each different word. In contrast, multiple uses
of the word then earns students no extra points.

+ 1 point is the total possible for the use of then (only applicable to the NLM Preschool).

+ The Sentence Complexity section of the NLM is designed to quickly and easily
document the extent to which there is evidence that a student uses more cmplex
academic language. The limited number of words available to choose from (e.g., when,
after, because, noun-who, noun-that) were carefully selected because of their relative
importance in academic language (reflecting causal and temporal relations and relative
subordination), and to simplify the scoring process for those examiners who are less
familiar with language assessment and analysis.

+ If an examiner is particularly comfortable analyzing a student’s language complexity
at a more detailed level, then some exceptions from the standardized procedures are
acceptable. For example, if a student were to use an adverbial subordinate clause
with the subordinating conjunction ‘whilst’ instead of ‘when’, it would be acceptable to
give the student credit for using ‘when’ because of their similar linguistic function. The
following list of words, if used in subordinating clauses, could be used as substitutes for
the limited selection of words provided on the Sentence Complexity section, however,
we reiterate that attending to this list of words is not necessary, and should only be
attempted by advanced examiners.

Alternative NLM Sentence Complexity Targets
Temporal Contrast/Concession | Relative Pronouns
. Causal ; .
(when, while, after, (since, however, ( that, which,
(because, so that)
before) although, even though) who)
* once + in order to (that) » whereas (noun) whom
«until (till) - asaresult » provided that + (noun) whomever
* assoon as « for this reason + rather than * (noun) whoever
« whenever + consequently » solong as (noun) whose
* now that * unless (noun) where

Vocabulary Complexity (VC) scoring information

+ In the Vocabulary Complexity section, students earn 1 point for the inclusion in their
retell of one of the words listed. There are two spaces where the examiner can write in
additional tier-2 words, awarding a student up to two additional points for including tier-2
words not found in the model text. Tier-2 words are high frequency words used by mature
language users across several content areas. Examples of teir-2 words include secured,
scrambled, exasperated, bewildered.

Calculating Listening Retell Score

+ The Listening Retell Score and the Reading Retell Score are comprised of the Narrative
Discourse Complexity (NDC) subtotal, the Expository Discourse Complexity (EDC)
subtotal, the Sentence Complexity (SC) subtotal, the Vocabulary Complexity (VC) subtotal,
and the Episode Complexity subtotal(s).
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ADMINISTRATION & SCORING: NLM

NLM Reading and NLM Listening NLM Questions

- = y prepare
|P/CP+A2+C+E -or- P/CP+PL2+C+E convonted

| fabulous

NLM QUESTIONS
FACTUAL (F) 3Bt Unciearncompiets <o scoRE
© Who was the story about?
@ Where was Jen in the beginning of the story?
O Why was Jen disappointed?
How did she first try to fix her problem?
® Why did she talk to her sister?
©0O How did the story end?

© What two things did you learn about popovers from this story?
INFERENTIAL VOCABULARY (IV) 3Bi8Z R Gndiecrmaomplete 0 bis < B: mcorrect _SCORE
If A answer A: Jen couldn’t bake the popovers independently. She
is similar to got her sister. What does independently mean?
grey text, say: B: Does independently mean very well or on your own?
“What else P " B B
does A: Jen’s sister was fatigued. It was early in the morning.
mean?” What does fatigued mean?

B: Does fatigued mean angry or tired?

Ask B n . B
questionitA | A: The instructions were convoluted. Jen couldn’t
is answered understand them. What does convoluted mean?
incorrectly B: Does convoluted mean complicated or old?

INFERENTIAL REASONING (IR)  fBiS7olear feomplete,  Opts=incorrect  scope
Using clues from this story, how many times 00 Why do you think that?
do you think Jen has made popovers? 1 pt = uses information from story
Using clues from this story, why do you think QO Why do you think that?
Jen’s sister immediately agreed to help? 1 pt = uses information from story

e oleole o]l |eeeeeee

@‘@ Why do you think that?

Why do you think Jen’s dad was in a hurry? 1 pt = uses background knowledge

PERSONAL WRITING GENERATION (OPTIONAL)
Give Student NLM Writing Form. SAY: “In this story, ;Jen was sad she ,?ouldn’t make breakfast.

Construct Reading Comprehension, Listening Comprehension, Inferencing, Writing.

Measured This subtest primarily relates to the Language Comprehension strand in Scarborough’s
reading model and reflects the Background Knowledge and Verbal Reasoning strands.

Construct + The NLM Questions section measures several distinct skills; the ability to recall

Significance factual information, the ability to infer the meaning of unfamiliar words from context,
and the ability to draw inferences from text and from background knowledge.

+ Language sampling analysis through retelling can tell us a lot about a student’s
receptive and expressive language, but it doesn’t cover everything.

+ Students learn the meanings of most words indirectly, through inference

“Most students acquire vocabulary incidentally through indirect exposure to words at
home and at school—Dby listening and talking, by listening to books read aloud to them,
and by reading widely on their own.” -Cunningham and Stanovich (1998)

* Previous research has shown that children with comprehension difficulties are poor
at inference making (e.g., Cain & Oakhill, 1999; Oakhill, 1982, 1984).

+ Text-to-Text and Elaborative Inferencing are necessary for higher-order thinking and
are needed across the curriculum
Inference making is regarded as a central component of skilled reading. Less skilled
readers do not generate as many inferences as more skilled readers do.

« Text-to-text and elaborative inferencing are conceptually distinct and serve different
functions in the construction of a text representation
Poor comprehenders have difficulty generating both types of inference, relative to their
skilled peers.
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ADMINISTRATION & SCORING: NLM

Construct » Vocabulary directly affects reading comprehension. Students who havea more
Connections limited vocabulary tend to have low comprehension.

+ Students with low vocabulary scores tend to have low comprehension and students
with satisfactory or high vocabulary scores tend to have satisfactory or high
comprehension scores.”

Vocabulary plays a fundamental role in the reading process, and contributes greatly to a
reader’s comprehension. A reader cannot understand a text without knowing what most
of the words mean.

» Making inferences during reading is a critical standards-based skill and is important
for reading comprehension.
Students with higher levels of inference skill score higher on tests of reading
comprehension than do students with low levels of inference skill.

Assessment BOY Preschool to EQY Eighth Grade

Schedule

Time Varies by student response. Approximately 3-4 minutes to administer Factual Questions,
Inferential Vocabulary, and Inferential Reasoning.

Prompts The question can be repeated one time if necessary. Do not wait longer than 10 seconds for
a student to respond before asking them if they would like the sentence repeated.

Scoring Factual (F):

Overview + Ask the students the questions word for word as written on the NLM form.

« Students receive 2 points for complete and clear answers and 1 point for incomplete or
incorrect answers, following the same scoring guidelines used for the Narrative Discourse
Complexity and Expository Discourse Complexity sections scored for the student’s retell.

« If the student received 2 points on any of the narrative discourse elements during their
retell, specific questions about those elements do not need to be asked in the Factual
Questions section, and 2 points should be awarded for those questions.

For example, if a student retold the story and included the character’s name (2 points

for Character) and included a complete and clear problem (2 points for Problem), then
the factual question “Who was the story about?” and the factual question “Why was
[character name and their emotion]?” do not need to be asked and the student should be
given 2 points for each of those questions. Insight will automatically assign those scores
in the Factual Questions section for the examiner.

Paper/Pencil: [ZYS{TTG) B R ool N s e
© Who was the story about? 9 DO
© Where was Chloe in the beginning of the story? BICAO)
O Why was Chloe afraid? dOO
Insight: 2 pts = clear & complete

FACTUAL (F) 1° pt = unclearfincomplete
pts = incorrect

Consider asking factual questions if student struggles to retell the story
€) Who was the story about? - IERNE)
() Where was Jen in the beginning of the story? 2| B 0

0 Why was Jen disappointed? 2 1 0
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ADMINISTRATION & SCORING: NLM

Dynamic Assessment Procedures NLM Questions: Factual (F)

Significance

Construct Language Learning Ability

Measured This subtest primarily relates to the Language Comprehension strand in Scarborough’s
reading model and reflects underlying language learning ability, which affects all aspects of
the strands.

Construct The ability to learn language can be used a general outcome measure that will help assess

a student’s ability to understand and produce complex academic language across multiple
contexts.

Construct
Connections

First Grade through Third Grade NLM Reading Benchmark 2 — BOY, MQY, and EOY. This
dynamic assessment is typically only administered to students who do not meet benchmark
expectations on the first NLM Reading Benchmark Retell and who are consequently
administered the second NLM Reading benchmark.

This dynamic assessment task is automated in the Insight system.

Time Varies by student response. Approximately 3 minutes to administer the Factual (F) section
with the teaching phases.

Prompt For each question that the student receives a 0 or 1 score, story-specific prompts are
followed word for word. The first model sentence can be repeated if the student requests.

Scoring The student’s ability to repeat the model sentences is not scored, yet examiners can

take notes if desired. After the Factual Questions with the teaching script has been
administered, the examiner completes a Responsiveness scale to characterize the
student’s ability to learn language. This responsiveness scale provides scores for this
dynamic assessment. This rating scale requires the examiner to reflect on the student’s
behavior during the teaching scripts and to make an overall judgment of the student’s ability
to learn language. After the Responsiveness scoring has been completed, the examiner
administers the Inferential Vocabulary and Inferential Reasoning sections.

LANGUAGE RESPONSIVENESS NONE FEW  SOME MANY

O O O O

Sentence Repetition Errors

O O O O

Language Errors

LANGUAGE LEARNING SCORE

POINTS VERY 4 3.5 3 2.5 2 1.5 1 0.5 0 VERY

Easy O O O O O O O O O biFficuLT
Discontinue N/A
Rule
What is Before:
Administered | - Only students who are not at benchmark on the NLM Reading Benchmark 1 Retell are
Before and administered the NLM Reading Benchmark 2, which includes the Factual Questions with
After? the teaching phases. This is an optional section of the subtest.

After:

« Administer the Inferential Vocabulary, and Inferential Reasoning sections, then administer
an NLM Listening Retell and the NLM Listening Questions.

» Administer the language subtest of the DYMOND if there are concerns for language
disorder.
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ADMINISTRATION & SCORING: NLM

Reminders + Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

» Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

« This is not a timed portion of the test.
» The modifiability rating must be completed.
+ Take additional notes as needed.

+ Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.

Scripts See pages that follow for individual grade and benchmark scripts
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ADMINISTRATION & SCORING: NLM

Dynamic Assessment Script: NLM Reading - First Grade Benchmark 2 - BOY

. Beginning
First Grade Benchmark 2

NLM QUESTIONS

FACTUAL (F) F B nGearnncompiete
©Who was the story about?
© Where was Jen in the @
O Why was Jen upset? @
© What did Jen do to fix the problem? @
@

@

Opts=incorrect  goopE

®

Qoo e ee
66666

of the story?

©How did the story end?
© What two things did you learn about allergies from this story?

QUESTION 1:
“Who was the
story about?”

(There is no teaching script for question 1)

QUESTION 2:
“Where was Jen
in the beginning
of the story?”

(adverbial, relative,
tier-2)

If student receives a 0 or 1 point:

SAY: “While Jen was sitting in the grass, she was planting a rose bush that her mom had
purchased.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘while Jen was sitting in the grass she was planting a rose bush that her mom
had purchased.’ When you tell a story, it is really important to say who the character is in the
beginning of the story, where they are, and what they are doing. That helps us understand the story
better.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3:
“Why was Jen
upset?”

(adverbial, relative,
tier-2)

If student receives a 0 or 1 point:

.

SAY: “Jen was upset because her eyes, which were red and swollen, were itching.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence
again, say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Jen was upset because her eyes, which were red and swollen, were itching.’
It is really important to say how the character feels in a story and to say why the character feels
that way.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 4:
“What did Jen
do to fix the
problem?”

(tier-2, relative,

If student receives a 0 or 1 point:

SAY: “Jen frantically told her mom, who was in the kitchen, that her eyes were itching.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student

object compliment) repeat the sentence one more time.

«  SAY: “In this story, ‘Jen frantically told her mom, who was in the kitchen, that her eyes were
itching.’ It is really important to tell me how the character fixed her problem. It is also important to
include details in the story so | can understand clearly what happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 5: If student receives a 0 or 1 point:
“How did the +  SAY: “Because her mom gently put eye drops in her eyes, Jen could help her mom plant the roses.”
story end?”

(adverbial, adverb,
object compliment)

.

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Because her mom gently put eye drops in her eyes, Jen could help her mom
plant the roses.’ It is so helpful when you say how the story ended so | can understand what
happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

Dynamic Assessment Script: NLM Reading - First Grade Benchmark 2 - MOY

) Middle
First Grade Benchmark 2

NLM QUESTIONS

FACTUAL (F) 1 pt = unclear/incomplete
©Who was the story about?
@ Where was Ron in the begi
@ Why was Ron scared?
© What did he do to fix the problem? @O
©How did the story end? @@

© What two things did you learn about motion sickness from this story? @ @

2 pts = clear & complete

Opts=incomrect  gcone

ing of the story?

/e e

QUESTION 1:
“Who was the
story about?”

(There is no teaching script for question 1)

QUESTION 2:
“Where was Ron
in the beginning
of the story?”

(adverbial, relative,
tier-2)

If student receives a 0 or 1 point:

SAY: “When Ron was at the park with his dad, he wanted to go on all the rides that looked exciting.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘When Ron was at the park with his dad, he wanted to go on all the rides that
looked exciting.” When you tell a story it is really important to say who the character is in the
beginning of the story, where they are, and what they are doing. That helps us understand the story
better.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3:
“Why was Ron
scared?”
(adverbial, relative,
tier-2)

If student receives a 0 or 1 point:

SAY: “Ron was scared because he went on a ride that made his stomach feel uneasy.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence

again, say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Ron was scared because he went on a ride that made his stomach feel uneasy.’
It is really important to say how the character feels in a story and to say why the character feels that
way.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise

QUESTION 4:
“What did he
do to fix the
problem?”

(tier-2, relative,

If student receives a 0 or 1 point:

.

SAY: “Ron urgently told his dad, who was nearby, that he might throw up.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student

(adverbial, adverb,
object compliment)

object compliment) repeat the sentence one more time.

+  SAY: “That’s right, ‘Ron urgently told his dad, who was nearby, that he might throw up.’ It is really
important to tell me how the character fixed his problem. It is also important to include details in the
story so | can understand clearly what happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 5: If student receives a 0 or 1 point:
“How did the +  SAY: “Ron’s dad told him to sit down on a bench, which helped him recover.”
story end?”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “That’s right, ‘Ron’s dad told him to sit down on a bench, which helped him recover.’ It is so
helpful when you say how the story ended so | can understand what happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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Dynamic Assessment Script: NLM Reading - First Grade Benchmark 2 - EOY

. End NLM QUESTIONS
First Grade Benchmark 2 of Year FACTUAL (F) 2pts=clear &complete  Opts=incorrect  gcope

©Who was the story about?

@ Where was Ben in the beginning of the story?

O Why was Ben upset?

©®What did Ben do to fix the problem?

OHow did the story end?

© What two things did you learn about chapter books from this story?

ClEIRICISIS)
CISISIS)EIS)
oee/eee

QUESTION 1: (There is no teaching script for question 1)
“Who was the
story about?”

QUESTION 2: If student receives a 0 or 1 point:
“Where was Ben + SAY: “Ben was at his dad’s house, mesmerized by a TV show that was on late at night.”

Ic:‘fmz l:g:ngzng + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
v say the sentence one more time.]

(relative, tier-2) « If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+ SAY: “In this story, ‘Ben was at his dad’s house mesmerized by a TV show that was on late at night.’
When you tell a story it is really important to say who the character is in the beginning of the story,
where they are, and what they are doing. That helps us understand the story better.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3: If student receives a 0 or 1 point:

“Why was Ben «  SAY: “Ben was upset because he did not want to go to bed.”

upset?” +  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence
(tier-2, adverbial, again, say the sentence one more time.]

relative) » If the student does not repeat the sentence accurately, model the sentence again and have the student

repeat the sentence one more time.

+  SAY: “In this story, ‘Ben was upset because he did not want to go to bed.’ It is really important to say
how the character feels in a story and to say why the character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise

QUESTION 4: If student receives a 0 or 1 point:

“What _did he +  SAY: “Ben asked his dad if he would be willing to read a story to him.”

doto flx,}?e +  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
problem? say the sentence one more time.]

(tier-2, object - If the student does not repeat the sentence accurately, model the sentence again and have the student
compliment, repeat the sentence one more time.

relative) + SAY: “In this story, ‘Ben asked his dad if he would be willing to read a story to him.’ It is really

important to tell me how the character fixed their problem. It is also important to include details in
the story so | can understand clearly what happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 5: If student receives a 0 or 1 point:

“How did the - SAY: Ben’s dad, who made funny voices when he was reading, told him he would read some of the
story end?” book.”

(object compliment, +  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
relative, adverbial) say the sentence one more time.]

» If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+  SAY: “In this story, ‘Ben’s dad, who made funny voices when he was reading, told him he would
read some of the book.’ It is so helpful when you say how the story ended so | can understand what
happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

NLM QUESTIONS

Dynamic Assessment Script: FACTUAL (F) B ngaincompisio 0P =" score
. © Who was the story about? @ d©
NLM Readlng - Second Grade Benchmark 2 - EOY © Where was Cora in the beginning of the story? @ 0@
O Why was Cora upset? @O
. . . . How did she first try to fix h blem? @O
S)UESTION 1: (There is no teaching script for question 1) @w';"; Sldshs i e 200
Who was the 20 How did the story end? 0@
story about?” © What two things did you learn about safety regulations from this story? @ @ ©

QUESTION 2:
“Where was Cora
in the beginning
of the story?”

(adverbial, relative,
tier-2)

If student receives a 0 or 1 point:

SAY: “While Cora was at a theme park, she wanted to go on all the rides that looked thrilling.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘While Cora was at a theme park, she wanted to go on all the rides that looked
thrilling.” When you tell a story it is really important to say who the character is in the beginning of
the story, where they are, and what they are doing. That helps us understand the story better.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3:
“Why was Cora
upset?”

(adverbial, object

If student receives a 0 or 1 point:

SAY: “Cora was upset because she realized that she was too short to go on a lot of the rides that
were at the park.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence
again, say the sentence one more time.]

(adverbial, tier-2,
relative)

f;;ntﬁlee)ment, » If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+  SAY: “In this story, ‘Cora was upset because she realized that she was too short to go on a lot of the
rides that were at the park.’ It is really important to say how the character feels in a story and to say
why the character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise

QUESTION 4: If student receives a 0 or 1 point:

“How did she +  SAY: “After Cora looked around, she found a thrilling ride that was shaped like a giant snake.”

first try to fix her + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
problem?” say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘After Cora looked around, she found a thrilling ride that was shaped like a giant
snake.’ It is really important to tell me how the character first tried to fix her problem. It is also
important to include details in the story so | can understand clearly what happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 5:
“Why did she talk
to the worker?”

If student receives a 0 or 1 point:

SAY: “When Cora tried to get on the snake ride, a man who was wearing a uniform told her that she
was too short.”
SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,

(adverbial, tier-2,
adverbial)

g‘;‘ﬁ: glil,bjec ¢ say the sentence one more time.]
4 » If the student does not repeat the sentence accurately, model the sentence again and have the student
complement) A
repeat the sentence one more time.
+ SAY: “In this story, ‘When Cora tried to get on the snake ride, a man who was wearing a uniform told
her that she was too short.” She first tried to get on a really fast snake ride, but that didn’t work.
She needed to do something different to fix her problem. It is really important to remember when a
character in a story tries to fix their problem more than one time.”
+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
QUESTION 6: If student receives a 0 or 1 point:
“How did the «  SAY: “After the man showed Cora the Ferris wheel, Cora was elated because she found a ride that
story end?” she could go on.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “That’s right, ‘After the man showed Cora the Ferris wheel, Cora was elated because she found
a ride that she could go on.’ It is so helpful when you say how the story ended so | can understand
what happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

NLM QUESTIONS

Dynamic Assessment Script: B N 1B unaincampes 7= T
. Who was the story about?
NLM Readlng - Second Grade Benchmark 2 - MOY © Where was Fiona in the beginning of the story? [Q)[o)[c)
© Why was Fiona upset? @O |

. ; ; ; ; How did she first try to fix her problem? [OJ0)(C)

S)UESTION 1: (There is no teaching script for question 1) © Why did she talk o her brother? 200
Who was the ©0 How did the story end? @ ®©
story about?” © What two things did you learn about a den from this story? [0][0)[G)

QUESTION 2:
Where was Fiona
in the beginning
of the story?”

(relative, adverbial,
tier-2)

If student receives a 0 or 1 point:

» SAY: “Fiona, who was a shy girl, was in the car because she was traveling to her grandpa’s house.”

+ SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

+ If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+  SAY: “In this story, ‘Fiona, who was a shy girl, was in the car because she was traveling to her
grandpa’s house.” When you tell a story it is really important to say who the character is in the
beginning of the story, where they are, and what they are doing. That helps us understand the story
better.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3:
Why was Fiona
upset?”

(tier-2, adverbial,

If student receives a 0 or 1 point:
«  SAY: “Fiona was distraught because she didn’t know that there would be so many people visiting
her grandpa.”
+  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence
again, say the sentence one more time.]

(relative, tier-2,

nominal) « If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

«  SAY: “In this story, ‘Fiona was distraught because she didn’t know that there would be so many
people visiting her grandpa.’ It is really important to say how the character feels in a story and to
say why the character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 4: If student receives a 0 or 1 point:

“How did she + SAY: “Fiona held her older brother’s hand, who was very outgoing, so that she would feel better.”
first try to fix her + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
problem?” say the sentence one more time.]

« If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

“Why did she talk
to her brother?”

(object
complement,
adverbial, tier-2)

adverbial) +  SAY: “In this story, ‘Fiona held her older brother’s hand, who was very outgoing, so that she would
feel better.’ It is really important to tell me how the character first tried to fix her problem. It is also
important to include details in the story so | can understand clearly what happened.”
+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
QUESTION 5: If student receives a 0 or 1 point:

+  SAY: “Fiona told her brother she needed to find a quiet place because she still felt uneasy.”

+  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

» If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+  SAY: ““In this story, ‘Fiona told her brother she needed to find a quiet place because she still felt
uneasy.’ She tried to fix her problem by holding her brother’s hand, but that didn’t work. She needed
to do something different to fix her problem. It is really important to remember when a character in
a story tries to fix their problem more than one time.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 6:
“How did the
story end?”

(adverbial, tier-2,
relative)

If student receives a 0 or 1 point:

- SAY: “Because Fiona was overwhelmed, she went to her grandpa’s special room that was nice and
quiet and read some books.”

+  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

« If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+ SAY: “In this story, ‘Because Fiona was overwhelmed, she went to her grandpa’s special room that
was nice and quiet and read some books.’ It is so helpful when you say how the story ended so |
can understand what happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

NLM QUESTIONS

Dynamic Assessment Script: FACTUAL (F) B uncsarincompisie 07 =" score
R © Who was the story about? @@ O
NLM Readlng - Second Grade Benchmark 2 - EQOY @ Where was Luiz in the beginning of the story? @@ 0
© Why was Luiz worried? @00 |
. ; ; ; ; How did he first try to fix his problem? @ DO
S)UESTION 1: (There is no teaching script for question 1) © Why did he talk to his dad? 200
Who was th? ©0 How did the story end? @00
story about?’ © What two things did you learn about Fainting goats from this story? @ ®|©
QUESTION 2: If student receives a 0 or 1 point:
Where was Luiz «  SAY: “Luiz went outside to feed his goats, which were unique because they fainted a lot.”
in the beglnn’!ng + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
of the story? say the sentence one more time.]
(relative, tier-2 + If the student does not repeat the sentence accurately, model the sentence again and have the student
relative)’ ’ repeat the sentence one more time.

+  SAY: “In this story, ‘Luiz went outside to feed his goats, which were unique because they fainted a
lot.” When you tell a story it is really important to say who the character is in the beginning of the
story, where they are, and what they are doing. That helps us understand the story better.”

+ SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3: If student receives a 0 or 1 point:
Why was Luiz + SAY: “Luiz was worried because he knew that the goat which had escaped always ran from him.”
worried?” - SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence

again, say the sentence one more time.]

(adverbial, object « If the student does not repeat the sentence accurately, model the sentence again and have the student

complement, )
relative) repeat the §entence on(_-:t more t|me._ )

«  SAY: “In this story, ‘Luiz was worried because he knew that the goat which had escaped always
ran from him.’ It is really important to say how the character feels in a story and to say why the
character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 4: If student receives a 0 or 1 point:

“How did he « SAY: “Luiz tried to slowly approach the goat, which was very skittish, so that he could catch it.”
first try to fix his + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
problem?” say the sentence one more time.]

« If the student does not repeat the sentence accurately, model the sentence again and have the student

relative, tier-2 A
(relative, tier-2, repeat the sentence one more time.

adverbial) +  SAY: “In this story, ‘Luiz tried to slowly approach the goat, which was very skittish, so that he could
catch it.’ It is really important to tell me how the character first tried to fix his problem. It is also
important to include details in the story so | can understand clearly what happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the

same sentence again]. Praise.

QUESTION 5: If student receives a 0 or 1 point:

“Why did he talk - SAY: “Luiz talked to his dad because he was frustrated that the goat kept bounding away from him.”

to his dad?” + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,

say the sentence one more time.]

(aaverbial, object « If the student does not repeat the sentence accurately, model the sentence again and have the student

complement, )
tier-2) repeat the sentence one more time.
+  SAY: ““In this story, ‘Luiz talked to his dad because he was frustrated that the goat kept bounding
away from him.’ He tried to first fix his problem by trying to catch the goat, but that didn’t work.
He needed to do something different to fix his problem. It is really important to remember when a
character in a story tries to fix their problem more than one time.”
+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
QUESTION 6: If student receives a 0 or 1 point:
“How did the + SAY: “Luiz did what his dad suggested, which was to put grain in his hand and hold it out to the
story end?” goat.”

+  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

« If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

+ SAY: “In this story, ‘Luiz did what his dad suggested, which was to put grain in his hand and hold
it out to the goat.’ It is so helpful when you say how the story ended so | can understand what
happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

(nominal, tier-2,
relative)
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ADMINISTRATION & SCORING: NLM

Dynamic Assessment Script:

NLM QUESTIONS
FACTUAL (F) 2 pts = clear & complete

0 pts = incorrect
1 pt = unclear/incomplete

SCORE

. . © Who was the story about? @00

NLM Readlng - Third Grade Benchmark 2 - BOY @ Where was Molly in the beginning of the story? @00
O Why was Molly worried? @00

i . . , ; How did she first try to fix her problem? @00

S)UESTION 1: (There is no teaching script for question 1) © Why did she talk to her dad? 200
Who was the ©0 How did the story end? @00
story about?” © What two things did you learn about bike chains from this story? |@|®|©|

QUESTION 2:
“Where was Molly
in the beginning
of the story?”

(relative, double
adj, adverbial)

If student receives a 0 or 1 point:

SAY: “Molly and her family went to a park that had beautiful rolling hills so that they could ride their
bikes.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Molly and her family went to a park that had beautiful rolling hills so that they could
ride their bikes.” When you tell a story it is really important to say who the character is in the beginning
of the story, where they are, and what they are doing. That helps us understand the story better.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

(adverbial, relative,
tier-2)

QUESTION 3: If student receives a 0 or 1 point:

“Why was Molly +  SAY: “Molly was worried because she noticed that the chain on her neglected bike had fallen off.”
worried?” + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence
(adverbial again, say the sentence one more time.] .

tier-2, objéct » If the student does not repeat the sentence accurately, model the sentence again and have the student
complement) repeat the sentence one more time.

+  SAY: “In this story, ‘Molly was worried because she noticed that the chain on her neglected bike
had fallen off.’ It is really important to say how the character feels in a story and to say why the
character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 4: If student receives a 0 or 1 point:

“How did she «  SAY: “Even though her bike didn’t have a chain, Molly, who was determined, tried to ride it without
first try to fix her the chain.”

problem?” + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,

say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Even though her bike didn’t have a chain, Molly, who was determined, tried
to ride it without the chain.’ It is really important to tell me how the character first tried to fix

her problem. It is also important to include details in the story so | can understand clearly what
happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 5:
“Why did she talk
to her dad?”

(relative, adverbial,
nominal)

If student receives a 0 or 1 point:

SAY: “Molly talked to her dad, who was an avid bike rider, because she was frustrated that her bike
still wasn’t working.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: ““In this story, ‘Molly talked to her dad, who was an avid bike rider, because she was frustrated
that her bike still wasn’t working.” She tried to fix her problem by just riding her bike without a
chain, but that didn’t work. She needed to do something different to fix her problem. It is really
important to remember when a character in a story tries to fix their problem more than one time.”
SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 6:
“How did the
story end?”

(nominal, tier-2,
relative)

If student receives a 0 or 1 point:

.

SAY: “Molly’s dad, who was always prepared, fixed the bike chain, which just needed to be tightened.”
SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Molly’s dad, who was always prepared, fixed the bike chain, which just needed to be
tightened.’ It is so helpful when you say how the story ended so | can understand what happened.”
SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

Dynamic Assessment Script:

NLM QUESTIONS
FACTUAL (F) 2 pts = clear & complete

0 pts = incorrect
1 pt = unclear/incomplete

SCORE

R . © Who was the story about? @D O
NLM Readlng - Third Grade Benchmark 2 - MOY © Where was Cody in the beginning of the story? @D O
O Why was Cody d tated ? @DO|__|
. ; ; ; ; How did he first try to fix his problem? @D O
9VlVJ[I1E§'\I,'JSSNt |1 é (There is no teaching script for question 1) © Why did he talk to his mom?

story about?”

@0 How did the story end?
© What two things did you learn about glaciers from this story?

QUESTION 2:

“Where was Cody

in the beginning
of the story?”

(relative, tier-2)

If student receives a 0 or 1 point:

.

SAY: “Cody was at home looking for his homework, which had taken him several hours to complete.”
SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Cody was at home looking for his homework, which had taken him several hours to
complete.” When you tell a story it is really important to say who the character is in the beginning of the
story, where they are, and what they are doing. That helps us understand the story better.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3: If student receives a 0 or 1 point:
“Why was Cody »  SAY: “Cody felt devastated because he realized that his homework was not in his backpack or
devastated?” anywhere in the house.”
(adverbial, . SAY: “You say that.” [Student shoqld repeat the sentence, if student requests to hear the sentence
tior-o objéct again, say the sentence one more time.] .

! « If the student does not repeat the sentence accurately, model the sentence again and have the student
complement) )

repeat the sentence one more time.

+  SAY: “In this story, ‘Cody felt devastated because he realized that his homework was not in his
backpack or anywhere in the house.’ It is really important to say how the character feels in a story
and to say why the character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 4: If student receives a 0 or 1 point:

“How did he + SAY: “Cody desperately searched the car so that he could hand in his homework to his teacher, who
first try to fix his was very stern.”

problem?” +  SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,

(tier-2, adverbial,
relative)

say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Cody desperately searched the car so that he could hand in his homework to
his teacher, who was very stern.’ It is really important to tell me how the character first tried to
fix his problem. It is also important to include details in the story so | can understand clearly what
happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 5:
“Why did he talk
to his mom?”

(tier-2, adverbial,
relative)

If student receives a 0 or 1 point:

SAY: “Cody urgently talked to his mom because his homework, which was very important to him,
was not in the car.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Cody urgently talked to his mom because his homework, which was very
important to him, was not in the car.’ He tried to fix his problem by searching the car for his
homework, but that didn’t work. He needed to do something different to fix his problem. It is really
important to remember when a character in a story tries to fix their problem more than one time.”
SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 6:
“How did the
story end?”

(object
complement,
relative, tier-2)

If student receives a 0 or 1 point:

SAY: “Cody’s mom told him that she might have thrown away his homework, which Cody promptly
recovered from the grimy trash.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Cody’s mom told him that she might have thrown away his homework, which Cody
promptly recovered from the grimy trash.’ It is so helpful when you say how the story ended so | can
understand what happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

Dynamic Assessment Script:

NLM QUESTIONS
FACTUAL (F) 2 pts = clear & complete

0 pts = incorrect
1 pt = unclear/incomplete

SCORE

. . © Who was the story about? @ O

NLM Read|ng - Third Grade Benchmark 2 - EOY © Where was Megan in the beginning of the story? DO
© Why was Megan unhappy? ®©

QUESTION 1: (There is no teaching script for question 1) = cv‘;]"; :;: ::z i':l‘;g t;;:]:e' problem? g g g
“Who was thf 90 How did the story end? @0
story about? © What two things did you learn about instant cameras from this story? @ @ ©|

QUESTION 2:
“Where was
Megan in the
beginning of the
story?”

(adverbial, relative)

If student receives a 0 or 1 point:

.

SAY: “Megan was counting her allowance in her room because she wanted to spend the money she
had been saving on a new camera.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Megan was counting her allowance in her room because she wanted to spend the
money she had been saving on a new camera.” When you tell a story it is really important to say who
the character is in the beginning of the story, where they are, and what they are doing. That helps us
understand the story better.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 3:
“Why was Megan
unhappy?”

(relative, tier-2,

If student receives a 0 or 1 point:

SAY: “Megan, who desperately wanted to buy a new camera, was unhappy because her mom wasn’t
home to drive her to the store.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence

again, say the sentence one more time.]

(tier-2, relative,

adverbial) « If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

«  SAY: “In this story, ‘Megan, who desperately wanted to buy a new camera, was unhappy because
her mom wasn’t home to drive her to the store.’ It is really important to say how the character feels
in a story and to say why the character feels that way.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 4: If student receives a 0 or 1 point:

“How did she +  SAY: “Megan impatiently asked her older brother, who just got his license, if he would drive her.”
first try to fix her + SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
problem?” say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

(tier-2, adverbial,
relative)

adverbial) +  SAY: “In this story, ‘Megan impatiently asked her older brother, who just got his license, if he would
drive her.’ It is really important to tell me how the character first tried to fix her problem. It is also
important to include details in the story so | can understand clearly what happened.”

+  SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the

same sentence again]. Praise.

QUESTION 5: If student receives a 0 or 1 point:

“Why did she call -+ SAY: “Megan’s brother couldn’t drive her because his truck, which was really old, was out of

her mom?” commission.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Megan’s brother couldn’t drive her because his truck, which was really old, was
out of commission.’ She tried to fix her problem by asking her brother to drive her to the store, but
that didn’t work. She needed to do something different to fix her problem. It is really important to
remember when a character in a story tries to fix their problem more than one time.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.

QUESTION 6:
“How did the
story end?”

(object
complement,
relative, tier-2)

If student receives a 0 or 1 point:

SAY: “Megan’s mom told her that after she cleaned her room she would gladly take her to the store to
buy the camera.”

SAY: “You say that.” [Student should repeat the sentence, if student requests to hear the sentence again,
say the sentence one more time.]

If the student does not repeat the sentence accurately, model the sentence again and have the student
repeat the sentence one more time.

SAY: “In this story, ‘Megan’s mom told her that after she cleaned her room she would gladly take her to
the store to buy the camera.’ It is so helpful when you say how the story ended so | can understand
what happened.”

SAY: “Tell me that part of the story again just like | taught you.” [student should attempt to say the
same sentence again]. Praise.
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ADMINISTRATION & SCORING: NLM

Inferential Vocabulary (IV):

There are A and B questions that can be asked. The examiner always asks Question A (e.g.,
“The woman was attentive. She knew where her class was. What does attentive mean?”).
Question B is asked if the student gets Question A wrong.

+ If a student answers Question A clearly and completely, they are awarded 3 points.

+ If the student answers Question A unclearly or incompletely (but is generally correct or
gets the general idea), then they are awarded 2 points.

» Some of the text in Question A is a grey color. This should not be omitted from the
question. If a student answers Question A using wording similar to what is in grey text,
say “What else does mean?”

+ If the student answers Question A incorrectly, then they are asked Question B, and are
awarded 1 or 0 points according to whether they answered correctly or not.

+ Students cannot receive points for Question A and Question B.

Scoring
Overview

Paper/Pencil:
3 pts = A: clear/complete 1 pt = B: correct
INFERENTIAL VOCABULARY (IV) 2 pts = A: unclear/incomplete 0 pts = B: incorrect SCORE
If A answer A: The woman was attentive. She knew where her class ® el
is similarto was. What does attentive mean?
gxx ‘exlty say: B: Does attentive mean watchful or well-paid? ®|©
doqatelse  I"A% Chloe found her class in the snake exhibit. It was 0@
mean?” full of snakes. What is an exhibit?
B: Does exhibit mean a display or a pool? (AO)
Ask B - - -
questionifA | A: Chloe was reunited with her class. She finally found o
is answered them. What does reunite mean?
incorrectly B: Does reunite mean to use again or to join? ®©
Insight:

3 pts = A: clear/complete
2 pts = A: unclearfincomplete

INFERENTIAL VOCABULARY (IV) 1pt = B: correct

0 pts = B: incorrect

If A answer is similar to grey text, say: “What else does mean?”

Ask B question if A is answered incorrectly
A: Jen couldn’t bake the popovers independently. She got her sister. 3 A
What does independently mean?

1
B: Does independently mean very well or by herself? 1 o
A: Jen's sister was fatigued. It was early in the morning. What does = %
fatigued mean?

2
B: Does fatigued mean angry or tired? 1 o
A: The instructions were convoluted. Jen couldn’t understand them. = 5
What does convoluted mean?

3
B: Does convoluted mean complicated or old? 1 o

IVSCORE= 6/9
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ADMINISTRATION & SCORING: NLM

Specific Guidelines for Scoring the NLM Questions Inferential Vocabulary (IV) Section

The following pages contain scoring examples of some of the benchmark assessments for the NLM Listening and
NLM Reading. These general guidelines can be use to help guide the scoring of all NLM Listening and NLM Reading

benchmark and progress monitoring assessments.

Kindergarten BOY - Benchmark (NLM Listening)

 underlined word

A. Scott was tumbling off his skateboard. He kept getting hurt. 3 POINTS 2 POINT
What does tumble mean? - fall * slide
- trip * to not be good
B: Does tumble mean to ride or to fall? 1 POINT 0 POINTS
» underlined word * incorrect answer
A: Scott’s brother told him to clasp his hand. Then he didn’t fall. | 3 POINTS 2 POINT
What does clasp mean? * hold * touch
*+ grab * reach for
B: Does clasp mean to hold or to hit? 1 POINT 0 POINTS
= underlined word * incorrect answer
A: Scott diligently practiced. He finally learned to ride a 3 POINTS 2 POINT
skateboard. What does diligent mean? + try hard / keep trying | * to want to do it
*to do alot - a lot of time
B: Does diligent mean to work hard or to stop? 1 POINT 0 POINTS

* Incorrect answer

Kindergarten MOY - Benchmark (NLM Listening)

 underlined word

A: The game wasn’t completed. Jessie wanted to win. What 3 POINTS 2 POINT
does completed mean? > over * just started
* to beat * losing
B: Does completed mean boring or finished? 1 POINT 0 POINTS
+ underlined word * incorrect answer
A: Jessie was permitted to play. Her mom said it was OK. What | 3 POINTS 2 POINT
does permit mean? + allowed * her mom was nice
* she got permission * she got her way
B: Does clasp mean to hold or to hit? 1 POINT 0 POINTS
= underlined word * incorrect answer
A: Jessie was pleasant so her mom let her finish playing. What 3 POINTS 2 POINT
does pleasant mean? * kind * she was calm
* nice / polite * to smile
B: Does pleasant mean nice or angry? 1 POINT 0 POINTS

* Incorrect answer

Kindergarten EOY - Benchmark (Listening)

 underlined word

A: Alex saw his dad devouring apples. They were gone. What 3 POINTS 2 POINT
does devour mean? + eating * to have a lot

* eat a lot * to keep them all
B: Does devour mean to eat fast or to throw away? 1 POINT 0 POINTS

* underlined word * incorrect answer
A: The apples had vanished, but Alex wanted more. What does 3 POINTS 2 POINT
vanish mean? - disappear * look for them

- all gone * somewhere else
B: Does vanish mean to go bad or to disappear? 1 POINT 0 POINTS

= underlined word * incorrect answer
A: His dad divvied up the apples. Alex got some. What does 3 POINTS 2 POINT
divvy up mean? « divide / split « cut up

* share * give away
B: Does divvy up mean to share or to eat? 1 POINT 0 POINTS

* Incorrect answer
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ADMINISTRATION & SCORING: NLM

FIRST GRADE BOY (NLM Reading)

Benchmark 1 Examples Benchmark 2 Examples
A: Kam and her friend 3 POINTS | 2 POINT A: The itching wouldn’t 3 POINTS | 2 POINT
collaborated. They both » work * to share cease. She needed her * stop * turn off
made a house. What does together - to play mom’s help. What does * end * pause
collaborate mean? * be ateam | nice cease mean?
B: Does collaborate mean 1 POINT 0 POINTS B: Does cease mean to stop | 1 POINT 0 POINTS
work together or fight? = underlined | « incorrect or to grow?  underlined | « incorrect
word answer word answer
A: Kam and her friend 3 POINTS | 2 POINT A: The flowers irritated 3 POINTS | 2 POINT
fabricated a house. They * build * to draw Jen’s eyes. She had to drop | * bother .
designed it. What does * make * plan the rose. What does irritate | - itchy scratched
fabricate mean? mean? - felt funny
B: Does fabricate mean to 1 POINT 0 POINTS B: Does irritate mean to 1 POINT 0 POINTS
tear down or to build? « underlined | « incorrect annoy or to be colorful? + underlined | « incorrect
word answer word answer
A: The house was 3 POINTS | 2 POINT A: The eye drops were 3 POINTS | 2POINT
expansive. It had lots * big / giant |  got calming. Her eyes stopped * make feel |- cool/
of rooms. What does * lots of bigger itching. What does calming | better cold
expansive mean? space > grew mean? * to heal - felt nice
B: Does expansive mean big | 1 POINT 0 POINTS B: Does calming mean small | 1 POINT 0 POINTS
or colorful? = underlined | « incorrect or to make feel better? * underlined | « incorrect
word answer word answer
FIRST GRADE MOY (NLM Reading)
Benchmark 1 Examples Benchmark 2 Examples
A: Jack had some tasks to 3 POINTS | 2 POINT A: He was on aride that 3 POINTS | 2 POINT
do. He needed to clean his | - work « things rotated. He needed a calm, |:spin/go |+ moves
room. What are tasks? * jobs . relaxing place to rest. What | around so you get
homework | | does rotate mean? * twirl sick
B: Are tasks games or 1 POINT 0 POINTS B: Does rotate mean to spin | 1 POINT 0 POINTS
work? = underlined | « incorrect or to go high?  underlined | « incorrect
word answer word answer
A: His room looked 3 POINTS | 2 POINT A: Ron’s stomach was 3 POINTS | 2 POINT
stunning. Jack did a good * clean * mom uneasy. He didn’t want to - felt sick * not good
job. What does stunning * beautiful liked it throw up. What does uneasy | - felt funny
mean? mean?
B: Does stunning mean 1 POINT 0 POINTS B: Does uneasy mean sick 1 POINT 0 POINTS
beautiful or small? « underlined | « incorrect or empty? + underlined | « incorrect
word answer word answer
A: Jack’s mom was satisfied | 3 POINTS | 2 POINT A: Ron blissfully rode the 3 POINTS | 2POINT
because Jack finished * happy / * she let new ride. He didn’t feel * happy + calm
cleaning his room. What liked it him swim sick anymore. What does * excited
does satisfied mean? » what she |« he did blissfully mean?
wanted good
B: Does blissfully mean 1 POINT 0 POINTS
B: Does satisfied mean 1 POINT 0 POINTS quickly or happily?  underlined | -« incorrect
happy or worried? « underlined | « incorrect word answer
word answer
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ADMINISTRATION & SCORING: NLM

FIRST GRADE EOY (NLM Reading)

Benchmark 1 Examples Benchmark 2 Examples
A: Owen was completely 3 POINTS | 2 POINT A: Ben timidly asked his dad | 3 POINTS | 2 POINT
drenched. He had been * very wet * need to to read a book. It was really | - quietly / s like a
playing in the rain. What » soaked get dry late. What does timidly nervous mouse
does drenched mean? mean? * shyly /
scared
B: Does drenched mean 1 POINT 0 POINTS
really wet or really funny? » underlined | « incorrect B: Does timidly mean to be | 1 POINT 0 POINTS
word answer loud or to be shy?  underlined | « incorrect
word answer
A: Owen’s mom struggled to | 3 POINTS | 2 POINT
get his boots on. They were | - hard to do | * couldn’t A: His dad dramatically 3 POINTS | 2POINT
old. What does struggle *noteasy |doit read the book. He used *toactout |- loudly
mean? lots of voices. What does » excitedly | - yelled
dramatically mean?
B: Does struggle mean to 1 POINT 0 POINTS
wish or to try hard? « underlined | « incorrect B: Does dramatically mean | 1 POINT 0 POINTS
word answer slowly or in an interesting » underlined | * incorrect
way? word answer
A: Owen frolicked in the 3 POINTS | 2 POINT
puddles again. He had his « played * liked A: Ben had a vivid 3 POINTS | 2 POINT
boots on. What does frolic * jumped them imagination. He could * clear « colorful
mean? picture what was in the * realistic * big
story. What does vivid
B: Does frolic mean to play | 1 POINT 0 POINTS mean?
or to swim? + underlined | - incorrect
word answer B: Does vivid mean clear or | 1 POINT 0 POINTS
scary? * underlined | « incorrect
word answer
SECOND GRADE BOY (NLM Reading)
Benchmark 1 Examples Benchmark 2 Examples
A: Marta urgently had to 3 POINTS 2 POINT A: It seemed like Cora 3 POINTS | 2 POINT
get a present. She didn’t * quickly -togo would never find a suitable | - good fit - favorite
have a lot of time. What - fast /rush | - really ride. She was disappointed. | - perfect - fun
does urgent mean? wanted to What does suitable mean?
B: Does urgent mean to 1 POINT 0 POINTS B: Does suitable mean 1 POINT 0 POINTS
be fun or needs to happen | - underlined | ¢ incorrect acceptable or boring? » underlined | « incorrect
now? word answer word answer
A: Marta needed guidance. | 3 POINTS 2 POINT A: The man had to enforce 3 POINTS | 2POINT
She talked to her mom. * help/  a path the safety regulations. Cora | - make * police
What does guidance support * hints was too short to go on the follow rules | - yell
mean? « counselling ride. What does enforce
mean?
B: Does guidance mean 1 POINT 0 POINTS
money or advice? » underlined | - incorrect B: Does enforce mean to 1 POINT 0 POINTS
word answer make someone obey or to * underlined | « incorrect
ignore? word answer
A: Her friend loved the 3 POINTS 2 POINT
personalized gift. It wasn’t | - handcrafted | - made by A: Cora found a thrilling 3 POINTS | 2POINT
from the store. What does | - homemade | a person ride. It was shaped like a * exciting * scary
personalized mean? / authentic giant snake. What does « fun - fast
thrilling mean?
B: Does personalized mean | 1 POINT 0 POINTS
special or strong? » underlined | « incorrect B: Does thrilling mean old or | 1 POINT 0 POINTS
word answer exciting? + underlined | « incorrect
word answer
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SECOND GRADE MOY (NLM Reading)

Benchmark 1 Examples Benchmark 2 Examples
A: Daniel’s teacher deftly 3 POINTS 2 POINT A: Her brother was 3 POINTS 2 POINT
removed the pot with wire. | - expertly - carefully outgoing. The crowd didn’t | - not shy - talkative
She had done it before. * precisely / | « slowly bother him. What does « friendly /
What does deftly mean? perfectly outgoing mean? social
B: Does deftly mean slowly | 1 POINT 0 POINTS B: Does outgoing mean 1 POINT 0 POINTS
or skillfully? = underlined | - incorrect talkative or tall?  underlined * incorrect
word answer word answer
A: The teacher illustrated 3 POINTS 2 POINT A: Crowds can feel 3 POINTS 2 POINT
how to remove the clay .  to be overwhelming. Fiona « too busy « too big
pot. Daniel watched her. demonstrate | watched wanted to be alone. What | - too much
What does illustrate mean? | - showed does overwhelming mean?
B: Does illustrate mean to | 1 POINT 0 POINTS B: Does overwhelming 1 POINT 0 POINTS
spell or to show? » underlined | « incorrect mean scary or boring? + underlined * incorrect
word answer word answer
A: Clay won’t adhere to 3 POINTS 2 POINT A: Fiona sat on a cozy 3 POINTS 2 POINT
canvas. It will come off « stick * not slip chair. She felt relieved. - comfortable | < warm
easily. What does adhere * glued off What does cozy mean? * soft » squeezed
mean? down
B: Does cozy mean old or | 1 POINT 0 POINTS
B: Does adhere mean stick | 1 POINT 0 POINTS comfortable? + underlined « incorrect
or slide? = underlined | - incorrect word answer
word answer
SECOND GRADE EOY (NLM Reading)
Benchmark 1 Examples Benchmark 2 Examples
A: The river water was 3 POINTS 2 POINT A: Luiz tried to capture 3 POINTS 2 POINT
brackish. It was close to - salty «can’t the goat. It had escaped « to catch « find
the ocean. What does * not fresh drink it out of the pen. What does
brackish mean? capture mean?
B: Does brackish mean 1 POINT 0 POINTS B: Does capture meanto | 1 POINT 0 POINTS
shallow or salty? » underlined | ¢ incorrect catch or to follow? + underlined * incorrect
word answer word answer
A: Jacob whipped the line. | 3 POINTS 2 POINT A: His dad said goats 3 POINTS 2 POINT
It was caught on a tree. « throw hard | - threw can’t resist food. The goat | - refuse * go away
What does whip mean? * pull fast - let go quickly followed Luiz into | - keep from * run from
. the pen. What does resist | doing
B: Does whip mean to let 1 POINT 0 POINTS mean? - stop
go of or to tug fast? » underlined | - incorrect « try not to
word answer
B: Does resist mean to_ 1 POINT 0 POINTS
A: Jacob felt elated. He 3 POINTS 2 POINT refuse or to be scared? - underlined | - incorrect
caught a huge fish. What * happy » good word answer
does elated mean? - excited * laugh
A: He decided to slowly 3 POINTS 2 POINT
B: Does elated mean happy | 1 POINT 0 POINTS | | approach the goat. He *walkupto |- be with
or worried? * underlined | - incorrect | | tried to catch it. What does | - get close « call to it
word answer approach mean?
B: Does approach mean to | 1 POINT 0 POINTS
feed or to get close? » underlined | ¢ incorrect
word answer
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THIRD GRADE BOY (NLM Reading)

Benchmark 1 Examples Benchmark 2 Examples
A: Carla inadvertently 3 POINTS 2 POINT A: Her dad was an avid 3 POINTS 2 POINT
spilled it. She made * accidentally | + knocked bike-rider. He knew how * expert * smart
a mess. What does » by mistake | over to fix her chain. What does | - rides his « likes it
inadvertently mean? * clumsy avid mean? bike a lot
B: Does inadvertently 1 POINT 0 POINTS B: Does avid mean to be 1 POINT 0 POINTS
mean accidently or easily? | < underlined | « incorrect nice or to do somethinga | - underlined * incorrect
word answer lot? word answer
A: The rag just smeared 3 POINTS 2 POINT A: Molly didn’t have a 3 POINTS 2 POINT
the stubborn stain. It didn’t | - hard to « stuck functioning bike chain. Her | - working = good
work. What does stubborn | remove - forever bike wouldn’t move. What | - unbroken
mean? * permanent does functioning mean?
B: Does stubborn mean 1 POINT 0 POINTS B: Does functioning mean | 1 POINT 0 POINTS
bright or permanent? » underlined | « incorrect working or shiny? + underlined * incorrect
word answer word answer
A: Her mom resolved the 3 POINTS 2 POINT A: Molly traversed the 3 POINTS 2 POINT
problem. Carla was happy. | - fixed * clean park trails all day. The bike | - rode « finished
What does resolve mean? didn’t break. What does *togo
traverse mean?
B: Does resolve mean 1 POINT 0 POINTS
to find a solution or to » underlined | ¢ incorrect B: Does traverse mean to 1 POINT 0 POINTS
ignore? word answer look at or to ride across?  underlined * incorrect
word answer
THIRD GRADE MOY (NLM Reading)
Benchmark 1 Examples Benchmark 2 Examples
A: Jen couldn’t bake the 3 POINTS 2 POINT A: Cody was hysterical. 3 POINTS 2 POINT
popovers independently. * by herself » couldn’t He couldn’t find his report. | - upset * crying
She got her sister. What * to do alone | follow What does hysterical « scared
does independently mean? recipe mean?
» hadn’t
done it B: Does hysterical mean 1 POINT 0 POINTS
before panicked or lost?  underlined * incorrect
word answer
B: Does independently 1 POINT 0 POINTS
mean very well or on your | - underlined | - incorrect | | A: Cody vowed to always | 3 POINTS 2 POINT
own? word answer put his homework away. » promised « decided
He felt devastated when * swore « thought /
A: Jen’s sister was 3 POINTS 2 POINT he lost it. What does planned
fatigued. It was early in « tired - up all vowed mean?
the morning. What does « sleepy night
fatigued mean? B: Does to vow mean to_ 1 POINT 0 POINTS
promise or to feel sorry?  underlined * incorrect
B: Does fatigued mean 1 POINT 0 POINTS word answer
angry or tired? = underlined | - incorrect
word answer A: Cody recovered the 3 POINTS 2 POINT
report. He could finally - found « took out
A: The instructions were 3 POINTS 2 POINT turn it in. What does * removed » got it
convoluted. Jen couldn’t * hard « silly recovered mean?
understand them. What » complicated
does convoluted mean? / confusing B: Does recovered mean 1 POINT 0 POINTS
to drop or to find? + underlined * incorrect
B: Does convoluted mean | 1 POINT 0 POINTS word answer
complicated or old? » underlined | - incorrect
word answer
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ADMINISTRATION & SCORING: NLM

THIRD GRADE EOY (NLM Reading)

Benchmark 1 Examples Benchmark 2 Examples
A: Jake guzzled the water. | 3 POINTS | 2 POINT A: Her brother’s truck was | 3 POINTS 2 POINT
His mouth was burning. « drink fast | - swallowed | | out of commission. He * broken - old
What does guzzle mean? - chugged « drank couldn’t take her. What * run down
does out of commission
B: Does guzzle mean to_ 1 POINT 0 POINTS mean?
drink quickly or to spit? « underlined | « incorrect
word answer B: Does out-of-commission | 1 POINT 0 POINTS
mean rusty or not + underlined « incorrect
A: He deliberately drank 3 POINTS 2 POINT working? word answer
some milk. It took him a « carefully / | < planned
long time to drink it. What | cautiously A: Her mom willingly 3 POINTS 2 POINT
does deliberately mean? * slowly gave her a ride after she * gladly * kindly
inspected her room. What | - wanted to
B: Does deliberately mean | 1 POINT 0 POINTS does willingly mean?
slowly or angrily? = underlined | * incorrect
word answer B: Does willingly mean 1 POINT 0 POINTS
slowly or cheerfully?  underlined * incorrect
A: The intolerable pain 3 POINTS | 2 POINT word answer
was gone. The pepper had | - really bad/ | « spicy
burned him. What does terrible » made him A: Megan finally got to 3 POINTS 2 POINT
intolerable mean? = couldn’t cry purchase the camera. She | - buy - get
handle started taking pictures.
What does purchase
B: Does intolerable mean 1 POINT 0 POINTS mean?
funny or bad? * underlined | ¢ incorrect
word answer Does purchase mean to_ 1 POINT 0 POINTS
buy or to use? * underlined * incorrect
word answer
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ADMINISTRATION & SCORING: NLM

Scoring
Overview

Inferential Reasoning:

Ask the students the questions word for word as written on the NLM form. Always ask the
follow up question “Why do you think that?” The first two questions for kindergarten through
third grade require inferencing from information provided in the narrative (within the text).

+ Students are awarded 2 points if they make a clear and complete logical inference that
should have been derived from the specific story. The stories are designed to prompts
specific inferences. Students are awarded 1 point if the inference is clear and complete,
but not necessary the more obvious, logical inference that should be derived from the
clues in the story.

» The follow up question “Why do you think that?” should be answered using information
from the story. Students are awarded 1 point for referencing information from the text to
support their inference.

» There is a scoring guide under Specific Scoring Procedures (below) that can guide
the Inferential Reasoning scoring. The possible answers provided in the guide are not
comprehensive, and examiners should use personal judgement as to whether the student
has made a logical inference.

» The final inferential question for kindergarten through third grade is an elaborative
inferencing question that requires a student to use their background knowledge to answer
the question.

Paper/Pencil:

INFERENTIAL REASONING (IR) 3 Bis5clear & complete | 0pts =incorrect
Using clues from this story, how long do you |, @@ Why do you think that? d©
think Chloe was watching the monkey? & 1 pt = uses information from story

Using clues from this story, how often do you think ®d© Why do you think that?
the employee helps other lost people at the zoo? 1 pt = uses information from story

How do you think Chloe knew the woman @0 Why do you think that? @
worked at the zoo? 1 pt = uses background knowledge

©)

Insight:

2 pts = clear & complete
INFERENTIAL REASONING (IR) 1 pt = unclearfincomplete
0 pts = incorrect

Why do you think that?

Using clues from this story, how many times do you think Jen has made popovers? 2 1 o ) )
1 pt = uses information from story

Why do you think that?

Using clues from this story, why do you think Jen's sister immediately agreed to help? 2 1 o . )
1 pt = uses information from story

Why do you think that?
1 pt = uses background knowledge

Why do you think Jen'’s dad was in a hurry? 2 1 o 1 [

IRSCORE= 4/9

Discontinue
Rule

N/A

What is
Administered
Before and
After?

Before:

* NLM Retell is typically administered prior to the NLM Questions section.

After:

« If student is not at benchmark on both NLM Reading Retells and/or both NLM Reading
Questions, administer an NLM Listening Retell and the NLM Listening Questions.

» Administer the language subtest of the PEARL or the DYMOND if there are concerns for
language disorder.
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ADMINISTRATION & SCORING: NLM

Reminders

+ Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

+ Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every

time.

+ This is not a timed portion of the test but keep the assessment moving forward. Do not
wait excessively long for answers (<10 seconds).

« There are benchmarks for the NLM Questions.

» Take additional notes as needed.

+ Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.

Specific
Scoring
Guidelines

Specific Guidelines for Scoring the NLM Listening Inferential Reasoning Section
EXAMPLE 1: NLM Listening — Kindergarten Beginning of Year (BOY) Benchmark 1

One day, Scott was trying to skateboard at the big park near his house. Scott was not having
fun because he kept tumbling off his brand-new skateboard. He was constantly getting hurt,
even though he was wearing protective gear that he put on his elbows and knees. The gear was
supposed to keep him safe. Scott was really frustrated. He desperately wanted to skateboard
without getting hurt, which seemed impossible to do. He finally decided to ask his nice, big
brother, who was also at the park, for help. He said, “l don’t know how to skateboard. Can you
please help me learn how to skateboard because | keep falling down?” Then Scott’s helpful
brother said, “Sure! | can teach you. When you start going, quickly clasp my hand.” After he held
his brother’s hand, Scott finally learned to balance on the skateboard. He diligently practiced for
the rest of the day. He was happy because he didn’t fall anymore.

Using clues from this story, how good at

i 2
skateboarding do you think Scott’s brother is? L7 CR TR Tl <UL
2 POINTS 1 POINT 1 POINT
+ “Good.” « “OK.” + “He asked his brother to help him.”
» “Very good.” + “His brother said he could teach him.”

* “His brother taught him.”

Using clues from this story, how many

* “Not very many.”
« “Just one (once).”

i 2
skateboards do you think Scott has ridden? Ry IdehEULRIDES Bet
2 POINTS 1 POINT 1 POINT
» “None.” » “Sometimes.” * “He can’t skateboard good.”

“He had a new skateboard.”

* “He kept getting hurt.”

* “It seemed impossible to do.”

+ “He had to learn to balance on the skateboard.”

Why do you think Scott’s brother was at the
park?

Why do you think that?

2 POINTS

* “He was skateboarding.”
» “He was with his friends.”
* “Any logical response.”

1 POINT

+ “He wanted to be there.”

1 POINT

+ “He probably likes to skateboard.”
* “He likes to play with his friends.”
» “Any logical reason.”
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ADMINISTRATION & SCORING: NLM

Specific
Scoring
Guidelines
for the NLM
Retell

EXAMPLE 2: NLM Listening — Third Grade Middle of Year (MOY) Benchmark 1

Yesterday morning, Jen quietly walked into the kitchen. She got up early so that she could make
breakfast for her mom. When Jen saw her dad in the kitchen, she asked him to help her make
breakfast. But sadly, her dad was in a hurry. Jen was disappointed because she needed some
help. She wanted to make fresh, delicious popovers, which are her mom’s favorite breakfast.
Popovers are fluffy rolls that are baked in muffin tins. They are made with lots of eggs and butter.
Jen decided to try to bake the popovers independently. She found the recipe. But she quickly
grew frustrated because she couldn’t understand the convoluted instructions. She decided to
wake up her sister, who was a fabulous cook. Jen hesitantly woke her sister up. She whispered,
“Will you please help me make mom’s special breakfast?” Although Jen’s sister was very
fatigued, she immediately said, “I forgot what day it is. I'll be right there to help you.” After Jen
and her sister cooked the breakfast, she was happy since she got to prepare her mom a special

breakfast. Her mom loved it.

Using clues from this story, how many times do

. Wh think that?
you think Jen has made popovers? yidopol a

2 POINTS 1 POINT 1 POINT

* “Never.” + “She’s not good at it.” + “She asked her dad for help.”

* “Not very many times” + “She wants to know how.” | « “She asked her sister for help.”
* “Not alone.” + “She needed help.”

* “Only with help.”

+ “She couldn’t understand the recipe.”

Using clues from this story, why do you think

Jen’s sister immediately agreed to help? el G I LS
2 POINTS 1 POINT 1 POINT
« “It was their mom’s + “She was a nice sister.” « “Popovers are her mom’s favorite breakfast.”
birthday.” « “She loved her mom.” + “She remembered it was a special day for her
* “It was a special day for + “She was a good cook.” mom.”
mom.”

Why do you think Jen’s dad was in a hurry?

Why do you think that?

2 POINTS

+ “He was going to work.”

+ “He was late for an
appointment.”

+ “He woke up late.”

1 POINT
+ “He didn’t want to go.”

1 POINT

+ “My dad goes to work in the morning.”

* “People have to go to work early sometimes.”
* “Any logical reason.”
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ADMINISTRATION & SCORING: NLM

NLM Reading and NLM Listening Personal Generation

PERSONAL WRITING GENERATION (OPTIONAL)

Give Student NLM Writing Form. SAY: “In this story, Jen was sad she couldn’t make breakfast.
Write a story about a time when you couldn’t do something.” Encourage student (up to
3x) to write a thematically related story. Score using NLM Flow Chart (see Examiner’s Manual).

NI M DEANINR

Construct Oral Expressive Language and Writing.

Measured This subtest primarily relates to the Language Comprehension strand in Scarborough’s
reading model and reflects the Background Knowledge and Verbal Reasoning strands.

Construct » The NLM Personal Writing Generation and Personal (Story) Generation subtests
Significance measure a student’s ability to produce complex academic language in oral or
written form.

» Narrative language samples elicited through personal story generation (oral or
written) can reveal a significant amount of information about expressive academic
language use.

Construct « Applying academic language skills to oral and written personal story generation is
Connections crucial for academic success.

Assessment BOY Preschool to EQY Eighth Grade
Schedule

Time Personal Generation usually takes about 1 minute. Audio record the student’s personal story
and use the NLM Flowchart (in the appendices) to score the student’s story.

Personal Writing Generation can be administered to a group of students. Students should
be given approximately 10 minutes to complete the Personal Writing Generation subtest.
Use the NLM Flowchart (in the appendices) to score the student’s written language.

Prompts * NLM Listening (Personal Generation): Say, “In this story . Tell me story about a
time when .” Use the script provided for each specific NLM Listening form to fill
in the blanks.

* NLM Reading (Personal Writing Generation): Give the student the NLM Writing Form.
Say, “In this story . Write a story about a time when .” Use the script
provided for each specific NLM Reading form to fill in the blanks.

» Prompt: Encourge the student (up to three times) to produce a related story™.

*If necessary, examiners can encourage the student to tell a story about a more general
theme (e.g., getting hurt or getting lost). The student’s story does not have to include the
same specific problem presented in the model story used to elicit the retell.

» NLM Listening Prompts: Neutral comments to help motivate (e.g., “Wow!” “Oh!”;
“Uhmm?”; “OK”). Be engaged with the student as they are telling their personal
story. Pay attention and create an authentic storytelling context. Do not ask specific
questions such as “Why did he do that?” or “What did he do?” or “What happened next?”
* NLM Reading Prompts: Neutral comments to help motivate (e.g., “Do you best writing.”

“Wow!” “Oh!”; “Uhmm”; “OK”). Do not ask specific questions such as “Why did he do
that?” or “What did he do next?”
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ADMINISTRATION & SCORING: NLM

Scoring
Overview

NLM Listening Personal Generation: Audio record the student’s personal story generation.
Use the NLM Flow Chart to score the story (available in the appendices).

PERSONAL GENERATION (OPTIONAL)

SAY: “In this story, Chloe was afraid because she got lost at the zoo. Tell me a
story about a time when you got lost.” Encourage the child (up to 3x) to produce a
related story. Score using the NLM Flow Chart (see Examiner’s Manual).

NLM Reading Personal Writing Generation: If the student has poor transcription skills
(hand writing), ask the student what the illegible words are, or if necessary, ask the student
to read or dictate their story to you. Write down what the student says on the Student NLM
Writing Form. Use the NLM Flow Chart to score the story (available in the appendices).

PERSONAL WRITING GENERATION (OPTIONAL)

Give Student NLM Writing Form. SAY: “In this story, Jen was sad she couldn’t make breakfast.
Write a story about a time when you couldn’t do something.” Encourage student (up to
3Xx) to write a thematically related story. Score using NLM Flow Chart (see Examiner’s Manual).

—~

Discontinue
Rule

N/A

What is
Administered
Before and
After?

Before:

+ NLM Questions is typically administered prior to the NLM Personal Writing or the NLM
Personal Story Generation sections.

After:

« Administer the language subtest of the PEARL or the DYMOND if there are concerns for
language disorder.

Reminders

» Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

+ Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

» This is not a timed portion of the test.
» There are no benchmarks for the Personal Generation and Personal Writing Generation.
» Take additional notes as needed.

+ Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: NLM

Specific
Scoring
Guidelines
for the NLM
Personal
Writing
Generation
and the NLM
Personal
Story
Generation

Eliciting a Story Without Using the NLM

Prior to eliciting a narrative, the examiner should select a story (or stories) to elicit. Narrative
retells should be elicited using equivalent model stories whenever possible, especially if

the purpose of assessment is progress monitoring. The same model story should not be
used with a child more than once. To elicit a personal or fictional story generation, the
examiner should provide a prompt for the child (e.g., “Tell me a story about a time when you
were really scared”). The same story prompt should be used multiple times if the purpose
of assessment is progress monitoring. Story generation prompts should be designed to
elicit a narrative that has a complete episode (a problem/initiating event, attempt, and
consequence). There are many experiences children across different cultures share,
including losing an item, getting hurt, being scared etc. Prompts that revolve around general
personal themes such as these often elicit excellent stories to which all children can relate.

Eliciting a Story Using the NLM

Each NLM Listening and NLM Reading form includes a section that prompts the generation
of personal oral or written narratives. These sections are supplemental. They were designed
to measure generalized oral and written academic language growth. To elicit an oral or
written personal story using the NLM, a student is first asked to complete an NLM Listening
or NLM Reading narrative retell. After a student has retold the personal-themed NLM
narrative, the examiner follows the elicitation script at the bottom of each NLM form, which
prompts the student to generate an oral or written personal narrative that is thematically
related to the story just retold.

The NLM and ELM Flow Charts

Personal oral and written stories and expository language samples elicited using the NLM
are scored using the NLM Flowchart (Appendix A) or the ELM Flowchart (Appendix B). In
addition, any story or expository language sample elicited from a child can be scored using
these scoring guides (e.g., a retell from a children’s story book, a personal story recorded
in an exchange with a peer, a written story from a teacher prompt, an explanation on how
to build something). The NLM and ELM Flowcharts use a flow chart approach to assign a
numerical score that quantifies the extent to which oral and written stories and exposition
are comprised of essential features. The flowchart is detailed and is designed to sensitively
measure subtle changes in children’s language over time. Examiners begin at the top

of the flow chart for each element measured, and then move downward answering yes/

no questions until they reach the student’s present level of performance. We specifically
selected the flow chart items based on their relevance to state educational standards, their
relevance to narration and exposition, and their relevance to academic language.

There are three major sections in the NLM and ELM Flowcharts: 1) sentence complexity
with indices of vocabulary and grammar, 2) story/passage structure which provides
information on story/passage clarity and completeness and 3) writing conventions with
indices of punctuation, capitalization, and spelling. Specific information on how to score
each section follows.

NLM Flow Chart

ELM Flow Chart [
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ADMINISTRATION & SCORING: NLM

NLM and ELM Flowchart Scoring Details

WRITING CONVENTIONS (OPTIONAL)

PUNCTUATION CAPITALIZATION SPELLING.
Homberof words writen Homberof words writen Sumof vordrofogs

NLM Flow Chart KR ELM Flow Chart
o PUNCTUATION CPITALZATION SPELUING e
Mumber of words writien ‘Number of words written ‘Sum of word rafings

Colculate Errors. Cakolote Errors 4%
L —"—— YO
[ EeE—c TGO TO) ® et @@ ot 0]
0006 [— ool o)
[Olo/[O] ©O0e®
N ! pom—y 0000 —ER - 0000
o ooee F 0000

\VERB/NOUNMODIFIERS  VOCABULARY/RHETORIC

[ w
©)]

S
SENTENCE COMPLEXITY SCORE: D ‘SENTENCE COMPLEXITY SCORE: C]
SENTENCE COMPLEXITY
RELATIVE + ldentify noun + relative pronoun (that, who, which)
PRONOUNS + Process: First find the noun, then see if one of the listed pronouns immediately follows
RELATIVE PRONOUNS it. If it does, highlight the pronoun in red. Count every instance, even if it is a repetition or
3+ instances of relative
pronouns immediately | YES Stutter.
e
ﬂ;—,ﬁ!—’ Relative Pronouns Examples Non-Examples
Zinstances of relative
’p::;-':i%r}'ﬁizl ) * My mom, WhO“iS typically foft spoken, + We’ve gone over that exam already.
- e screamed out “Be careful! + | believe that you are happy.
Tinsns o e + The toys that we are allowed to play with + | wanted that horse.
pm:,:::‘hm :dl::ly ® are over there. + Which of those do you like?
i » Spaghetti, which we eat once a week, is
5’“ one of my family’s favorite meals.
VERB/NOUN + ldentify descriptive words (adverbs and adjectives, but not all).
MODIFIERS + Process: Highlight words that modify a noun or verb and provide descriptive information
VERB/NOUN MODIFIERS in orange.
T+ instances of 2 conseculive
SIS s || Noun Modifiers Verb Modifiers
Bty
”wWMn{aiaf’m%'" + Modify a noun. + Modify a verb.
i oo e + Only count if used directly before the noun. » Count if used before or after a verb.
S L e » Must add sensory or qualitative information. |+ Do not have to come directly after or before
el syt the verb
INO
EXAMPLES: EXAMPLES:
e + They played the new game for the rest of + They played the new game for the rest of
recess. recess.
« Fish live in the the big, blue ocean. « Fish live in the the big, blue ocean.
» It was a good book. » It was a good book.
Distinguishing Noun Modifiers from Two-word Nouns
Noun modifiers must add sensory or qualitative information.
Descriptive information written before nouns sometimes contains categorical information,
which classifies nouns based on their use. Such words create two-word nouns.
To identify a two-word noun, ask yourself if...
+ The two words are frequently used together, and
+ They are both necessary to identify the noun being referenced.
If you can answer “yes” to these questions, then it is a two-word noun. Such descriptors
should not count as noun modifiers.
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SENTENCE COMPLEXITY (Continued)

VOCABULARY | Identify less-common words and idioms/analogies/metaphors/similes. Less-common words
/ RHETORIC align with the concept of tier 2 words, which are not commonly used by K-3 students, but

(NLM ONLY) appear more frequently in text. Importantly, these words can be used across domains and
VOCABULARY/RHETORIC topics.
“'I 5 Process: Highlight words in yellow. If you are uncertain whether a word is less-common,
L use any or all of these criterion:
Y'iﬁ?;;"‘gz"ﬂ':"gl"'];gs'}s/ ves 1. Is there a simpler way of saying the word that the child could have used? (Example:
fLﬂLTMW child said “chant”, instead of “cheer” or “yell”).
1Ii§§;;~;2n;g|nngwi;;;s/ yes 2. Reference the list of planted words from the retell stories and compare the level of
peigtr/ i [0 complexity.
é 3. The LWV List can be referenced as a last resort if the scorer is still unsure about a

word. It should not be used to look up every word (only words that have already been
flagged for possible V/R inclusion). When using the list, words that are 85% or above are
considered common and do not count towards the V/R measure.

Vocabulary/Rhetoric

» Two words that are derived from the same word individually count if they constitute different
form classes.
» Repeated words and derivations of the same form are not counted.

EXAMPLES:

» She was watching the doctor like a hawk.

» The girl felt sick as a dog.

» The children chanted a cheer together.

» Her mom asked if she felt better and she replied “yes”.

» He dropped the popsicle on the disgusting floor.

» The girl is trying to read an epic novel. (each word counts separately)

VOCABULARY | Identify less-common domain-specific words related to the topic. Domain-specific words
(ELM ONLY) are words that are usually only relevant to science and social studies topics. Less-common
ones would be words that K-3 students do not typically use and that you might only see in
textbooks or in a science or social studies lessons (e.g., piston and fertilize vs. plant and seed).

Process: Highlight words in yellow. If you are uncertain whether a word is less-common and
domain-specific, use any or all of these criteria:

VOCABULARY

3+ less-common

domain-specific words
related fo the topic @
they

Y

dunizn'!nds?et:l;'f‘utw:rds 5 1. Is there a simpler way of saying the word that the child could have used? (Example:
™ child said “crops”, instead of “plants” or “field”).
dnm‘u'fn‘f;g::”:“:"w“md ves 2. Is the word applicable to many topics and contexts? If so, it is not likely a domain-
lbieisi O specific word.

é“ ° 3. If Academic Language of Primary Students (ALPS; Spencer, 2018) materials are used

to elicit language sample, the ALPS Less Common DS word list in Appendix C can
be referenced. Please note, this is not a complete list of less-common, domain-specific
words, but the word the child uses can be compared to these words to make the
determination. The words planted in the ALPS model passages are blue.

. Derivatives (award 1 point even if Derivatives that change form class (award

Words on list S " L L
multiple in same sample) additional points if multiple in same sample)
1. Irrigate (verb) | Irrigates, irrigated (v.), irrigating Irrigation (noun), irrigated (adj.), unirrigated (adj.)
2. Environment Environments Environmental (adj.)
(noun)
3. Fertilize (verb) | Fertilizes, fertilized (v.), fertilizing Fertilizer (noun), fertilization (noun), fertilized
(adj.)
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SENTENCE COMPLEXITY (Continued)

TEMPORAL
TIES

3+ instances of temporal
words (that are often used
in complex senfences)
(when, after, before, whil, as,
unt)

<
™
]

[NO
2instances of temporal
words (that are often used | YES
in complex sentences)
(e, afer, befre,whit, 05,
unt)

S

1 instance of a temporal
word (that is often used in
complex sentences) "@
(when, after, lwnlﬁle, whie, o5,
'

<
™
(]

NO

+ Identify temporal words (when, after, before, while, as, until).

+ Process: Highlight only the temporal ties listed above in green. Count every instance,
even if it is a stutter, as well as derivatives of the word (whenever).

Temporal Tie Examples

Not subordinate, but still examples

* When the boy’s mom gave him another
popsicle, he was happy.

+ Daevon went to school after he found his
shoe.

» As he was standing in the kitchen, her
husband mixed formula and water.

» He was being quiet as a mouse.

* When will he find his missing shoe?

« After all, after all that, nobody likes feeling
sick.

CAUSAL TIES
(CAUSALTIES.

3.+ instances of cousal
words (that are often used
in complex senfences)
(because, so (that), since,
ules, lfough,eveh though)
[NO
2 instances of causal words
(that are often used in | YES
complex sentences)

(tecause, o (o), sic,
s, aogh,evt hough)
NO
1 instance of o causal

word (that is often used in | YES
@

complex sentences)

<
™
]

<

(tecus, s (o), i,
ks, oo, evt houg)

éuo

+ Identify causal words (because/cuz, so (that), since, unless, although, even though).
+ Process: Highlight only the causal ties listed above in blue. Count every instance, even

if it is a stutter.

Causal Tie Examples

Non-examples

« They were happy because they got to play
for the rest of the day.

» Fish need gills so they can breathe
underwater.

« Ever since he started playing baseball, Matt
has loved popsicles.

« Tigers won’t eat humans unless they don’t
have any other food to eat.

» The girl was so tired.

» All of the children were making fun of her, so
she went and told her teacher.

» Fish need to breathe underwater, so they
need gills to breathe.

DIALOGUE
(NLM ONLY)

DIALOGUE

2+ instances of
dialogue; either 2
speakers or 2
separate instances of
e same speaker

YES
T instance of
o

NO

+ ldentify content indicating what someone says.
+ Process: Highlight dialogue in purple. The selection does not need to include quotation

marks; if it sounds like dialogue, count it.

Dialogue Examples

Non-examples

« She said, | don’t know.

- Have you seen my missing shoe? he
asked his dad.

+ Let’s see what we can do, the teacher
said.

» The teacher asked the children why they
were pointing at the girl.

» The doctor told her he had some medicine
for her to take.

» She said it was okay.

» They said yes.

» They said sorry

TRANSITIONS
(ELM ONLY)

TRANSITIONS

2+ instances of
fransifion
words/phrases
(g, o, simay a5 o

restf howerer, for exanpl,

likewise, in contost)
[No

Tinstance of a
fransifion

word/phrase

(e, therehr, sl o5
a result, however, for
‘exomple, fikewtse, in confost)

INO

<

ES

-
]

+ ldentify transition words (therefore, similarly, as a result, however, for example, likewise,

in contrast).

+ Process: Highlight only the transitions listed above in purple. Count every instance,

even if it is a stutter.

Dialogue Examples

Non-examples

« For example, farmers benefit from livestock
by harvesting chicken eggs.

» Similarly, sharks have gills and do not need
to come to the surface to breathe.

» However, some plants need fertilizer to
grow.

+ Sometimes farmers take care of animals.

« Also, plants need good soil in order to
blossom and grow.

« But not all animals need to eat meat to
survive.
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SENTENCE COMPLEXITY (Continued)

NLM “Nina couldn’t see the Dogman book in the picture so she went to the she went to the eye
EXAMPLE 1 doctor and her vision wasn’t so well. So she got glassesjthat right her her and she liked them
[sorshe put them on and she felt happy to get glasses so she could see the Dogman book
that'she’s reading. And uh she could she could see glearly again and see she grade so she

can have goodigood grade good grades and stuff.”

Examples: 0ir” for bird, "gor” for gin

Commain a s @@@@ Uppercase for acronyms @@@ @ Conventional spelling. Spelled correctly.

SENTENCE COMPLEXITY

RELATIVEPRONOUNS ~ (VERB/NOUNMODIFIERS ~ VOCABULARY/RHETORIC ~ ENPORAIAIES! (CAUSALTIES DIALOGUE
3 + instances of relafive 1+ instances of 2 consecutive 3 + less-common 3+ instances of temporal 3+ instances of causal i
pronouns immediately | YES descriptive modifiers words/idioms/analogies/| YES | words (that are often used | YES | words (that are often used | YES d%uﬁ,mflgafe?fz JES
after nouns -»@ (eg, 0 big ity dog) OR YES, metaphors/similes -’@ in complex sentences) ‘@ in complex sentences) speﬂkén ord
p (ﬂw, v;hg, "vglith,hwhn‘s) Y 2+ instances of single descriptive -'@ (ei, the owl swooped: (when, after, before, whil, as, (because, so (that), since, separate instances of
o, ends s oo m °(‘j‘§ s Rﬁfﬂ% ’?mbm%r'g o o ga[i Vz; c,;y) unlvl)N uness, nlrﬁnugh,::en though) 'fw e setlor
INT) e coiy climbed he lndder) UNo © TNG
2 instances of relative 2 less-common words/ | ygg 2 instances of temporal 2instances of causal words
immediatel ) idioms /analogies/ Ls(2) | words (hot reoftenused | YES | (hotcreoffen sedin | YES ; YES
pmm::!?;r nouns J@s 1 instance of single descriptive metaphors/similes in complex sentences) @ complex sentences) ! Iém"ﬁ?‘ "@
(that, who, which, who's) modifier before a verb or a noun (e, he tumblc: bock osniht) (e, afe, befoe, whie, o, (because, so (thr), since, g
leg, Weh builfo rmh-}vxem' (e.g, 0 dity dog) OR YES NG unfi) unless, alfhough, even fhough) Tno
105 o rooms. . . P
e 2+ instances of single descriptive T Tess-common wards/ [No INo
modifiers after a verh A logies/ | YE - Ti ; I
. " (e.9, We dimbed fhe lodder easiy) idioms/analogies, 1 instance of g femporal instance of a causal
1 instanc of reluive taphors/similes viord (hatis often used in | YES | word (that s ofien used in | YE:
P'oﬂﬂl#" YES INO (e.g. heaap o fho door) complex sentences) 20) complex sentences)
(,hn."m!f rwl:}ﬂ‘":',hﬂvq ( ) | Tinstance of single descriptive | YES [No (when, ofe, b‘;!ﬁw’ whie, 05, Wgsesmmiu /’(lw;‘ e,
(e, We it o forf iich wos modifier affer a ver o i e 1o
‘needed for o snowball batfe.) (e.g., The dogs ram quickly.) %) TNo
& &

NLM “Um Daevon (?found?) lost his shoe, and then he look in his castle and it was under a book
EXAMPLE 2 and then he put it on and went to school. Afit@F he thought he was gonna be late, and then he
wasn’t late. And he put on his faveriteired shorts and shirt. Wait, and backpack.”

Examples: 01 101 01, goi Tor gt

Commaina st ©@O@®  Upperase for acronyms @@® @) Conventonalspeling. peed corect.

SENTENCE COMPLEXITY

RELATIVEPRONOUNS ~ |VERB/NOUNMODIFIERS ~ VOCABULARY/RHETORIC ~ \ENPORALIES) CAUSALTIES DIALOGUE
3 + instances of relative 1+ instances of 2 consecutive 3 + less-common 3+ jnstances of temporal 3 +instances of causal 2.+ instances of
pronouns immediately | YES descriptive modifiers words/idioms/analogies/| YES | words (that are often used | YES [ words (that are often used | YES dialogue; either 2 PES
after nouns -.@ (e.g, 0 big dity dog) OR YES metaphors/similes -'@ in complex sentences) "@ in complex sentences) "@ Speﬂke’n or? "@
ol b [ 2 s ofsige desipve g, o ot o s sy | | pe o
s | el lory s mbaoan — = e Fesoe e
INo "l cosy climbed the lodder) ; - - NG
2 instances of relafive NG 2les words/ | ygg 2 instances of temporal 2instances of causal words
pronouns immediately | YES idioms anclogies/ H(2) words (that are often used | YES | (that are oftenusedin | YES linstanceof | YES
after nouns _,@ T instance of single descriptive metaphors/similes in complex sentences) a@ complex sentences) diologue SO
U o which o' modifier before a verb or a noun e (e, he unbleg bock os iht) (e, ey, e, i, foa st o
(eg. We i a treshouse fhat (e, odity dog) OR i unles, alfiough, ever fhoug
b o) 2+ instunetis ﬁusn;n%ie descriptive ’@ iNO INno Ino 1o
Tno b g P 1 less-common words/
p moutjlftllt,%liel:,f:eg ) VZEM idioms(unulogies/ =S 1 instance of a | T instance of a causal
. . (e.q., We climbed the lodder e Instance or a femporal (€ .
1 l"S;(l:(? of relafive ¢ IS 1 similes word (that is offen uged in | YES, | word (Ihnln is ofen use)d in | YES
pronou YES (e, he aap o fho door) complex sentences) [ complex sentences|
('hn'uvmne vy QD | Vinstance of singl descripive | YES 3 e, e, i [ ), s,
, who, which, m unles, afhough, ven oy
(e.g, We builf o fort, which was moditier atter a verl i) : g
necded for o snowball bate.) (e, The dogs ran uickly) TNO [no
I y° é’“ © d
SENTENCE COMPLEXITY SCORE: III
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ADMINISTRATION & SCORING: NLM

SENTENCE COMPLEXITY (Continued)

ELM “Um you can you can so you can look, you can smell, and you can eat, you can look and
EXAMPLE 1 you can smell and then you can hear. \WIREH Wi€H you WREH you wanna see something, you
can see with your eyes. JMiieR you wanna smell something, you can smell with your nose
but if you wanna hear something you can you can hear with your ears. Mili€R your mom says
come and eat, you listen with your ears. And you also look look where you going. And you
also hafta look underwater peeause you’re in a mermaid (?tower?). And then you can smell
shampoo with your nose. And you can also and you can also smell you can smell you can
smell pasty conditioner that'we don’t eat. And then the last one is critical, you cannot you
cannot hear water and you can you can hear you can you can hear stuff thatiyou can hear
with your ears.”

SENTENCE COMPLEXITY

EXamples: I Tor Dirg, gol  Tor gt

Comma n s O@O@®  uppercse foraronyms O@® @) Comentonalspelng. Speled corecty

RELATIVE PRONOUNS VERB/NOUN MODIFIERS VOCABULARY TEMPORALTIES CAUSAL TIES TRANSITIONS
3+ instances of relative 1+ instances of 2 consecutive 3+ less-common 3+ instances of 3+ instances of causal 2+ instances of
pronouns immediately | YES * escriptive mo iienu " domain-specific words | YES, temporal words Y@ words (that are often used | YES fransition YES
“hmul}‘er Ll_o;lnsh Y @ (e, oluge dity morkey) OR i related fo the topic —'@ (that are oflel: used )m > |n“::omp|ex ?()em)entes) "@ words/phrases ..@
 Who, which, who's i i ipti (eq., heir noturo habita; he complex senfences| ecauss, so (that), since, (o9, terefors, similay,
SRR [P (g 08 | SE [ | el [ | RS [ R
- d in the ful rees. mefamorphosis, TNO lkewise, in confas
TNo (og, Morkyscofound i o e T TNO
. NO - INO
2 instances of relative 2 instances of Zinstances of causel words -
immediatel Ino 2 less-common YE (that re often usedin | YES instance of a
PFDHO':"‘S YE - - — domain-specific words | YES htempurg e Sd- 3 complex sentences)  (+(2) ransifion YES
atter nouns 1 instance ﬂf sinl |E dES(I’I tive . “ af are offen used in ||
Mt hgh g ns g p related o the topic (because, s (thar),sice word,/phrase
v, i, ') modifier before 6 verb or a noun o e complex sentences) uless, logh, eveh hough)
o o s oo fog. Te gz monkeys) OF | s | (400t e fy v s, i s ) T g, ot s
o NO !
. . - liewist, in confos)
NO 2+ instances of single d NO - g, Kowss,
- ! " modifiers uﬂgr averb Ino N i 1 instance of a causal [No
1 instance of relative (e, Monkeys can limb qicly) 1 less-common yes | 1instance of a femporal ves | vord (thats offen used in | YE @
pronoun YES T domain-specific wor _)@ word (that i often used complex sentences)
after a noun *0) No related fo the fopic in complex sentences) 20} (because, s tat, snc,
(that, who, which, who's) 1 instance of single d YES (eg., ash goes fo ondfil) (when,afe bfoe, wtil, s, unt) unless, although, even though)
(e, Forly humans begon uiding slance of single p _,@
dities, Maﬂow/edﬂ)vemmsm . %odklher qiﬁrﬂ a v'grl') ) (gw @NO (éuo
I one place., (€.9., Monkeys swing in the frees..
TNO I
© © SENTENCE COMPLEXITY SCORE:
« . . , . " .
ELM So um if you if you’re gonna be healthy, you have to drink um eat nutrients and drink um
EXAMPLE 2 water um and maybe drink milk sometimes [§&f6gY and | do that [S&f@eFyou play in the hot

sun pecauseryou (?got?), beeause the um nutrients from the food give also give you energy
to play in the park. But if you eat gummies you don’t really get that much energy so your
body doesn’t really like um suck up like that doesn’t have nutrients for your body to eat. So if
you eat thatl§8ferelyou um go to the park, and out in the ligt/sun for a [GAG time, then you’re
Jprabably gonna feel really tired jlliéR you get home. And yeah. And you shouldn’t eat like uh
oh yeah and and if juice says one hundred percent may the juice is maybe a little bit good,
but if it’s not then it’s not good well yeah, kinda not good.

SENTENCE COMPLEXITY

EXAmples: oI 10 DI, goi - Tor g

Commain a list ©@O@®  Uppercose for acronyms [0l06) (@) Conventional spelling. Spelled corecty.

RELATIVE PRONOUNS  VERB/NOUN MODIFIERS VOCABULARY TEMPORAL TIES (CAUSALTIES TRANSITIONS
3 + instances of relative 1+ in " 3 + less- 3+ inst f 3 +inste f causal 2+ inst f
ces of re stances of 2 consecutive + less-common +insfances o +instances of causal +instances o
pronouns immediately | YES descriptive modifiers domain-specific words | YES, temporal words Yé‘ words (that are often used | YES ranifion YES
N “'I‘ef ';0;'"5" (e, 0 large dity monkey) OR Y related fo the topic —'@ (that ulre often used )ln in complex sentences) "(:) words/phrases
that wha, which who's) 24 f single descripti (e, their nourl o he complex senfences| fpecause, so (o) s, (e, therefore, simitry
(e.g, Monkeys, uh i -+ instances of single descriptive 9, habita, fhey [ ihouah.even thoudh e.g. therefore, similorly os o
e, g o s mu(gglers before a ve”rlk: araton f)'ﬂmwwg""ﬂ (when, e, bfore, whi,as, unf) Unlss o ng/:dvi ough) resvl&g;gg;n o 'e,;g;)nn/s,
two e swig ol v NG : Nof 2instances of causal words Ino
2instances of relative 2 instances of 0 -
o NO 2 less-common YE Tinstance of a
pronouns fitely | YES L domain-specific words | YES temporal words | YES ((:;lnlr:xos:nl;el:fgees)m @ fransition YES
after nouns 1 instance of single descriptive d (that are often used in (>(2) P ;
(ha,who, vhich, who's) modifier before ug verb or l? noun mh,,,;fb‘i;yu the mpl;, complex sentences) e o e vord/phese
(e, Hary snokes e i trees thot YES | (eg. highbody tenpertue; hey unes, alfough,even houg (eg, o, sinl
o noigh v o e e (e, The lnge monkeys) OR gonag) (e, afe, befr, while, s unt) TNo s resi’/; W@W o
Tno 2+ inslu‘l;(fes of sfingle d b i TNo INo rp— | examp, I evirfe, n contst)
- N modifiers after a verl N instance of a causal NO
1 instance of relafive (e, Norkeysca dimb quikly) 1 less-common yes | instance of a temporal ves | word (that s offen used in | YES @
pronoun YES domain-specific word LD word (that is often used complex senfences) (1)
after a noun INo YEs related fo the topic in complex sentences) "@ (becauss, 5o (hat), since,
(agf%/%’nﬂ?é ::%;y)/dmg T instance of single descripti (e, rash goes o ondily) (when,afe, befoe, wiile, as, un) unless,altiough, even thoug)
cites, s clowed o 050 modifier after a verb INo NO [NO
in one ploce.) (e, Monkeys swingeosly i hefees)
§° o @
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CHARACTER
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NLM Flowchart Scoring Details: Narrative Discourse

NARRATIVE DISCOURSE

Narrafive Language Measures

CONSEQUENCE ENDING EMOTION

SETING PROBLEM

PLAN/ATIEMPT

piten) o = -5 )
00
ARRATVE ISCOURSE SCORE |:| 00
oy

©800006

O

complexity.

CONSERVATIVE RULE
+ When faced with an unclear utterance, code that utterance under the most conservative category with the
most conservative score.

NARRATIVE DISCOURSE

EXCLUSIVITY RULE
+ Each utterance can count towards only one narrative structure element that contributes to episode

CHARACTER

+ Character information found anywhere in a story should be scored, including utterances
which may count towards other narrative structure elements (problem, plan, etc.)

RETELL

PERSONAL GENERATION

» Proper nouns: Daevon, Sarah, etc.
» General nouns: Boy, sister, girl, the mom,
teacher, adult, dog, doctor

» Proper nouns: Ben, Xavier, Sarah

» General nouns: Boy, sister, girl, the mom,
teacher, adult, dog, doctor

» First person pronouns: |, we

SCORING GUIDE
+ 1 POINT: the girl
(general noun for main character)
+ 2 POINT: the girl + the doctor
(2 general nouns including main)
+ 3 POINT: Hannah + the doctor
(Proper noun for main + 1 general/proper
noun)

SCORING GUIDE
+ 1 POINT: the doctor / I/we
(general noun for anyone / personal pronoun)
+ 2 POINT: Hannah / my mom + me
(proper noun for anyone / General noun +
personal pronoun)
+ 3 POINT:
Hannah + Dr. Smith / Dr. Smith + me
(2 proper nouns for anyone / Proper noun
+ personal pronoun)

DO NOT COUNT
» Any pronouns

DO NOT COUNT
» Any pronouns EXCEPT |, we

EXAMPLE IN CONTEXT

And the boy was happy. And when they
went to bed the dog and the boy, the frog
got out of his jar.”

SCORE: 2 (use of 3 general nouns)

“The boy had a new pet frog and the dog.

EXAMPLE IN CONTEXT
“I fell on the ground. My mom picked me
up'ﬂ

SCORE: 2 (use of 1 proper noun, use of 1
ineligible pronoun)
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ADMINISTRATION & SCORING: NLM

NARRATIVE DISCOURSE

SETTING + Explicit information about the context in which the problem occurs
(LTlmet,_ A‘;t“"ty’ + Can be mentioned later in the story, but is usually close to the beginning
ocation . .
+ Cannot double count setting and other narrative structure elements (problem, plan/
attempt, consequence, ending, emotion)
UNCLEAR or INCOMPLETE
+ A blinded scorer cannot tell what/where/when the story takes place
+ Location-like information (1 point): rock, in the
* If the only activity (verb) occurs later in the story, this content would most likely be scored as
a plan/attempt to solve the problem or as a consequence.
TIME ACTIVITY LOCATION
-+ General or specific reference to * What the character is doing at + Any description of a specific
time of day, month, or year the beginning of story; activity place in which the problem
occurring before the problem; occurs
does not count towards PLAN/
ATTEMPT
EXAMPLES: NON-EXAMPLES: | EXAMPLES: NON-EXAMPLES: | EXAMPLES: NON-EXAMPLES:
« last night * sometimes * licking a » was sad + park » on the couch
* onemorning | * at first popsicle « felt sick » bedroom + to the freezer
- yesterday + eventually . go_in'gﬁthe + playing + playground * to bed
« after school |+ then dentist « lost shoe « grandma’s
« at lunch * getting - was bored house
time dressed - outside
« along time * playing with « inside
ago frlgnds . tent
- once + doing « the dentist
+ once upon a nothing
time™*
SETTING EXAMPLE
“Last night | walked upstairs to my room. (...)”
Reference to time Reference to activity Reference to location
** can not count towards 2 or 3 point score (if activity and/or location are also present)
STORIES WITH NO PROBLEM (OR IMPLIED PROBLEMS)
« Samples that only describe activities without a clear problem/issue that the main
character encounters can be awarded points for setting.
“Um he has his backpack. Then he put he come fo his jacket. Then when he put his jacket, he goes to school
and learn what the when in his t-shirt. (...) and he says he change and when he when he finish early, he go
back to the house and brush his teeth and go to sleep.”
SETTING = 2 POINTS (activity + location)
EPISODE + A story episode is a complete story cycle.
COMPLEXITY + The next 4 narrative structure elements we will study contribute to Episodic Complexity.
These are:
1. Problem 2. Plan/Attempt 3. Consequence 4. Ending
Remember from before... the EXCLUSIVITY RULE:
+ A targeted speech segment can count towards only one of these four narrative structure
elements.
+ If you aren’t sure which category a speech segment should count for, default to one of
these four categories.
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NARRATIVE DISCOURSE

PLAN/
ATTEMPT

+ Action performed by main or secondary character
+ An attempt to solve the problem
+ Directly causes the consequence

EXAMPLES

+ He asked his dad for help.
+ She closed her eyes and tried to sleep.
+ The mother changed the baby’s diaper.

EXAMPLE IN CONTEXT

“Nina couldn’t see the dog man book in the picture so she went to the she went to the
eye doctor and her vision wasn’t so well. So she got glasses that right her her and she
liked them so she put them on and she felt happy to get glasses so she could see the
dog man book that she’s reading. And uh she could she could see clearly again and see
she grade so she can have good good grade good grades and stuff.”

SCORE: 3 (one complete and clear plan/attempt)

CONSEQUENCE

+ Direct result of the attempt to solve the problem
+ Caused by the plan/attempt, even if a plan/attempt is not explicit
+ Can be actions by any character or no character at all

EXAMPLES

+ He found his missing shoe in the toy castle.
+ When she woke up, she felt better.

+ The baby stopped crying.

+ It started to feel better.

EXAMPLE IN CONTEXT

“Nina couldn’t see the dog man book in the picture so she went to the she went to the
eye doctor and her vision wasn’t so well. So she got glasses that right her her and she
liked them so she put them on and she felt happy to get glasses so she could see the
dog man book that she’s reading. And uh she could she could see clearly again and see
she grade so she can have good good grade good grades and stuff.”

SCORE: 3 (one complete and clear consequence related back to the problem and plan/
attempt, consequence)
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NARRATIVE DISCOURSE

2+ PLAN/ + Samples containing more than one problem (P) or plan/attempt (PL/A) should be
ATTEMPTS AND awarded 4 points in the appropriate category.
CONSEQUENCES

- Separate problems or plan/attempts must be distinct in order to be awarded 4 points!
+ In order to receive 4 points for consequence (C), there must be more than one
problem, or more than one plan/attempt that the consequence relates to.

- Some samples contain a cluster of consequences related to only one plan/attempt.
Such samples should receive a score of 3 for consequence.

EXAMPLE IN CONTEXT

“So Hannah had a had a pain in her mouth (P) and she tried making it better (A) but
when she tried it wouldn’t work (C). So she went to the dentist (A) and the dentist found
out there’s something stuck between her teeth and got it out (C).”

SCORE: 1 Problem (P) = 3 points
2 plan/attempts (PL/A) = 4 points
2 consequences (C) = 4 points

Conservative Rule Application

+ Sometimes it is difficult to tell if something should be scored as an attempt/
consequence or as consequence/ending.

+ For example, deciding between these two options:

- Option 1: The boy dropped his popsicle (P), his mom gave him another one (C) and
then he ate it before it melted (E)

- Option 2: The boy dropped his popsicle(P), his mom gave him another one(P/A) and
then he ate it before it melted(C)

+ When faced with this type of decision, first identify other elements in the story that can
be scored. For example, if “then he thanked his mom for the popsicle” came at the
end of this story, this would count as an ending. Option 2 would be a better choice for
scoring because there is other content that can complete the episode.

+ However, if there are not additional story components, then you must choose the most
conservative category with the most conservative score. In Option 1, there is no clear
attempt, but it can be assumed that if it was explicit, it would have been that the child
asked his mom for another popsicle. The content is more clearly consequence and
ending (in absence of other information) and receives the lower score (3, 3, 2) than
Option 2 (3, 3, 3). Therefore, it is the most conservative choice.

ENDING + Complete and clear ending to the story

EXAMPLE IN CONTEXT

“Nina couldn’t see the dog man book in the picture so she went to the she went to the
eye doctor and her vision wasn’t so well. So she got glasses that right her her and she
liked them so she put them on and she felt happy to get glasses so she could see the
dog man book that she’s reading. And uh she could she could see clearly again and see
she grade so/she can have good good grade good grades and stuff.”

SCORE: 2 (complete and clear) *Note, there are multiple endings but they only count as
2 points.
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NARRATIVE DISCOURSE

SEQUENCE + In order to get a score of 2 the story must have 3+ of the following episodic elements,
indicating a clear beginning, middle and ending:
— Problem
— Plan/attempt
— Consequence
- Ending
Sequence Examples Non-Examples
“Daevon couldn’t find his shoe. He asked + “Daevon was looking for his shoe and he
his Dad for help, and his Dad told him to found it in his toy castle. Then he went to
look for it in his castle. Daevon found his school. His dad told him to look there.”
shoe. He put on his backpack and left for + “Daevon couldn’t find his shoe but then he
school.” found it.”
EMOTION + Explicit word(s) for how the character(s) feel(s)

+ Can only get a score of 2 or 3 if there is a specific emotion

- Cannot get a score of 3 if there is 1 general emotion or emotional behavior + 1 emotion,
ex. “she liked them so she put them on and she felt happy”

- Only “she felt happy” would qualify (score of 2)

EXAMPLES

+ He felt relieved because he was going to get to school on time.
« She was happy that her stomach wasn’t hurting anymore.
+ Sara wasn’t concerned anymore because the baby stopped crying

EPISODE » Total all scores that have shaded cells
COMPLEXITY * Include this score in the total Narrative Structure Score
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ELM Flowchart Scoring Details: Expository Discourse

Expository Language Measures

EXPOSITORY DISCOURSE
INFORMATION UNITS

MAIN IDEA DEFINITIONS & EXAMPLES

PASSAGE COHERENCE

CONCLUDING STATEMENT

Use of ot last 1 definifion

Useof o fost 1 exmpl |

EXPOSITION TYPE

Whltype o axpsion st s
tissompl?

Q towlo

O Descipton
alysoneafte | yg O

i O Campo
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I3 O Problen/Slton
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ohout he some fopic
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Hoereoe®000

EXPOSITORY

DISCOURSE SCORE:

EXPOSITORY DISCOURSE

INDICES OF EXPOSITORY DISCOURSE
1. Information Units (hnumber in RED)

2. Main Idea (underline in ORANGE)
3. Definitions & Examples (underline in YELLOW)

4. Passage Cohesion (annotate in GREEN)
5. Concluding Statement (underline in BLUE)
6. Exposition Type

INFORMATION
UNITS

Information units are any clause (subject and verb) that conveys one piece of new
information AND verbs with implied or missing subjects or that are separated from the

subject that convey one piece of new information.

Information Units Examples

Non-examples

+ Frogs hop

* More ice melts

+ After the rain poured
+ Seals will be tangled
+ Before he hid for fifty years...
+ If we didn’t clean up...

+ When all the garbage goes...

+ ...because everyone was playing

+ There are animals in the jungle

+ (implied you) need to clean up trash
+ ...to help living forms survive.

» After the rain...

+ ...with ropes and ...on the ground

- Before fifty years...

+ ...even at the beach

+ ...instead of swim

« But don’t with scissors (implied verb)

» ...like the polar bears

» Running around (running is the subject)
+ If you have (requires a direct object)

» ...above the branch

+ ...to know (see difficult to score infinitives)

Information units are any clause (subject and verb) that conveys one piece of new
information AND verbs with implied or missing subjects or that are separated from the
subject that convey one piece of new information.

Irrelevant and Unscorable Examples

* | love flowers.

* You said that ...

+ | see in the picture.

+ I'll say it’s an otter.
+ | like eating strawberries and blueberries and | like to make toast.

When scoring:

« Count each information unit ONLY ONCE, even if the content is repeated.
+ This is not a test of comprehension, therefore the information does not have to be “correct”.
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EXPOSITORY DISCOURSE

INFORMATION Helpful tips

UNITS + Look for verbs. Verbs are critical to information units. You can never have an
information unit with an implied verb.

- Distinguish clauses (relative, subordinate, conditional, and main clauses) from phrases
that do not contain a verb (e.g. prepositional phrases)

+ Do not include utterances directed to the examiner or to one’s self if they do not
include “information” about the topic.

+ Do not count false starts, repetitions, and fractured phrases.

+ Sometimes verbs (usually -ing) function as nouns (e.g., Exercising is good for you) so
make sure the verb is really the verb in that sentence.

+ Infinitives (verbs preceded with “t0”) count as long as they are adding new and
complete information. Keep in mind some verbs need direct objects to be complete.

+ If/then statements containing a complete subject and verb count as two Information
Units. “If fish have gills,”' then they can swing underwater for a long time. ™”

EXAMPLES

+ ...I milked a cow before M, ... but actually it was so funny the cow was like, “Get off my udder.”
N2 He tried to kick me,N®

« ...if you're accidentally lost ™" and you’re trynta survive 2, you might even run into a cougar ™,
you’re gonna have to flee ™ until it’s too tired.

+ ...soil is the food for the food for the flowers !, and flowers always need water "2 and sun to
grow (. ..) that if they don’t have sun or water to grow ™ they can die ™. And one more thing. If
you water the plant too much,  they can die . Cuz one day | did it N, and then my plant died
N2, It wasn’t good at all M.

+ My my tooth (was) about to fall out N'. My sister tooth already fall out 2. Her tooth fall™® when
her chewing on something really hard M. And now | one, two, three her tooth fall out M.

+ Um eat healthy and exercise. ' And you have to eat what your mom packs me 2 like that or
that or that or that or that. That’s healthy ™' but this is not healthy. P2 And water’s healthy.

In this sample, when the child states an item on the card is healthy and another item is not
healthy, these are scored as Picture Information Units. When they then state that water is
healthy (without a reference to the picture), it is scored as a Factual Information Unit.

+ In this one the crab walks on the sand. ?' Crabs can’t swim. 7'

Similar to the previous example, the child initially refers to the card (“in this one”), which is
scored as a Picture Information Unit, then states that “crabs can’t swim” which is scored as a
Factual Information Unit.

+ First you plant the dirt.' Then you put in the water? and give sunlight.®
Notice that use of “you” makes this factual because it is not about a specific event. It's about
what typically happens and represents a “how to” exposition.

» Dolphins have gills." Some sharks have gills? and crabs do not have gills.®
Even though dolphins don’t have gills, this is still scored as a factual statement.

- ...in this picture it looks like they digged the ground ' and they put a seed ? and then they and
then they put the sand back where it belong 2 and then the the mushroom grow big. #
+ This one is big' and that one is not big.?

» The elephant uses its trunk to splash its water on top of it™ and then drinks water from there."
... and the lion is, can, uh can fight with other animals.”™ And, um, the bird uses its big um it big
mouth to eat to eat other little animals...™
While the story card does contain a picture of an elephant, lion, and bird, the child does not
describe what is on each picture or directly reference the card. Therefore, the information is
scored as Factual Information Units.
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ADMINISTRATION & SCORING: NLM

EXPOSITORY DISCOURSE

INFORMATION
UNITS

EXAMPLES OF DIFFICULT TO SCORE UNITS WITH LISTS (words in parentheses are the
subjects that do not need to be repeated)

(They) can bounce F' and swim 2.

— Scored like “They can bounce.” and “They can swim.”
(A caterpillar) comes ™, then wraps itself up 7, and becomes a butterfly .

There’s a way to protect the earth ', to pick up trash 7, and to put it in the can ™.

— The subjects of each segment are not explicit, but because there is a verb in each segment,
and each segment provides unique information, they are information units.

— Scored like “There’s a way to protect the earth. You pick up trash. You put it in the can.”

And you also, you can use like the chicken for its meat ', because farmers have to eat that

sometimes ™ and fruit.

— In this sample, “and fruit” is not an information unit even though it is part of a list with the
subject in the stem. That is because it does not have a verb with it. It is just a noun.

*Not every type of list counts for information units so monitor the verbs!

EXAMPLES OF DIFFICULT TO SCORE UNITS WITH LISTS (words in parantheses are the
subjects that do not need to be repeated)

Mushrooms could make spores F1 to send to see where is the best area for it for it to grow F2

and produce F3.

— The main clause is “mushrooms could make spores”, but the “to send” is a false start and the

“to see where is the best area” needs to have the endings “for it to grow” and “for it to produce”

to complete the information.

i

The elephant uses its trunk to splash its water on top of it F1.
— The “to splash its water” and “on top of it” are prepositional phrases and do not constitute

independent information units.

— A way to check to see if the infinitive is a verb is delete the original verb and see if it makes
sense, “The elephant to splash its water.” and “The elephant on top of it.”

Animals need mushrooms to eatF1 to survive F2.
— Scored like “Animals need mushrooms to eat.” and “Animals eat mushrooms to survive.”

*Not all infinitives function as verbs so double check they are verbs.

DEFINITIONS
AND
EXAMPLES

DEFINITIONS

EXAMPLES

+ Definition—- attempts to define a concept
* Process: Underline Definitions in
yellow. Remember, this is not a test of
comprehension, therefore the information
does not have to be correct.

Example - attempts to give an example of
a concept

Process: Underline Examples in yellow.
Examples must be spoken to count. If
they are acted out or performed only

(“The crab walks like this...”), they are not
counted. Remember, this is not a test of
comprehension, therefore the information
does not have to be correct.

Examples

Examples

+ Gills are special body parts that help fish
breathe underwater.

« Carnivore means they eat plants.

+ The pink dolphin is a rare species of dolphin

The Brown Pelican is an endangered
animal.

Some insects go through metamorphosis,
like butterflies and frogs.

that lives in Africa.
+ Healthy means good for you.

It’s better for you to eat healthy foods, like
fruits and vegetables.
Orange is a type of fruit.
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ADMINISTRATION & SCORING: NLM

EXPOSITORY DISCOURSE

PASSAGE + ldentify whether there is a common theme in which the Information Units support the

COHESION Main Idea.

+ Process: Review the Information Units and Main idea scores for the passage to
determine the degree to which the child stays on topic. Annotate your decision making
process in green.

RULES

1. If there is a zero for Main Idea AND zero for Information Units, then Passage Cohesion
is automatically a zero.
If MI=0 + IU=0, then PC=0
1. If there is a zero for Main Idea, then the Passage Cohesion score can not = 3
If MI=0 then PC=0, 1, or 2
1.If thereis a1, 2, or 3 for Main Idea, then the Passage Cohesion score can not =0 or 1
If MI=1, 2, or 3 then PC=2 or 3

2. Just describing each card individually without a common topic is scored as a 1.

CONCLUDING | - Identify whether the passage contains a concluding statement or an attempt at a

STATEMENT concluding statement.

+ Process: Read the entire passage, then go back and determine if the final sentence/
phrase summarizes — or attempts to summarize — the main idea for a majority of the
passage content. If it does, underline the corresponding section in blue.

EXAMPLES

+ That’s why it’s important to clean up the earth.

+ Those are all the kinds of animals that live in the jungle.
+ That’s how the five senses all work together.

+ That’s how we can stay healthy.

EXPOSITION + Exposition Types DO NOT CONTRIBUTE TO TOTAL SCORE

TYPES + ldentify which of the six Exposition types best describes your sample and fill in the circle
for the corresponding category. If there are elements of multiple exposition types, fill in
more than one circle.

How To

How To is a basic exposition type that explains to someone else how to do something. It
includes the use of “you” as the audience for the “how to” instruction.

+ You have to take care of the world. You throw away trash and put plastic in the recycling. Or
you won’t have a good world.
In this sample, the frequent use of “you” as the audience makes it clear it is a How To
exposition type.

Description

Description describes events, items, beings or places in great detail.

“Ocean animals are kind animals. Some are kind. Um they can be small ones, big ones, or
normal ones. They’re colorful. They live in the sea. Um thy eat other fishes and things and you
can find them at the beach if you you go really deep, like in a submarine down under.”
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EXPOSITORY DISCOURSE

EXPOSITION
TYPES Sequence

+ Sequence describes a specific order of something and includes words such as “first”, “next”,
“second”, or "last.” These transition words signal sequenced material.

+ “Butterflies and frogs go through the same ... um something metamorphosis and then the
butterfly first is a this, and then it turns into a cocoon and then it’'s a worm and then it turns
into a butterfly like poof.”

In this sample, “you” is not used as the audience and “first” is used so it is just a Sequence
exposition type.

+ “What you need to growing plants. You need soil, sunlight and air and you need to water the
dirt first, and the first step, you got put seeds in the ground because if you don’t plants won’t,
um appear.”

In this sample, “you” is used throughout, but it also has as “first” so we would count it as How
To and Sequence.

Comparison

« Comparison compares two or more topics, events, characters or items.

+ “Some animals eat plants and other eat meat. These are two groups of animals. Plant
herbivores and meat eaters. Some um...both...herbivores and meat eaters live in the jungle.
Elephants and tigers adapted on the ground, onto the ground in the jungle, but bird and
monkeys adapted in the high trees.”

Cause/Effect

- Cause/Effect tells how one event (the cause) leads to another event (the effect).

+ We need to recycle and put trash in the trash bin. If we don’t recycle, bags and plastic can end
up in the ocean. Ocean animals think the trash is food, and they can get hurt if they try to eat
it. Also, if we don’t recycle and throw away our trash the earth will get very messy. That is why
need to recycle and put everything where it belongs.

Problem/Solution

+ Problem/Solution presents an issue and proposes a possible solution.

+ “Alot of people threw their trash on the ground, and that is why the forest is full of trash. To
keep the forest clean, people should not litter. They should put their trash in the trash cans and
they should recycle their plastic and metal. That is how we can keep the Earth clean.”

+ Example 1:

“So hens they they are very loud animals and and cows are very very loud animal. Sometimes
people can go on the farm, and sometimes they like to um to see animals but they have to
make sure they don’t .. Um ... don’t hit the animals or do something dangerous to the animals
because they might die ... and if you hit animals, they might not have a very long life. Just like
hens, they might not have a very long life because they’re big, and fluffy, and can’t hide.”

— Classification: This has elements of Description and Cause/Effect.

+ Example 2:

“Every time when you plant a seed um it grows big, big, and bigger. Um like mushrooms
aren’t even though you plant a seed and it’s still little ... And um, trees, um they’re kind easy
to plant but its that you just need to water them every day. And um leaves are um like. Leaves
are sometimes come with um tress but kind like different seeds, like different leaves you have
to pant and um like you have if like grass, | think you have to plant because um, some grass
could could be rake because you buy them at the store and some flowers could be take too.
...And, um, | see in this picture it looks like they digged the found and they put a seed and
then they and they then they put the sand back where it belong and then the the mushroom
grow big.”

— Classification: Classification: This is clearly a How To exposition type because of how they
use “you” as the audience, the sentences “leaves are sometimes come with um trees” and
“they put a see and then they put the sand back where it belong and then the mushroom grow
big” are descriptive, How To would be the primary exposition type and Description would be
the secondary exposition type.
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NLM and ELM Flowchart Scoring Details: Writing Conventions (Optional)

WRITING CONVENTIONS (OPTIONAL)
NLM Flow Chart — WRITING CONVENTIONS (OPTIONAL)

omber of v witen Homberofwods witen Sumof word atngs

PUNCTUATION CAPITALIZATION SPELLING
ol Sy | g Number of words written Number of words written Sum of word rafings
il © Number of errors @ Number of errors @ Number of words written @

PUNCTUATION SCORE CAPITALIZATION SCORE AVERAGE WORD RATING
Sublract number of erors from fotal Subtract number of errors from total Divide fhe sum tings by the
number of words written. number of words written. fotal number of tten.

Calculate Errors Caleulate Errors Add up capitalzation errors Rating Scale Rate each word in the wrilen

SENTENCE COMPLEXITY

WERB/NOUNMODIFIRS  VOCABULARY/RHETORIC

sample using the rubric below
Add p puncuaion arrs (up 1o 3 for eoch type) for (opto 3 for exch tpe) e g

when punctuation was needed and was used incorrectly Unconventional symbol. Contains vertical line,
(0= not needed) Lowercasefor regular word ®®@ @ dof, circle instead ay! letter or number.

period atend of sentence. @(D@@)  Uppercase T (00O @ﬁ%ﬁmm%’"hol'(”"'"'"”'/”W"”,’f"/

Dot r's”vnlecggngble as a word.
" 1s”, “B3n’

- Examples: “4”, /'
Question mark @@@@ Uppercase for first word of sentence @@@ @ mone'lgt'repre;emr?viﬁm ﬁww oy
feters thot are phonefically relted fo  recognizable
Aposirophe @@@@ Uppercase for proper names @@ @ word, [xnm,ﬁes: o e o bird,r" Bre
Uppercase Forhaidays, doys, and @ Inveme'd spsllifn .flilﬂ?ﬂms Iwnfwmme /{mﬁs that
i , days, represen m nemes of a recogniz
Coreon mrk OO0V s Q@O o il by o oo

Examples: “bi” for bird, “gol” for girl

Commain alist @@@@ Uppercase for acronyms @@@ @ Conventional spelling. Spelled correctly.

‘SENTENCE COMPLEXITY SCORE: C]

WRITING CONVENTIONS

PUNCTUATION K R .
Periods Question mark Apostrophe Quotation Mark
Correct Correct Correct Correct
+ The dog was big. * Where did you + Mary’s, don’t, that’s » She said, “That is
f) ”
Incorrect: 9ot Incorrect: my toy.
« The dog was b|g Incorrect: . MaryS, wont, cant Incorrect:
» Where did you go. » She said that is my
toy.

Comma in a list (other uses of commas are not scored)

Correct

+ His favorite colors are red, blue, and green.
Incorrect:

+ His favorite colors are red blue and green.

Count the Number of Words Written:
+ A word is a letter or a string of letters that are separated from other words by spacing
and/or by interpretable spelling.

+ A word can be counted as a word even if you do not know what the word is, but is
clearly set apart by spacing.

+ If the sample does not have at least one interpretable sentence, do not score it for
punctuation.

+ Ifitis not scored, in the excel cell for punctuation, put -1234.

Calculate the Number of Errors (based on punctuation needed):

1. Search through the sample for errors, beginning with “period at the end of sentence.”
2. For each error, fill in the circle or put an X on the number (1-3).

. If you get to 3 before searching the entire sample, you can stop.

If the type of punctuation was not needed in the sample (e.g., no question was asked),
fill in the O circle or put an X on it.

If a punctuation was used, but it was not needed, it does not count as an error.
Repeat steps for each type of error and then sum the errors.

w

Subtract # of Errors from # of Words Written = Punctuation Score
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ADMINISTRATION & SCORING: NLM

WRITING CONVENTIONS

CAPITALIZATION = — 5 N
egular Words are . roper Names are
Lowercase First Word of Sentence Capitalized
Correct Correct Correct
+ home, box, dog + They were happy. + Mary, Alaska, Atlantic
. . Ocean, Dr. Jorge
Incorrect: Incorrect:
Home, boX, DOG - they were happy. Incorrect:

+ She asked sara for help

Holidays, Days, and Months

are Capitalized Acronyms are Capitalized

Correct Correct
March, Christmas, Friday, « ASAP, DOB
April Incorrect:

Incorrect: - asap, sped

halloween, tuesday, april

Count the Number of Words Written:
+ A word is a letter or a string of letters that are separated from other words by spacing
and/or by interpretable spelling.

+ A word can be counted as a word even if you do not know what the word is, but is
clearly set apart by spacing.

+ If the sample does not have at least one interpretable sentence, do not score it for
capitalization.

+ If it is not scored, in the excel cell for capitalization, put -1234.

+ Always score punctuation first because capitalization errors are related to
punctuation.

Calculate the Number of Errors:
1. Search through the sample for errors, beginning with “lowercase for regular words.”

2. For each error, fill in the circle or put an X on the number (1-3).
3. If you get to 3 before searching the entire sample, you can stop.
+ Repeat steps for each type of error and then sum the errors.

+ Capitalization errors are independent of spelling errors!

+ However, if you can’t figure out what the word is supposed to be, assume it is a regular
word.

Subtract # of Errors from # of Words Written = Capitalization Score
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WRITING CONVENTIONS

SPELLING

SCORE 0 = Unconventional Symbol SCORE 1 = Conventional Symbol
c ©0 % + 9, bh, rR, B3x

SCORE 2 = Phonetic Representation

+ Can only score this if you know what word they are trying to write.
If can’t interpret the word, score as Conventional Symbol.

SCORE 3 = Invented Spelling

Must have a vowel.

+ Can only score this if you know what word they are trying to write.
If no vowel, score as Phonetic Representation.
If can’t interpret the word, score as Conventional Symbol.

SCORE 4 = Conventional Spelling

+ Word is spelled correctly.
+ Homonyms of the intended word would receive 3 points.

*The use of a symbol instead of a word such as & or # is not scored for spelling. Treat it as
missing and do not count it toward the word count for Writing Conventions.

SPELLING WORD RATING
Count the Number of Words Written

+ A word is a letter or a string of letters that are separated from other words by spacing
and/or by interpretable spelling.

+ A word can be counted as a word even if you do not know what the word is, but is
clearly set apart by spacing.

+ If the sample does not have at least one interpretable sentence, score the entire
sample as either a 0 (if only unconventional symbols are used) or 1 (if sample has at
least one conventional symbol).

Rate Each Word

+ Use the interpreted sample and the original sample to determine each word’s spelling
score (0-4).

+ If using a word document or a printed sample, place the number (0-4) under each
word that corresponds to its rating.

+ Add up all the scores and put that number in the top box “Sum of word ratings”.

+ Divide the Sum of Word Ratings by # of Words Written = Average Word Rating

INTERPRETATION OF SCORES
+ The scales for punctuation and capitalization are not restricted to 0-4, like spelling is.

+ Therefore, each index should be interpreted individually without creating a Writing
Conventions total score.

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com




ADMINISTRATION & SCORING: DDM

DDM® 5o

The simple view of reading and constituent strands of that model reveal the extent to which the
measurement of word recognition entails the assessment of multiple skills. The Dynamic Decoding
Measures (DDM) subtest assesses those key skills. The DDM measures 1) phonemic awareness,
including phoneme segmentation, phoneme blending, first sounds, continuous phoneme blending,
phoneme addition, phoneme deletion, and phoneme substitution, 2) orthographic mapping, which
provides the measurement of temporarily and irregularly spelled words, letter sounds, and letter
names, and 3) decoding, which provides information on a student’s ability to recode nonsense words
with multiple syllable types and patterns.

Administration and scoring of the DDM subtests can be done in real-time, either by hand, or via a
digital device using the Insight system. DDM Decoding forms are not grade-specific, yet guidelines
for when to administer each subtest and target are provided in this manual. The same DDM Decoding
subtests and targets are used for benchmark screening and for progress monitoring.

Benchmark [EEACH

Beginning
Benchmark ar

ing (OM) reness (PA) e )
ping OV :;Awa e Phoneme Marip

4 tory (DY) e fon (PM)
DDM® Decoding Inven s DOM® Orthographic Map) : uiation (PW)
o cants . e Sogmanttion

DECODING ORTHOGRAPHIC | PHONEMIC PHONEME
INVENTORY MAPPING AWARENESS MANIPULATION

+ Closed Syllables * Irregular Words - Phoneme Segmentation = < Phoneme Deletion
- Vowel-Consonant-E * Letter Sounds * Phoneme Blending * Phoneme Addition
- Basic Affixes * Letter Names - First Sounds - Episode Substitution
» Advanced Affixes + Continuous Phoneme
* Vowel Teams Blending
- Vowel-R-Controlled
» Complex Vowels
» Advanced Word Forms
+ Multisyllabic Words
in Context
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ADMINISTRATION & SCORING: DDM

DDM?® Phonemic Awareness (PA)

DDM Phonemic Awareness (PA) &

DDM Phoneme Manipulation (PM)

(=7 -/ -1ar" Tied (oLl ‘

Phonemic awareness is foundational to the decoding process. " DDM® Phaneme Manipuistion (PH)

nnnnnnnnn

It is the ability to identify and manipulate individual sounds, s - L e S
called phonemes, in words. When vocally or sub-vocally o
decoding written words, a student converts arbitrary symbols,

called graphemes, to sounds. The student can then recognize
those sounds and blend them as necessary to form the

words used in oral language. If a student cannot recognize

the different phonemes in a word, then that student will likely
not be able to assign different phonemes to different letters

to decode, and the inverse is true for spelling. Although
measuring phonemic awareness is not the same thing as
measuring decoding (or spelling), it is highly predictive of
decoding (and decoding) ability. Quality instruction in phonemic
awareness can lead to improvement in decoding and spelling.
Once a student can successfully blend and segment words
into phonemes orally, he or she likely has sufficient phonemic
awareness to decode, and spell written words.

SAY: “OK. Lets do sc
Corrective Prompt (as
the

'SAY: “OK. Let's do some more." Bogin the test startng with pan

TARGET: Ph

‘SAY: “Now you try one: Say ‘car'.” Student says ‘car
“Now add /1o the end o ‘car”" S

EIEIEIEIE]
= [elolelole

! | SAY: “OK. Let's do some more.” Begin the fest staring with ‘and’.

TARGET: Phoneme Substitution

The DDM Phonemic Awareness (PA) subtest has four targets:

+ The first target on the subtest is Phoneme Segmentation, followed by Phoneme Blending, then
First Sounds, and then Continuous Phoneme Blending.

The DDM Phoneme Manipulation (PM) subtest has three targets:

+ Phoneme Deletion, Phoneme Addition, and Phoneme Substitution.

There are dynamic assessments features embedded in the phonemic awareness subtests. First,

these subtests use a ‘test the limits’ procedure to identify a student’s current instructional level, to
examine how close a student is to demonstrating a more advanced level of phonemic awareness,

and to measure the extent to which that student is progressing in his or her phonemic awareness.
Second, there are instructional procedures used to help the student understand most of the phonemic
awareness tasks, and the examiner can identify whether a student has particular difficulty learning the
task that they will be asked to perform.

In the Phonemic Awareness and Phoneme Manipulation subtest, students are usually administered
the more advanced target first. If it is clear that the student cannot perform at that level, which can

be recognized quickly, then a less demanding skill is assessed until it is clear what a student can and
cannot do. If at any point along the continuum of testing a student meets benchmark expectations on
any target, subsequent targets are not administered. The same phonemic awareness measures are
repeatedly used for progress monitoring. There are no alternate forms because of the improbability of
a student being able to memorize the words used across the targets, and because the specific sounds
in each word are not taught in any testing-related teaching procedures.
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Phonemic Awareness (PA)

ADMINISTRATION & SCORING: DDM

P TARGET: Phoneme Segmentation

Child Name/ID

TARGET: Phoneme Segmentation

SCRIPT
SAY: “Tell me all the sounds in ‘to’.” If student clearly separates each sound in
‘to’, SAY: “OK. Let’s do some more.” Begin the test starting with ‘so’. If
student DOES NOT separate sounds in ‘to’, continue with script below.
SAY: “I’'m going to say a word. After | say it, you tell me all the sounds
in the word. For example, if | say ‘stop’, you will say /s/ /t//o/ /p/.”
SAY: “Let’s try one: Tell me all the sounds in ‘map’.”
If student clearly separates each sound in ‘map’, SAY: “That’s right.
The sounds in ‘map’ are /m/ /a/ /p/.”
If student does not separate sounds, SAY: “The sounds in ‘map’ are
/m/ /a/ /p/. Try it again. Tell me all the sounds in ‘map’.”
If student response is incorrect, STOP and go to Phoneme Blending.
SAY: “OK. Let’s do some more.” Begin the test, starting with ‘so’.
Corrective Prompt (as needed): “Say all the sounds in the word, not the
letter names.” Mark as incorrect, then go to next word.

Prompt as necessary:
“Tell me all the
soundsin_____.”
SCORING: Circle correct
sounds /s/ /6/ and put

a  in the number of
segmented sounds said
correctly for each word.
If student doesn’t
respond within 3
seconds, mark incorrect,
and go to next word.
EXAMPLE:

[so_[ls)yor [0]&2)]

/sl 16/ ©

K/ el

pain Ip/ 1al Inl

dog /d/ /ol Ig/

gas g/ lal Is/

last N fal Isl It

spice | /s/ Ip/ /1] Is/

©
[©)
©
bought | /b/ /o/ /  |©
@
[©)
[©)
©

blame | /b/ /\/ /a/ Im/

pest | /p/ /el s/ I/ |©

O)
O)
O)
O)
O)
©)
O)
O)
O)
O)

9|0|9|0|0|0|®|®

PHONEME SEGMENTATION
SCORE =

[l

w
N

Significance

Construct Phonemic Awareness

Measured This subtest primarily relates to word recognition and falls under the umbrella of
phonological awareness.

Construct Phonemic Awareness Predicts Future Decoding and Spelling Outcomes

Phonemic awareness is a meta-linguistic skill that enables word recognition and
spelling. Performance on phonemic awareness tasks can help predict whether a
student will likely meet future decoding/word-recognition expectations (Good et al.,
2001; Torgesen, 1998, 2004).

Students Who Struggle with Decoding Often Have Difficulty with Phonemic
Awareness

At least 80 percent of all poor readers are estimated to demonstrate a weakness

in phonological awareness and/or phonological memory. Research has repeatedly
shown that poor readers do poorly on phonemic awareness tasks. Readers with
phonological processing weaknesses also tend to be the poorest spellers (Cassar,
Trieman, Moats, Pollo, & Kessler, 2005).

Construct
Connections

Phonemic Awareness is necessary for learning and using the alphabetic code

English uses an alphabetic system where single letters and combinations of letters
represent single speech sounds. Students who can take apart words into sounds
(segmentation), demonstrate a foundational skill needed to use the alphabetic principle
(Liberman, Shankweiler, & Liberman, 1989; Troia, 2004).

Instruction in phonemic awareness helps beginning readers and spellers

Instruction in speech-sound awareness can prevent and mitigate spelling difficulties
(Adams, Foorman, Lundberg, & Beeler, 1998; Gillon, 2004; NICHD, 2000; Rath, 2001).
Explicit instruction in speech sounds also accelerates learning of the alphabetic code.

Phonemic awareness interacts with and facilitates the development of
vocabulary and word consciousness

Phonological awareness and memory are involved in these activities of word learning:
» Attending to unfamiliar words and comparing them with known words

* Repeating and pronouncing words correctly

* Encoding words accurately so that they can be retrieved and used

« Differentiating words that sound similar (homophones) so their meanings can be
contrasted and accurately applied

Phoneme segmentation is one of two key skills that facilitates orthographic
mapping
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ADMINISTRATION & SCORING: DDM

Assessment Benchmark Expectations for:

Schedule* BOY Kindergarten to EOY First Grade
“Phoneme Segmentation is usually administered prior to the administration of the
Phoneme Manipulation subtest for all grades.

Time Varies according to student performance. Typically, less than 1 minute. This is an
untimed test.

Prompts + Always prompt the first item, then prompt as necessary with the remaining items.

“Tell me all the sounds in ”

» Corrective prompt (as needed): “Say all the sounds in the word, not the letter
names.” Mark as incorrect then go to the next word.

Scoring Overview

Paper/Pencil:
1 point for each correct phoneme segmented in each word.

Circle the correct segmented phoneme and put a checkmark in the correct number of
phonemes.

EXAMPLE:
[so (s)io/ @ & @]

Insight:
1 point for each correct phoneme segmented in each word.
Click on any incorrectly segmented phonemes.

SCORING:

Click the incorrect sounds /s/ /0/. If student doesn’t respond
within 3 seconds, mark incorrect, and go to next word.

Prompt as necessary: "Tell me all the sounds in, ol

so s o All Sounds Correct
key k é All Sounds Correct
pain p a n All Sounds Correct

Wait Rule

If student does not respond within 3 seconds, mark the word as incorrect and go to
the next word. Prompt, “Tell me all the sounds in ”

Discontinue Rule

If student produces incorrect response in last practice trial, STOP and go to Phoneme
Blending.
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ADMINISTRATION & SCORING: DDM

What is
Administered
Before and After?

Before:

+ Kindergarten: This is typically the first assessment administered to kindergarten
students.

+ First grade+ students are typically administered the NLM Reading and/or the NLM
Listening subtests first.

After:
« If the student is not at benchmark, then administer the Phoneme Blending target.

+ BOY and MOY kindergarten: If student is at benchmark, discontinue Phonemic
Awareness subtest. Administer Orthographic Mapping subtest.

+ *EOY kindergarten+: Administer the Phoneme Manipulation subtest.

» The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests
from the PEARL and DYMOND can also help identify students who have dyslexia.

Reminders

+ Turn on your audio recorder. Email audio files to Language Dynamics Group at
sales@languagedynamicsgroup.com if LDG is contracted to help with scoring and
data entry.

+ Standardized administration is essential. Booklets and online instructions include
scripts for examiners to follow that help to ensure each subtest is administered the
same every time.

* This is not a timed test.
* Prompt as necessary: “Tell me all the sounds in

+ Corrective prompt (as needed): “Say all the sounds in the word, not the letter
names.” Mark as incorrect then go to the next word.

+ Use the benchmark table provided at the bottom of the protocol form to determine
whether the student met benchmark expectations. Benchmark expectations are also
available in this manual.

» Record Response Patterns and take additional notes as needed.
» Schwa sound (the ‘uh’ sound) are not counted as errors.

+ Do not mark differences in pronunciation due to dialect, speech sound errors
(articulation errors), or influence of a language other than English.

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com



mailto:sales@languagedynamicsgroup.com

ADMINISTRATION & SCORING: DDM

Grade

Benchmark Period

Specific Guidelines for Scoring the Phoneme Segmentation Target

Pre-K Kindergarten First Grade+
EOY BOY MOY EOY BOY MOY EOY

Phoneme Segmentation | - 14 | 27 | 29 | 30 | 30 | 30

Prompt as necessary: "Tell me all the sounds in,
so s o All Sounds Correct
key [3 é All Sounds Correct
pain p a n All Sounds Correct ————
dog d o g All Sounds Correct
bought b o it All Sounds Correct
gas 9 a s All Sounds Correct
last ! a s t All Sounds Correct
spice s p 1 s All Sounds Correct
blame b | a m All Sounds Correct
pest p e s t All Sounds Correct
PHONEME SEGMENTATION SCORE = 13/32 ([ITLI® ——

+ In the Phoneme Segmentation target, students
are asked to produce all the phonemes in a series
of words. Students are required to produce each
individual phoneme in each word.

» Score all sounds a student produces correctly. If a
student inserts a sound, ignore it. Some students
will produce the schwa vowel (uh) at the end
of consonants, and even sometimes at the end
of vowels. Although not ideal, these additional
sounds are not counted against the student.

» The examiner can ask the student to say all the
sounds in a word again if the examiner could
not hear the student very well the first time, or if
it was difficult to determine whether the student
segmented the phonemes in a word the first
time. The examiner should not ask a student to
produce the sounds in a word more than two
times. Insight will automate the scoring process.
For students who speak very softly or quickly,
the DDM may need to be scored from an audio
recording.

+ The digital assessment, accessed through
the Insight system, allows for the electronic
administration and scoring of the DDM.

The student said ‘p’ - ‘ain’.
They only segmented the /p/.

__ | The student said ‘gas’. They did not
segment any of the sounds.

If student is not at benchmark,
administer Phoneme Blending.

+ If a student meets the benchmark criteria on
Phoneme Segmentation, then the Phonemic
Awareness subtest can be discontinued
(Phoneme Blending, First Sounds, and
Continuous Phoneme Blending do not need to
be administered). If the student does not meet
benchmark, then Phoneme Blending should be
administered.

+ For example, if the test is being administered
traditionally (paper/pencil) to a kindergarten
student in the middle of the year (MOY),
the examiner would quickly reference the
kindergarten MOY benchmark for Phoneme
Segmentation (from the table at the bottom of the
protocol form) and note that benchmark is 27.
The examiner would note that this student did not
meet benchmark with a score of 13. Therefore,
the examiner would administer the next target
(Phoneme Blending).

+ More specific cut point information can be
obtained by referring to the comprehensive
benchmark tables found in this manual, which
includes benchmark and multiple risk cut points.
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ADMINISTRATION & SCORING: DDM

Phonemic Awareness (PA) TARGET: Phoneme Blending

TARGET: Phoneme Blending

SCRIPT Prompt as necessary:

SAY: “Tell me the word these sounds make: /t/ - /a/ - /k/.” If student says ‘take’, “Tell me the word these sounds make:”
SAY: “OK. Let's do some more.” Begin the test starting with /t/ /e/ /d/. m -
If student DOES NOT say ‘take’, continue with script below. I/ - el - d/ red

SAY:’'m going to say some sounds. After | say the sounds, you tell me the “/9/ - /\/ - loo/” glue
word they make together. For example, if | say /m/ - /oo/ - /d/, the word “Is/ - 1o/ - Ip/” soap
those sounds make is ‘mood’.” « >

SAY: “Now you try. Tell me the word these sounds make: /b/ - /a/ - /t/.” “/b/ v/ - fal - [d/ - brad
If student gives a different response, or does not clearly blend the word, SAY: fehi - fal - Ip/ - I/ - Jex/ chapter
“The sounds /b/ - /a/ - /t/ put together make ‘bat’. Try again, tell me what PHONEME BLENDING
these sounds say together: /b/ - /a/ - /t/.” If student response is incorrect, SCORE =
STOP and go to First Sounds.

SAY: “OK. Lets do some more.” Begin the test, starting with /r/ /e/ /d/.

Corrective Prompt (as needed): “Tell me what word the sounds make together.”

Mark as incorrect, then go to next word.

Construct Phonemic Awareness

Measured This subtest primarily relates to word recognition and falls under the umbrella of
phonological awareness.

Construct Phonemic Awareness Predicts Future Decoding and Spelling Outcomes

Significance | Phonemic awareness is a meta-linguistic skill that enables word recognition and spelling.
Performance on phonemic awareness tasks can help predict whether a student will likely meet
future decoding/word-recognition expectations (Good et al., 2001; Torgesen, 1998, 2004).

Students Who Struggle with Decoding Often Have Difficulty with Phonemic Awareness

At least 80 percent of all poor readers are estimated to demonstrate a weakness in
phonological awareness and/or phonological memory. Research has repeatedly shown
that poor readers do poorly on phonemic awareness tasks. Readers with phonological
processing weaknesses also tend to be the poorest spellers (Cassar, Trieman, Moats, Pollo,
& Kessler, 2005).

Construct Phonemic Awareness is necessary for learning and using the alphabetic code

Connections | English uses an alphabetic system where single letters and combinations of letters represent
single speech sounds. Students who can take apart words into sounds (segmentation),
demonstrate a foundational skill needed to use the alphabetic principle (Liberman,
Shankweiler, & Liberman, 1989; Troia, 2004).

Instruction in phonemic awareness helps beginning readers and spellers

Instruction in speech-sound awareness can prevent and mitigate spelling difficulties
(Adams, Foorman, Lundberg, & Beeler, 1998; Gillon, 2004; NICHD, 2000; Rath, 2001).
Explicit instruction in speech sounds also accelerates learning of the alphabetic code.

Phonemic awareness interacts with and facilitates the development of vocabulary and
word consciousness

Phonological awareness and memory are involved in these activities of word learning:
» Attending to unfamiliar words and comparing them with known words

* Repeating and pronouncing words correctly

» Encoding words accurately so that they can be retrieved and used

- Differentiating words that sound similar (homophones) so their meanings can be
contrasted and accurately applied

Phoneme blending is one of two key skills that facilitates orthographic mapping

Assessment Benchmark Expectations for:
Schedule* BOY Kindergarten to EQY First Grade
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Time Varies according to student performance. Typically, less than 30 seconds. This is an untimed
test.
Prompts e Always prompt the first item, then prompt as necessary with the remaining items. “Tell

me the word these sounds make:”

e Corrective prompt (as needed): “Tell me what word the sounds make together.” Mark
as incorrect then go to the next word.

Prompt as necessary:

Scoring Paper/Pencil: “Tell me the word these sounds make:”
Overview 1 point if student says “Iv/ - fel - 1d/” red o

the correct word “/9/ - /V - fool” glue Ci©

’ “/s/ - 1o/ - Ip/” soap ©®®

|nsight: Prompt as necessary: “Tell me the word these sounds make:"

1 point for each word ) ) S

blended correctly. M- I

“Ig] - J\| - Joo]" glue 0

Wait Rule No wait rule. Prompt as necessary: “Tell me the word these sounds make:”
Discontinue If student produces incorrect response in last practice trial, STOP and go to First Sounds.
Rule
What is Before:
Administered | . Phoneme Segmentation is typically administered prior to this target.
Befor:;a and + First grade+ students are typically administered the NLM Reading and/or the NLM
After? Listening subtests first.

After:

« If the student is not at benchmark, then administer the First Sounds target.

+ BOY and MOY kindergarten: If student is at benchmark, discontinue Phonemic

Awareness subtest. Administer Orthographic Mapping subtest.
+ The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.

Reminders » Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

« Standardized administration is essential. Booklets and online instructions include scripts for
examiners to follow that help to ensure each subtest is administered the same every time.

+ This is not a timed test.

» Prompt as necessary: “Tell me the word these sounds make.”

» Corrective prompt (as needed): “Tell me what word the sounds make together.” Mark
as incorrect then go to the next word.

» Use the benchmark table provided at the bottom of the protocol form to determine
whether the student met benchmark expectations. Benchmark expectations are also
available in this manual.

+ Record Response Patterns and take additional notes as needed.

» Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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Specific Guidelines for Scoring the Phoneme Blending Target

Prompt as necessary: “Tell me the word these sounds make:"”

“Irl - Ie[ - [d]" red

“lol - I\l - [oo]" glue
“Isl - I3] - [p/" soap
“fol - It - [af - [d]" brad
“lch] - [a] - Ip] - It] - [er]" chapter

PHONEME BLENDING SCORE = 3/5

d Ik The student said the word ‘red’
ol | 1
o &
- The student said ‘br’ - ‘ad’
o &
Moderate RISk __ If student is not at benchmark,
administer First Sounds.

Grade Pre-K' Kindergarten

First Grade+

Benchmark Period

Phoneme Blending = = 2 3 3 4

EOY | BOY MOY EOY BOY MOY EOY

In the Phoneme Blending target, students are
asked to blend individual phonemes clearly and
distinctly presented by the examiner. Two points
are awarded if a student correctly produces the
first sound; one point is awarded if a student
produces the first and second sounds together.

If the student segments all three phonemes,
the student is awarded two points and is then
prompted to only produce the first sound.

The examiner should check the correct score to
the right of each word

The digital assessment, accessed through
the Insight system, allows for the electronic
administration and scoring of the DDM.

If a student meets the benchmark criteria

on Phoneme Blending, then the Phonemic
Awareness subtest can be discontinued (First
Sounds, and Continuous Phoneme Blending do
not need to be administered). If the student does
not meet benchmark, then First Sounds should
be administered.

For example, if the test is being administered

traditionally (paper/pencil) to a second grade
student in the middle of the school year (MQY),
the examiner would quickly reference the table
at the bottom of the protocol form and would
notice that second grade is not on the table. The
examiner would then use the grade closest to
the student’s grade (first grade) and note that the
benchmark is 4. The examiner would note that
this student did not meet benchmark with a score
of 3. Therefore, the examiner would administer
the next target (First Sounds).

More specific cut point information can be
obtained by referring to the comprehensive
benchmark tables found in this manual, which
includes benchmark and multiple risk cut points.
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ADMINISTRATION & SCORING: DDM

TARGET: First Sounds

Phonemic Awareness (PA)

TARGET: First Sounds

Administer if b k was NOT met on Ph S ion OR Ph ding above

SCRIPT

SAY: “What is the first sound you hear in the word ‘tap’.” If student says /t/,
SAY: “OK. Let’s do some more.” Begin the test starting with ‘boat’. If student
DOES NOT say /t/,

SAY: “Listen to me say this word: ‘mat’. The first sound you hear in that word is
/mmm/. Say the first sound in ‘mat’ with me, /mmm/.”

SAY: “Let’s try another one. What is the first sound you hear in the word ‘cow’?”
If student says /k/, SAY: “That’s right, /k/ is the first sound in cow.”

If student gives incorrect response, SAY: “The first sound in ‘cow’ is /k/. Try
it again. What is the first sound you hear in the word ‘cow’?” If student
response is incorrect, STOP and go to Continuous Phoneme Blending.

SAY: “OK. Let’s do some more.” Begin the test, starting with ‘boat’.

Corrective Prompt (as needed): “Remember to say the first sound in the word,

not the letter name.” Mark incorrect and go to next word. ncorrect

Prompt as necessary: b/
“What is the first sound il

ou hear in the word
younss Jcl

SCORING: Puta inthe 1o /T
correct score for each word | et /n/

ntinue with script

(see Scoring Key below). pail /p/

If student doesn’t respond ] m
within 3 seconds, mark ast

incorrect and go to next word. | dump _|/d/
Scoring Key stop |/s/
First sound only grub |/g/

@ 0
[Firsttwo soundstogether |l ™ ¢jpsT soUNDS
© SCORE = I:I 20

Construct Phonemic Awareness
Measured This subtest primarily relates to word recognition and falls under the umbrella of
phonological awareness.
Construct Identifying the first sound in a word is an early-emerging phonemic awareness skill
Significance | This skill is related to phoneme segmentation, which is one of two key skills that facilitates
and orthographic mapping.
Connections
Assessment Benchmark Expectations for:
Schedule EQY Preschool to EQY First Grade
Time Varies according to student performance. Typically, less than 1 minute. This is an untimed
test.
Prompts + Always prompt the first item, then prompt as necessary with the remaining items.
“What is the first sound you hear in the word ?”
» Corrective prompt (as needed): “Remember to say the first sound in the word, not the
letter name.” Mark as incorrect go to the next word.
Scoring Scoring Key:
Overview + 2 points for each correct first sound (initial phoneme).
» 1 point for correct first and second sounds combined (VC/CC).
o boat [/b/ (@D
Paper/Pencil: jet /i ol
Put a checkmark in the correct [cut /el |@©D@
score for each word. rot I 1OIDOIO
Insight:
) boat /b/ ol 1] B
Click on the correct score for
each word. ot/ m .l
Wait Rule If student does not respond within 3 seconds, mark the word incorrect and go to the next

word. Prompt, “What is the first sound you hear in the word ?”
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Discontinue If student produces incorrect response in last practice trial, STOP and go to Continuous
Rule Phoneme Blending.
What is Before:
Administered | . Phoneme Blending is typically administered prior to this target.
Before and .
After:
After?

« If the student is not at benchmark, then administer the Continuous Phoneme Blending
target.

 If student is at benchmark, discontinue Phonemic Awareness subtest. Administer
Orthographic Mapping subtest.

* The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.

Reminders » Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

+ Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

» This is not a timed test.
* Prompt as necessary: “What is the first sound you hear in the word ?”

» Corrective prompt (as needed): “Remember to say the first sound in the word, not the
letter name.” Mark as incorrect go to the next word.

+ Use the benchmark table provided at the bottom of the protocol form to determine
whether the student met benchmark expectations. Benchmark expectations are also
available in this manual.

» Record Response Patterns and take additional notes as needed.

» Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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Prompt as necessary: “What is the first sound you hear in the word ?

boat /b/ 0 1 2
jet/i/ ol 1 BB -
cut /c/ o 1 2y -
rot /r/ 0 1 2

net /n/ 0 1 2

pail /p/ [ 1 2 | [
last /l/ o 1 2
dump /d/ o 1 2
stop /s/ [ 1 2
grub /g/ o 1 2

FIRST SOUNDS SCORE = 9/20 ([EFIET

Grade Pre-K Kindergarten First Grade+

Benchmark Period [EOY BOY MOY EOY BOY MOY EOY

First Sounds 10 14 19 19 19 19 19

+ In the First Sounds target, students are asked to
identify the initial phoneme of a series of words.
Two points are awarded if a student correctly
produces the first sound; one point is awarded if
a student produces the first and second sounds
together.

« If the student segments all three phonemes,
the student is awarded two points and is then
prompted to only produce the first sound.

+ The examiner should check the correct score to
the right of each word.

» The digital assessment, accessed through
the Insight system, allows for the electronic
administration and scoring of the DDM.

« If a student meets the benchmark criteria on First
Sounds, then the Phonemic Awareness subtest
can be discontinued (Continuous Phoneme
Blending does not need to be administered).

If the student does not meet benchmark, then
Phoneme Blending should be administered.

Specific Guidelines for Scoring the First Sounds Target

The student said ‘bo’ instead of ‘b’.
The student said j’.
The student said ‘c’ - ‘u’ — ‘t’, segmenting

each sound. The examiner reminded the
student to only say the first sound.

The student said ‘pail’.

— If the student is not at benchmark,
administer Continuous Phoneme Blending.

+ For example, if the test is being administered

traditionally (paper/pencil) to a first grade student
in the beginning of the school year (BOY), the
examiner would quickly reference the table at
the bottom of the protocol form and would note
that the benchmark is 19. The examiner would
note that this student did not meet benchmark
with a score of 9. Therefore, the examiner would
administer the next target (Continuous Phoneme
Blending).

More specific cut point information can be
obtained by referring to the comprehensive
benchmark tables found in this manual, which
includes benchmark and multiple risk cut points.
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Phonemic Awareness (PA) TARGET: Continuous Phoneme Blending

TARGET: Continuous Phoneme Blending Administer if benchmark was NOT met on First Sounds above

SCRIPT SCORING: Put a «/ in the correct  Prompt as necessary:
SAY: “’m going to say a word the slow way and then I’'m going score for each word (see Scoring  “I'm going to say the word the
to say it the fast way. Listen, /sssuuunnn/ ‘sun’.” Key below). If student doesn't slow way. You say it the fast way.”
(~2 seconds for each sound) fesPD”dtW’mL”" 3 stew’;gs’ ’"srk ran
SAY: “Now I’'m going to say the word the slow way and you say incorrect, and go to next word. sin 000
it the fast way. Ready, /sssuuunnn/.” Scoring Key moose
Student says ‘sun’. Correct if necessary. Entire word said quickly | @ main
SAY: “Now I’'m going to say some more words the slow way. You
say the words fast.” Begin the test, starting with ‘ran’. Held 1 sound too long @ Snow

No Corrective Prompt. Held 2+ sounds too long | @ CON;LNEI#\‘%%?GPQSE\JEI\EAE I:I 10

Construct Phonemic Awareness

Measured This subtest primarily relates to word recognition and falls under the umbrella of
phonological awareness.

Construct Identifying the first sound in a word is an early-emerging phonemic awareness skill
Significance | This skill is related to phoneme blending, which is one of two key skills that facilitates
and orthographic mapping.

Connections

Assessment Benchmark Expectations for:

Schedule EQY Preschool to EQY First Grade

Time Varies according to student performance. Typically, less than 1 minute. This is an untimed
test.

Prompts + Always prompt the first item, then prompt as necessary with the remaining items.

“I’'m going to say the word the slow way. You say it the fast way.”
* No corrective prompt allowed.

Scoring Scoring Key:

Overview + 2 points for entire word said quickly (all sounds blended as a single word).
* 1 point if one sounds is held too long.

* 0 points if two or more sounds are held too long.

Paper/Pencil: :: — D
Put a checkmark in the correct | moose 0o
score for each word. mein 0®l@
ran 0 1 2
Insight:
Click on the correct score for sin o 1 2
each word.
Wait Rule If student does not respond within 3 seconds, mark the word incorrect and go to the next

word. Prompt, “I’'m going to say the word the slow way. You say it the fast way.”

Discontinue No discontinuation rule. When this target has been administered, administer the
Rule Orthographic Mapping subtest.
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What is Before:

Administered | . Fijrst Sounds is typically administered prior to this target.
Before and After:

After? '

« Administer Orthographic Mapping subtest.

* The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.

Reminders + Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@
languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

» Standardized administration is essential. Booklets and online instructions include scripts for
examiners to follow that help to ensure each subtest is administered the same every time.

» This is not a timed test.

* Prompt as necessary: “I’m going to say the word the slow way. You say it the fast way.”

« There are no corrective prompts.

» Use the benchmark table provided at the bottom of the protocol form to determine
whether the student met benchmark expectations. Benchmark expectations are also
available in this manual.

* Record Response Patterns and take additional notes as needed.

» Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.

Specific Guidelines for Scoring the Continuous Phoneme Blending Target

Prompt as necessary: "I'm going to say the word the slow way. You say it the fast way.”

ran o 1 28 —

The student said the word ‘ran’ in a typical,
blended manner.

moose o |-,z The student said ‘moooose’.
main 0 1 2
snow 0 1 2 L

The student said ‘sssssnooooo’

CONTINUOUS PHONEME BLENDING SCORE= 5/10 ([ETIEIDS

Grade Pre-K| Kindergarten First Grade+

Benchmark Period [EOY BOY MOY EOY BOY MOY EOY

Continuous
Phoneme Blending 6 7 Rl 0| 10|10

* In the final target of the DDM Phonemic + The digital assessment, accessed through
Awareness subtest, Continuous Phoneme the Insight system, allows for the electronic
Blending, students are asked to produce a word administration and scoring of the DDM.

‘fast’ after the examiner produces that word « Continuous Phoneme Blending is the last target
slowly (e.g., examiner says /ssssiiiiinnnnn/ for administered in the Phonemic Awareness
“sin”, taking approximately 2 seconds for each subtest.

sound, and the student says “sin” as they would
in normal speech). Two points are awarded if a
student says the entire word quickly; one point is
awarded if a student produces part of the word
quickly. All test items are administered.
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Phonemic Manipulation (PM)

» TARGET: Phoneme Deletion

ADMINISTRATION & SCORING: DDM

TARGET: Phoneme Deletion

SCRIPT

SAY: “l am going to say a word. Then | will only say a part of that word. For
example, ‘make’. Now I’'m going to say ‘make’ without saying /m/. ‘ake’.”
SAY: “Now you try one: Say ‘goat’.” Student says “goat”.
“Now say ‘goat’ without saying /t/.” Student says “go”.
If student says ‘go’, SAY: “That’s right. ‘Goat’ without the /t/ is ‘go’.”
If student gives a different response, SAY: “The sounds in ‘goat’ are
/g/ loa/ /. If | say ‘goat’ without saying /t/, | say ‘go’. Now you say
goat without saying /V/. If student response is incorrect, STOP and do not
administer Phoneme Deletion or any additional APA subtest targets.

SAY: “OK. Let’s do some more.” Begin the test starting with ‘pan’.

“Say ‘pan’. (pause) Now say ‘pan’
without saying /p/.”

“Say ‘date’. (pause) Now say ‘date’
without saying /d/.”

without saying /g/.”

“Say ‘fork’. (pause) Now say ‘fork’

without saying /k/.”
“Say ‘freeze’. (pause) Now say
‘freeze’ without saying /z/.”

©
©
“Say ‘grim’. (pause) Now say ‘grim’ : )
©
©

free

PHONEME DELETION
SCORE =

Construct Phonemic Awareness
Measured This subtest primarily relates to word recognition strand in Scarborough’s reading model
and falls under the umbrella of phonological awareness.
Construct “Phonological manipulation tasks are the best measures of the phonological
Significance awareness skills needed for reading because they are the best predictors of word-
and level reading proficiency” (Kilpatrick, 2015; p. 155)
Connections « Adding, deleting, and substituting phonemes is the layer of phonemic awareness
that is the most closely related to reading connected text (Kilpatrick, 2015)
* Phoneme manipulation might be helpful for students who are not able to
orthographically map words
Assessment Benchmark Expectations for:
Schedule* MOY Kindergarten to EOY First Grade
*The Phoneme Segmentation target from the Basic Phonemic Awareness subtest is usually
administered prior to the Phoneme Manipulation subtest.
Time Varies according to student performance. Typically, less than 30 seconds. This is an untimed
test.
Scoring Scoring Key:
Overview

* 1 point for the correct word.

Paper/Pencil: Wit stiing o o o P Jan @)@’

Put a checkmark in the correct  |witootaayicaigrr o S 9" lae 0/@f

score for each word. e idoalioe) Now say ‘grim’ | im | Ay

InSight: “Say ‘pan’. (pause) Now say ‘pan’ without saying /p/." an o 1
Click on the correct score for

eaCh Word . “Say ‘date’. (pause) Now say ‘date’ without saying /d/." ate o 1
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ADMINISTRATION & SCORING: DDM

Wait Rule

No wait rule.

Discontinue
Rule

« If student produces incorrect response in final practice trial, STOP. Do not administer the
Phoneme Deletion target or any other Phoneme Manipulation targets.

« If the student can successfully complete the final practice item, administer all Phoneme
Deletion items.

What is Before:
Administered | . Phoneme Segmentation from the Phonemic Awareness (PA) subtest is typically
Before and administered prior to this target.
After? After:
» Administer the Phoneme Addition target.
» The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.
Reminders + Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

+ Standardized administration is essential. Booklets and online instructions include scripts for
examiners to follow that help to ensure each subtest is administered the same every time.

» This is not a timed test.

* No prompts are allowed.

» Benchmark expectations are available in this manual.

» Record Response Patterns and take additional notes as needed.
» Schwa sound (the ‘uh’ sound) are not counted as errors.

» Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.

CUBED-3 MANUAL |

© 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com



mailto:sales@languagedynamicsgroup.com
mailto:sales@languagedynamicsgroup.com

ADMINISTRATION & SCORING: DDM

Phonemic Manipulation (PM) TARGET: Phoneme Addition

DDM® Phoneme Manipulation (M)

TARGET: Phoneme Addition

SCRIPT “Say ‘and’. (pause) Now add /s/ to sand
SAY: “l am going to say a word. Then | will add a sound to that word. For the beginning of ‘and".

example, ‘at’. Now I’'m going to add /t/ to the beginning of ‘at’. ‘rat’.” “Say ‘all’. (pause) Now add /k/ to the | ..,

beginning of ‘all’.”

SAY: “Now you try one: Say ‘car’.” Student says “car”. “Say ‘lace’. (pause) Now add /p/ to
“Now add /t/ to the end of ‘car’.” Student says “cart”. the beginning of ‘lace’.”

If student says “cart’, SAY: “That’s right, ‘car’ with // added to the end'is ‘cart’.” “Say ‘war’. (pau.?’e) Now add /m/ to warm

the end of ‘war’.
If student gives a different response, SAY: “The sounds in ‘cart’ are /k/ /ar/

place

“Say ‘nee’. (pause) Now add /d/ to
M. If | say ‘car’ with a /t/ added to the end, | say ‘cart’. Now you say car the !énd of ‘r(ﬁee'.” ) need

with /t/ added to the end.” If student response is incorrect, STOP and do not
g PHONEME ADDITION
administer Phoneme Addition or any additional APA subtest targets. SCORE = D 5

SAY: “OK. Let’s do some more.” Begin the test starting with ‘and’.

Construct Phonemic Awareness

Measured This subtest primarily relates to word recognition strand in Scarborough’s reading model
and falls under the umbrella of phonological awareness.

Construct “Phonological manipulation tasks are the best measures of the phonological
Significance awareness skills needed for reading because they are the best predictors of word-
and level reading proficiency” (Kilpatrick, 2015; p. 155)

Connections | . Adding, deleting, and substituting phonemes is the layer of phonemic awareness
that is the most closely related to reading connected text (Kilpatrick, 2015)

* Phoneme manipulation might be helpful for students who are not able to
orthographically map words

Assessment Benchmark Expectations for:

Schedule MOY Kindergarten to EQY First Grade
Time Varies according to student performance. Typically, less than 30 seconds. This is an untimed
test.
Scoring Scoring Key: )
- . “Say ‘and’. (pause) Now add /s/ to
Overview + 1 point for the correct word. the beginning of ‘and'> sand |0|@
“Say ‘all’. (pause) Now add /k/ to the call g'®
P P il beginning of ‘all’.”
aper/ encil: ;‘Ea){,‘lage’: (paufs?) Now add /p/ to place |©® g'
. e beginning of ‘lace’.”
Put a checkmark in the correct  [ree, e e o s
score for each word.
“Say ‘and". (pause) Now add /s/ to the beginning of ‘and"” sand o 1
InSight: “Say ‘all'. (pause) Now add /k/ to the beginning of ‘all'” call o 1
Click on the correct score for
each word.
Wait Rule No wait rule.
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ADMINISTRATION & SCORING: DDM

Discontinue « If student produces incorrect response in final practice trial, STOP. Do not administer the
Rule Phoneme Addition target or any other Phoneme Manipulation targets.
« If the student can successfully complete the final practice item, administer all Phoneme
Deletion items.
What is Before:
Administered | . Phoneme Deletion is typically administered prior to this target.
Before and .
After:
After? . T
» Administer the Phoneme Substitution target.
» The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.
Reminders + Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

Standardized administration is essential. Booklets and online instructions include scripts for
examiners to follow that help to ensure each subtest is administered the same every time.

This is not a timed test.

No prompts are allowed.

Benchmark expectations are available in this manual.

Record Response Patterns and take additional notes as needed.
Schwa sound (the ‘uh’ sound) are not counted as errors.

Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: DDM

DDM Phonemic Manipulation (PM) TARGET: Phoneme Substitution

TARGET: Phoneme Substitution

SCRIED “Say ‘mat’. (pause) Now change the
SAY: “l am going to say a word. Then | will change a sound in that word. For /m/ sound in ‘mat’ to /p/.”
example, ‘win’. Now I’'m going to change /w/ sound in ‘win’ to /p/. That “Say ‘cry’. (pause) Now change the
turns the word ‘win’ into ‘pin’.” /k/ sound in ‘cry’ to /t/.”

SAY: “Now you try one: Say ‘game’.” Student says ‘game”. “Say ‘not’. (pause) Now change the

“Now change the /g/ sound in ‘game’ to /s/.” Student says “same”. h "S/ sound in ‘not’ ‘°N‘ W.” - -
“Say ‘trip’. (pause) Now change the |, .
If student says ‘same’, SAY: “That’s right. You changed the /g/ sound in /ol syoung in(’?trlilp, t)o Jm/.” 9 trim

‘game’ to /s/. Now the word is ‘same’. “Say ‘'shove’. (pause) Now change
If student gives a different response, SAY: “The sounds in ‘game’ are the /v/ sound in ‘shove’ to /t/.”

/g/ /ai/ /m/. If | change the /g/ sound to /s/, that turns the word ‘game’ PHONEME SUBSTITUTION D
into ‘same’. Now you say ‘game’ and change the /g/ sound to /s/.” SCORE =

shut

If student response is incorrect, STOP and discontinue APA subtest.

SAY: “OK. Let’s do some more.” Begin the test starting with ‘mat’.

Construct Phonemic Awareness

Measured This subtest primarily relates to word recognition strand in Scarborough’s reading model
and falls under the umbrella of phonological awareness.

Construct « Phoneme substitution is the critical breakthrough skill a child needs to teach
Significance themselves how to read new words

and * “Phonological manipulation tasks are the best measures of the phonological
Connections awareness skills needed for reading because they are the best predictors of word-

level reading proficiency” (Kilpatrick, 2015; p. 155)

+ Adding, deleting, and substituting phonemes is the layer of phonemic awareness
that is the most closely related to reading connected text (Kilpatrick, 2015)

» Phoneme manipulation might be helpful for students who are not able to
orthographically map words

Assessment Benchmark Expectations for:

Schedule MOY Kindergarten to EQY First Grade

Time Varies according to student performance. Typically, less than 30 seconds. This is an untimed
test.

Prompt » Say the prompts provided for each item word for word

(e.g., “Say ‘mat’. (pause) Now change the /m/ sound in ‘mat’ to /p/.”)
* No corrective prompt allowed.

Scoring Scoring Key:
Overview + 1 point for the correct word.
“Say ‘mat’. (pause) Now change the 4
Paper/Penc“: /m/ sound in ‘mat’ to /p/.” pat |0 @]
. “Say ‘cry’. (pause) Now change the |, g’®
Put a checkmark in the correct |/ sound in ‘cry’ to /t/.” Y ,
score for each word. o3y not’. (pause) Now change the | o5 | oD
InSight: “Say ‘mat". (pause) Now change the /m/ sound in ‘mat’ to /p/." pat o B
Click on the correct score for
eaCh Word “Say ‘cry’. (pause) Now change the /k/ sound in ‘cry’ to [t/." try o 1
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ADMINISTRATION & SCORING: DDM

Wait Rule No wait rule.
Discontinue « If student produces incorrect response in final practice trial, STOP. Do not administer the
Rule Phoneme Substitution target or any other Phoneme Manipulation targets.
+ Administer the Orthographic Mapping subtest
What is Before:
Administered | . Phoneme Addition is typically administered prior to this target.
Before and After:
After? . . .
» Administer the Orthographic Mapping subtest.
* The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.
Reminders » Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

Standardized administration is essential. Booklets and online instructions include scripts for
examiners to follow that help to ensure each subtest is administered the same every time.

This is not a timed test.

There are no corrective prompts.

Benchmark expectations are available in this manual.

Record Response Patterns and take additional notes as needed.
Schwa sound (the ‘uh’ sound) are not counted as errors.

Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: DDM

DDM?® Orthographic Mapping (OM) Benchmark [t

DDM Orthographic Mapping (OM) e

Display roguiar Words from benchmark student stimulus book. s e g ees oy s eeonds, S35 he oo ot
stude 4Y: “Look at the rest

SAY: “Please read these u don't know a word,
thatis OK. Just keep going.

Point o the first word the".

OStart the 1 minute timer.

out. their off day would _see
RREGULAR WORD
Coaere []sa

Orthographic Mapping entails the rapid, automatized TARGET Lot Sonte bt ¥y f st o L

SCRIPT

recognition of written words. The process requires the
ability to automatically map a sound or a group of sounds
onto a symbol or group of symbols from memory. Fluent,
effective readers primarily use this process when reading.

; SAY: “Look at the
rest of these letters. Tell me the sounds of the letters that you know.”

I student gives a different response, SAY: “The sound
this letter makes is /mmm/. Now you say the sound

E
G
o

a
u A h  ph s
Qu__ Wh

Lerren sounos
seones (et

K
wh  ch

The DDM Orthographic Mapping subtest has P
three targets: A T e o
* Irregular Words, Letter Sounds, and Letter Names.

tlottors. I student pauses
and point to the next
stud

‘SAY: “The name of this letter is 6/, Say /o/." < and tell me the ones that you know."

This subtest helps to identify a student’s instructional
level and to measure the extent to which that student is
progressing in his or her automatic recall of a selection

of temporarily and permanently irregularly spelled words,
letter sounds, or letter names. The Orthographic Mapping
targets are timed in order to help measure automaticity.
Identifying irregular words and knowing letter sounds is important to decoding. However, it is not
necessary to know letter names to be an effective reader. Nevertheless, educators teach letter

names to young children, and are therefore often interested in documenting progress in that area.
Furthermore, conceptually, the process across all three targets is nearly identical, wherein an arbitrary
symbol or group of symbols is assigned one or more sounds from memory.

In the DDM Orthographic Mapping subtest, students are typically administered Irregular Words and
Letter Sounds. Because irregular word identification and letter sound identification are both important
to the decoding process, both targets are usually administered to younger students, even when

a student has met benchmark or demonstrates mastery on the Irregular Words or Letter Sounds
measures. Of course, if a student has reached mastery on any of the targets previously, those targets
do not need to be reassessed unless regression of skills is suspected. There is considerable flexibility
in the order of administration of the targets. If the examiner suspects that a very young student will
become quickly frustrated having to read irregular words, and will “shut down” because of the target
difficulty, then easier or earlier developing targets can be administered first, and the assessment can
get progressively harder instead of progressively easier. Young kindergarten students are administered
the Letter Names, and Letter Sounds targets, in that order, and Irregular Words is not administered.
There are no alternate forms because of the improbability of a student being able to memorize the
order of the words and letters used across the targets, and because the specific words, letter sounds,
and letter names are not taught in any testing-related teaching procedures.
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ADMINISTRATION & SCORING: DDM

Orthographic Mapping (OM) TARGET: Irregular Words

P TARGET: Irregular Words

SCRIPT

Display Irregular Words from benchmark student stimulus book.

SAY: “Please read these words. If you don’t know a word, If student doesn’t know any words in the first row, SAY: “Look at the rest
that is OK. Just keep going.” of these words. Read the words you know.”

Point to the first word ‘the’. the to his I they you was 8
© Start the 2 minute timer. said do he some  have little

SCORING: Put a slash (/) through incorrect or circle correct words. If
student pauses for 3 seconds, say the word, mark it incorrect, and point
to the next word. After 2 minutes, place bracket (1) after last word read.

like is love come are
how find where _ your over could 32

from go here soon saw new 40

is met. Exception: do not administer Target 2 if mastery of letter
sounds has been previously documented and student has likely
retained letter sound knowledge. IRREGULASRCV(\)IgERIE D 54

» Next Target: Administer Letter Sounds even if Target 1 benchmark good there away down does one 48 P e Bl

NS
out day would see

Significance

Construct Orthographic Mapping

Measured This subtest primarily relates to the word recognition strand in Scarborough’s reading
model and falls under the umbrella of Sight Recognition. This subtest measures a student’s
ability to recognize temporarily and permanently irregularly spelled words, letter names, and
letter sounds.

Construct « Students learn to read words by sight, to spell words from memory, and to acquire

vocabulary words from print using Orthographic Mapping

» Many students with word-reading difficulties do not develop orthographic mapping
as they should

» Some students have difficulty developing the sight word vocabulary needed for fluent
reading and will likely stay disfluent and hesitant readers unless they receive intervention
that builds proficiency in phonemic awareness (in particular segmenting and blending)
and phonics and decoding skills (Kilpatrick, 2015; Parker, 2019).

Construct
Connections

+ Orthographic Mapping is enabled by phonemic awareness and grapheme-phoneme
knowledge

+ Segmenting and blending phonemes is needed to support decoding and
orthographic mapping

+ Orthographic mapping involves the formation of letter-sound connections to bond
the spellings, pronunciations, and meanings of specific words in memory

Assessment Benchmark Expectations for:
Schedule MOY Kindergarten to EQY Second Grade
Time 2 minutes. This is a timed test.
Prompts + “Please read these words. If you don’t know a word, that is OK. Just keep going.”
« If student doesn’t know any words in the first row, say, “Look at the rest of these words.
Read the words you know.”
Scoring Scoring Key:
Overview

» 1 point for each word read correctly.
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ADMINISTRATION & SCORING: DDM

scorir!g Paper/PenCil: the a Pt his I they you was 8
Overview Cross out (or put a slash through) any l:‘d "h X d‘;( h : have | my__ 16
. IKe wha wefe IS ove come are me 24
WordS read |nC0rreCt|y. how of tl:is find where _your over could 32
Place a bracket after the last word attempted ~ from  into who  c0 here _soon _saw
by student at the end of 2 minutes.
In.SIght: . the a n his I they you was
Click on any words read incorrectly.
Click on the last word attempted by student said  she do e [EEN have [EEDH mv
at the end of 2 minutes.
Wait Rule If student pauses for 3 seconds, say the word, mark it incorrect, and point to the next word.

Discontinue
Rule

» Discontinue after 2 minutes or when student reaches end of word list.

« If student doesn’t know any words in the first row, say, “Look at the rest of these words.
Read the words you know.”

What is Before:
Administered | . The Phonemic Awareness and/or the Phoneme Manipulation subtests are typically
Before and administered prior the Orthographic Mapping subtest.
After? .
After:
» Administer Letter Sounds unless mastery of letter sounds has been documented
previously.
» The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.
Reminders + Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

» Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

» This is a timed test. The student has 2 minutes to read as many words as they can.

» Use the benchmark table provided at the bottom of the protocol form to determine
whether the student met benchmark expectations. Benchmark expectations are also
available in this manual.

+ Record Response Patterns and take additional notes as needed.
» The word ‘@’ can be pronounced with a long or short vowel sound.
* Do not let the student skip a row.

« If student begins to read from top to bottom, or points randomly, say, “Go this way” and
move your finger from left to right along the row. This reminder can only be given one
time.

+ If a student stops and it appears that they are not certain if they should continue, say
“keep going”. Say as often as necessary.

« If student loses their place, point to where they left off to help them find their place in the
row. Do this as often as necessary.

» Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: DDM

Specific Guidelines for Scoring the Irregular Words Target

the a to his I m you was m
she do he m have m my like
what m is love come are me how
of m find your over m ——
from into who go m soon m new
good all no m away down m
m out their off day

IRREGULAR WORD SCORE =

If student struggles reading

a word for more than 3
seconds, say the word for
them and have them move to
the next word.

Administer the next target,
Letter Sounds, even if the
student is at benchmark.

40/54

Moderate Risk

Grade Pre-K Second Grade

BOY MOY EOY
Irregular Words = 3 13 28 29 46 52 54 54 54

Kindergarten First Grade
MOY EOY BOY MOY |EOY

Benchmark Period | EOY BOY

* In the Irregular Words target, students are asked + If the test is being administered traditionally

to read a series of permanent/temporary irregular
words in two minutes. One point is assigned

for each word read correctly by the student.

The examiner puts a slash / through words read
incorrectly. If a student pauses or struggles
reading the word for 3 seconds, the examiner
says the word, marks it as incorrect, and points
to the next word. The assessment is timed in
order to measure automaticity.

The digital assessment, accessed through

the Insight system, allows for the electronic
administration and scoring of the DDM. To score
the digital Irregular Words target, start the timer
and click on the words read by the student
incorrectly.

Even if a student meets the benchmark criteria
on Irregular Words, Letter Sounds should be
administered in most cases. This is because both
irregular words and letter sounds are important
skills to master and monitor for mastery and
growth over time. Nevertheless, because letter
sound knowledge is a constrained skill, it may
not be necessary to administer the Letter Sounds
target if the student has previously demonstrated
mastery in letter sounds.

(paper/pencil) to a first grade student in the
middle of the school year (MOY), the examiner
would quickly reference the table at the bottom
of the protocol form and would note that the
benchmark is 46. The examiner would note
that this student did not meet the benchmark
expectation with a score of 40.

+ More specific cut point information can be

obtained by referring to the comprehensive
benchmark tables found in this manual, which
includes benchmark and multiple risk cut points.
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ADMINISTRATION & SCORING: DDM

0)giplele g=Telallel) ETojolple (0] ) B TARGET: Letter Sounds

DDM® Orthographic Mapping (OM)

TARGET: Letter Sounds
SCRIPT

SCORING: Put a slash (/) through incorrect or circle correct letter sounds.

Display Letter Sounds from benchmark student stimulus book. Any appropriate letter sounds are correct (e.g., long / short vowels, guh
SAY: “Letters make sounds.” Point to the ‘M. /juh for ‘g’). After 2 minutes, place bracket (] ) after last sound student
“The sound this letter makes is /mmmy/. Say /mmm/.” says. If student pauses for 3 seconds, say the sound, mark it incorrect,

and point to the next letter. Do not score the letter ‘W’ used in the demo.

“Tell th this lett kes.” Point to the ‘M". . .
Sl DO EE GBI 'fr ma’ es' on . o the If student doesn’t know any letter sounds in the first row, SAY: “Look at the
gz:‘;‘z’;ﬁ;" S/mmim/ | SAY-EThat'siright This|letter rest of these letters. Tell me the sounds of the letters that you know.”

If student gives a different response, SAY: “The sound h S w e d v X 7
this letter makes is /mmm/. Now you say the sound H D F M J m th N 15
this letter makes.” If student response is incorrect, STOP
and do not administer Target 2 Letter Sounds. w v G P I z L k =
SAY: “l want you to tell me the sounds these letters make. If | c Y 9 ) n Y 3 =
you don’t know a sound, that’s OK. Just keep going.” Q b [o] T r u E z 39 Do Tatatata e
Point to the first letter ‘h’. SAY: “Go.” i ) s C X a q R 47
0 Start the 2 minute timer. ° | K t u A Sh ph 55
Corrective Prompt (2x max): “Tell me the sound the letter makes.” ch wh ch Th Qu Wh
P Next Target (not at benchmark): Administer Letter Names if
benchmark is NOT met. LETTER gggF':ED i D 61

Construct Orthographic Mapping

Measured This subtest primarily relates to the word recognition strand in Scarborough’s reading
model and falls under the umbrella of Sight Recognition. This subtest measures a student’s
ability to recognize temporarily and permanently irregularly spelled words, letter names, and
letter sounds.

Construct + Letters are graphemes upon which phonemes are mapped

Significance | . A student’s ability to automatically recognize letter sounds leads to successful
and decoding

Connections

+ Orthographic mapping involves the formation of letter-sound connections to bond
the spellings, pronunciations, and meanings of specific words in memory

Assessment Benchmark Expectations for:

Schedule EQY Preschool to EOY First Grade
Time 2 minutes. This is a timed test.
Prompts » “I want you to tell me the sounds these letters make. If you don’t know a sound,

that’s OK. Just keep going.”

* If student doesn’t know any letter sounds in the first row, say, “Look at the rest of these
letters. Tell me the sounds of the letters that you know.”

+ Corrective Prompt (up to two times): “Tell me the sound the letter makes.”

Scoring Scoring Key:
Overview + 1 point for each correct sound.

Paper/Pencil:

Cross out (or put a slash through) any

sounds identified incorrectly.

Place a bracket after the last sound attempted
by student at the end of 2 minutes.

23

S N3 o

31

O“‘EIH

co kpoF
C)«<b\\n\m
am-ugz\
b HC b

Insight:
Click on any sounds identified incorrectly.

Click on the last sound attempted by Mo
student at end of 2 minutes.

3

3
=
<
o
-
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Wait Rule

If student pauses for 3 seconds, say the sound, mark it incorrect, and point to the next
letter. Do not score the letter ‘M’ used in the demo.

Discontinue
Rule

» Discontinue after 2 minutes or when student reaches end of list.

What is Before:
Administered | . jrreqular Words is typically administered prior the Letter Sounds. However, the order of
Before and administration can be changed.
After? After:
+ If student is at benchmark on Letter Sounds, then discontinue the Orthographic Mapping
subtest.
o BOY kindergarten: Administer NLM Listening subtest.
o MQY kindergarten+: Administer Decoding Inventory subtest.
+ If student is not at benchmark on Letter Sounds, then administer Letter Names target.
+ The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.
Reminders » Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

» Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

+ This is a timed test. The student has 2 minutes to name as many sounds as they can.

» Use the benchmark table provided at the bottom of the protocol form to determine
whether the student met benchmark expectations. Benchmark expectations are also
available in this manual.

* Record Response Patterns and take additional notes as needed.
» Any appropriate letter sounds are correct (e.g., long/short vowels, guh / juh for ‘g’).
* Do not let the student skip a row.

« If student begins to read from top to bottom, or points randomly, say, “Go this way” and
move your finger from left to right along the row. This reminder can only be given one
time.

« If a student stops and it appears that they are not certain if they should continue, say
“keep going”. Say as often as necessary.

« If student loses their place, point to where they left off to help them find their place in the
row. Do this as often as necessary.

+ Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: DDM

M h n w u d v X H

J m n N n Vv G P n
k f C v u j n B Y

T r n E u

R o L t u A m m

Specific Guidelines for Scoring the Letter Sounds Target

If student struggles identifying
the sound of a letter for

more than 3 seconds, say

the sound for them and have
them move on.

Any acceptable sound for Y
is counted as correct.

Students can produce the
long or short vowel sounds.

If the student is at benchmark,
discontinue the Orthographic
Mapping subtest. If not

LETTER SOUNDS SCORE = 44 /61

First Grade
MOY EOY |BOY

44

Grade Pre-K
Benchmark Period | EOY BOY

10

Kindergarten

Irregular Words 53 53 58 58

MOY EOY

at benchmark, consider
administering the Letter

Second Grade Sounds target.

BOY MOY EOY

+ In the Letter Sounds target, students are asked
to produce the sounds of a series of letters. One
point is assigned for each correct letter sound.
The examiner clicks on or puts a slash / through
incorrect sounds. Any appropriate letter-sounds
are counted as correct (e.g., long / short vowels,
different sounds for y or x or g etc.).

If a student pauses or struggles for 3 seconds,
the examiner says the sound, marks it as
incorrect, and then points to the next letter. The
total number of correct letter sounds is calculated
and entered into the Correct Sounds box, or is
calculated automatically in Insight. This target is
discontinued when a student is finished with all
the letters, or when 2 minutes have expired, or
when it is clear the student does not know letter
sounds. The assessment is timed in order to
measure automaticity

The digital assessment, accessed through

the Insight system, allows for the electronic
administration and scoring of the DDM. To
score the digital Letter Sounds target, start the
timer and click on the letter sounds identified
incorrectly by the student.

Even if a student meets the benchmark criteria
on Irregular Words, Letter Sounds should be
administered in most cases. This is because both
irregular words and letter sounds are important
skills to master and monitor for mastery and
growth over time. Nevertheless, because letter
sound knowledge is a constrained skill, it may
not be necessary to administer the Letter Sounds
target if the student has previously demonstrated
mastery in letter sounds.

If the test is being administered traditionally
(paper/pencil) to a first grade student in the
middle of the school year (MOY), the examiner
would quickly reference the table at the bottom
of the protocol form and would note that the
benchmark is 58. The examiner would note
that this student did not meet the benchmark
expectation with a score of 44.

More specific cut point information can be
obtained by referring to the comprehensive
benchmark tables found in this manual, which
includes benchmark and multiple risk cut points.
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ADMINISTRATION & SCORING: DDM

Orthographic Mapping (OM) TARGET: Letter Names

DDM® o

TARGET: Letter Names Administer if benchmark was NOT met on Letter Sounds above

SCRIPT SCORING: Put a slash (/) through incorrect letters. If student pauses
i . for 3 seconds, say the letter, mark it incorrect, and point to the next
Display Letter Names from benchmark student stimulus book. letter. After 2 minutes, place bracket (1) after last letter name student
SAY: “Letters have names.” Point to the ‘O’ says. Do not score the letter ‘O’ used in the demo. If student doesn’t
w . o i know any letter names in the first row, SAY: “Look at the rest of these
SAY: “The name of this letter is /6/. Say /6/. letters and tell me the ones that you know.”
SAY: “All these letters have names. | want you to tell me the @ t B T 7

names of these letters.”
Point to the first letter ‘t’. SAY: “Go.”
O Start the 2 minute timer.
Corrective Prompt (2x max): “Tell me the name of the letter.”

wc Te -
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LETTER NAMES
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Construct Orthographic Mapping

Measured This subtest primarily relates to the word recognition strand in Scarborough’s reading
model and falls under the umbrella of Sight Recognition. This subtest measures a student’s
ability to recognize temporarily and permanently irregularly spelled words, letter names, and
letter sounds.

Construct » Letters are graphemes upon which phonemes are mapped

Significance | . A student’s ability to automatically recognize letter names is a strong predictor of
and future decoding ability

Connections

Assessment There are no benchmark Expectations for Letter Names.

Schedule Mapping letter “names” onto English letters is conceptually the same as mapping letter
“sounds.” Learning letter “sounds”, however, is necessary for learning to decode.

Time 2 minutes. This is a timed test.

Prompts + “All these letters have names. | want you to tell me the names of these letters.”
« If student doesn’t know any letter names in the first row, say, “Look at the rest of these

letters and tell me the ones that you know.”

+ Corrective Prompt (up to two times): “Tell me the name of the letter.”

Scoring Scoring Key:

Overview « 1 point for each letter name identified correctly.

Paper/Pencil:

Cross out (or put a slash through) any
letter names identified incorrectly.

Place a bracket after the last letter name
attempted by student at the end of 2 minutes.

Insight: o B z::8

w
Click on any letter names identified incorrectly. 8 » x P8 » « ¢+ PR v o W9

Click on the last letter name attempted by
student at end of 2 minutes.

23

3
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ADMINISTRATION & SCORING: DDM

Wait Rule

If student pauses for 3 seconds, say the letter name, mark it incorrect, and point to the next
letter. Do not score the letter ‘O’ used in the demo.

Discontinue
Rule

» Discontinue after 2 minutes or when student reaches end of list.

What is Before:
Administered | . | etter Sounds is typically administered prior the Letter Names. However, the order of
Before and administration can be changed.
After? After:
+ BOY kindergarten: Administer NLM Listening subtest.
* MOY kindergarten+: Administer Decoding Inventory subtest.
» The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the
PEARL and DYMOND can also help identify students who have dyslexia.
Reminders + Turn on your audio recorder. Email audio files to Language Dynamics Group at sales@

languagedynamicsgroup.com if LDG is contracted to help with scoring and data entry.

+ Standardized administration is essential. Booklets and online instructions include scripts
for examiners to follow that help to ensure each subtest is administered the same every
time.

» This is a timed test. The student has 2 minutes to name as many letters as they can.
+ Benchmark expectations are available in this manual.

+ Record Response Patterns and take additional notes as needed.

« Any appropriate letter names are correct.

* Do not let the student skip a row.

« If student begins to read from top to bottom, or points randomly, say, “Go this way” and
move your finger from left to right along the row. This reminder can only be given one
time.

+ If a student stops and it appears that they are not certain if they should continue, say
“keep going”. Say as often as necessary.

+ If student loses their place, point to where they left off to help them find their place in the
row. Do this as often as necessary.

* Do not mark differences in pronunciation due to dialect, speech sound errors (articulation
errors), or influence of a language other than English.
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ADMINISTRATION & SCORING: DDM
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Specific Guidelines for Scoring the Letter Sounds Target

If student struggles identifying
the sound of a letter for

more than 3 seconds, say

the sound for them and have
them move on.

Any acceptable sound for Y
is counted as correct.

Students can produce the
long or short vowel sounds.

If the student is at benchmark,
discontinue the Orthographic
Mapping subtest. If not

LETTER SOUNDS SCORE = 44 /61

First Grade
MOY EOY |BOY

44

Grade Pre-K
Benchmark Period | EOY BOY

10

Kindergarten

Irregular Words 53 53 58 58

MOY EOY

at benchmark, consider
administering the Letter

Second Grade Sounds target.

BOY MOY EOY

+ In the Letter Sounds target, students are asked
to produce the sounds of a series of letters. One
point is assigned for each correct letter sound.
The examiner clicks on or puts a slash / through
incorrect sounds. Any appropriate letter-sounds
are counted as correct (e.g., long / short vowels,
different sounds for y or x or g etc.).

If a student pauses or struggles for 3 seconds,
the examiner says the sound, marks it as
incorrect, and then points to the next letter. The
total number of correct letter sounds is calculated
and entered into the Correct Sounds box, or is
calculated automatically in Insight. This target is
discontinued when a student is finished with all
the letters, or when 2 minutes have expired, or
when it is clear the student does not know letter
sounds. The assessment is timed in order to
measure automaticity

The digital assessment, accessed through

the Insight system, allows for the electronic
administration and scoring of the DDM. To
score the digital Letter Sounds target, start the
timer and click on the letter sounds identified
incorrectly by the student.

Even if a student meets the benchmark criteria
on Irregular Words, Letter Sounds should be
administered in most cases. This is because both
irregular words and letter sounds are important
skills to master and monitor for mastery and
growth over time. Nevertheless, because letter
sound knowledge is a constrained skill, it may
not be necessary to administer the Letter Sounds
target if the student has previously demonstrated
mastery in letter sounds.

If the test is being administered traditionally
(paper/pencil) to a first grade student in the
middle of the school year (MOY), the examiner
would quickly reference the table at the bottom
of the protocol form and would note that the
benchmark is 58. The examiner would note
that this student did not meet the benchmark
expectation with a score of 44.

More specific cut point information can be
obtained by referring to the comprehensive
benchmark tables found in this manual, which
includes benchmark and multiple risk cut points.
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DDM Decoding Inventory (Dl)

DDM?® Decoding Inventory (DI) Benchmark [l L]

Child Name/lD

SCRIPT

HOW TO SCORE

The majority of English words can be written using six
syllable-spelling conventions. Helping students understand
that longer words can be divided into manageable, syllabic
sections can help with decoding and spelling. It is also
important to determine how well a student can recognize
consistently used bound derivational and inflectional
morphemes (affixes).

Although these morphemes cannot stand alone (they

are not free morphemes), they have meaning. And when

a student can decode those morphemes, they have
established the first step in identifying those morphemes,
upon which meaning can be overlaid. Morphological
awareness facilitates vocabulary comprehension, prosody,
and spelling. It also helps students break longer words into
more manageable parts.

+ Underiine entire word i blended corrctly.

1 point / =1 point

TARGET: Closed Syllables (grades K.5+) BLENDEN ORENORDS |:| 6

v | fap deg gib les pag rud tus baf shil het wan kex zick chom thuz vil cass noff

TARGET: Vowel-Consonant-E (grades 1.5+) BLENDEN HOLEWORDS |:| 6
naze_gude mepe sule wonkide atane | jime tebe goke fene vome rame sove

TARGET: Basic Affixes (grades 1.5+) sLenpEl HOLEWORDS |:| 6  [SQRRECT |:| 6

[Thezes pated senest bruful temness premv | foting unron repog miver dutless giply

TARGET: Vowel Teams (grades 1.5+) aLenoel BOKENORPS 6 4S08RECT [ 7
feep naig touv keat heag goupaik | zay loak zoon soud weok paig shaw hieb roef zow bewk pauk
TARGET: Vowel-R-Controlled (grades 1.5+) sLenoel fokEeomPS [J6  LSoRReCT [T 7
klar ner foarp mour lare lirparg loor rark zair kear zur theer glier searc lourt vour slore
TARGET: Advanced Affixes (grades 2+) aLenoEb RORENORPS [T 6 4S08RECT [ 6
mublion discla_gobic_mavible gopture gepous | bimog frizom nonpiut zikable misdut transbub uniquin virupt

TARGET: Complex Vowels (grades 2+) suenocd Cormterivs 16 +Seatrel []7

Vind nild zough keigh glaught Kghdost | vost grold figh pight wought pough Kaugh
TARGET: Advanced Word Forms (grades 2.5+) eLenoeh coreeevs [ 16 SReerT[]7

wecent smink lomb glistle ohong grombacent brism grunk mank ghosl futle

. CORRECT
OPTIONAL TARGET: Multisyllabic Words in Context (grades 2.5+) Do not include in DI Composite Score  CORRECT D 1

1. David made a new game. He called it Tembog. It used a lot of new words. nembsg/

2. David played the game with a stick that he called a stodrun. Istodrun/ /stodrun/

3. The game also used a big block with a hole in it that he called a goupaik. Igowpak/ 1goopak/ /gowpTk/ IgoopTk/
4. Aplayer throws the stick through the hole in the block. I they miss, it s called a lirparg, lirparg/

5.1 you get the stick through the hole, thatis called a Kighdost. They get one point Ikidosy_/kidost/

6. There are other people in the game called ungobers. They try 1o take the block away. Jingobers/ fingdbers/

7.If they take the block away, then they get a second block called a bimudgelc. Ibimudgek/ /bimadgik/

8. they take the block away again, then they get a golden block called a poughtigild. Ipotigia/ Ipotigiio/
9. they take the block aw ime, then they get a glowing block called a grombacent. | /grombasént/ /grombasént/
0. Once anyone has a glo lock. | lponérat/_iponérat/
1. Each player on the team wears lirmarves

The Decoding Inventory subtests of the CUBED provides an examiner information on how well a
student can (a) decode the syllable types, which are referred to as “targets”, (b) decode affixes, also
referred to as “targets”, and (c) read whole words with those syllable types and affixes.

The DDM Decoding Inventory subtest has nine targets:

- Close Syllables, Vowel-Consonant-E, Basic Affixes, Advanced Affixes, Vowel Teams,
Vowel-R-Controlled, Complex Vowels, Advanced Word Forms, and Multisyllabic Words in

Context

ALL TARGETS

Decoding Inventory (DI)

Construct Decoding

Measured This subtest primarily relates to the word recognition strand in Scarborough’s reading
model and falls under the decoding subskill.

Construct » Written English can be categorized under several syllable-spelling conventions

Significance | - An understanding of these conventions can help students remember how to spell words
and how to pronounce the vowels in new words.

+ Students need to learn how to chunk longer words into manageable parts. Some students
may see a longer word and resort to guessing the word or skipping it.

» Students need to be familiar with syllable-spelling conventions. This can help them read
longer words accurately and fluently and can help with spelling.
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ADMINISTRATION & SCORING: DDM

Construct + Reading syllable patterns is a more advanced decoding skKill, reliant on student

Connections mastery of phonemic awareness and phoneme-grapheme correspondences.

+ Closed Syllables are the most common spelling convention in English. This syllable
pattern accounts for approximately 50 percent of the syllables in written language.

* Vowel-Consonant-E (VCE), also known as magic-e or silent-e contain long vowels
spelled with a single letter, followed by a single consonant, and a silent e.

* An Open Syllable will end with a long vowel sound. An open syllable is spelled with one
vowel letter. This pattern is called an open syllable because there is no consonant after
the vowel.

+ Vowel Teams can be two, three, or four letters. These letter combinations represent
short, long, or diphthong vowel sounds.

+ Vowel-R and R-Controlled syllables (sometimes called “Bossy R”) affect the sound a
vowel is supposed to represent.

» Stable Final Syllable, c-le combinations are found only at the ends of words.

+ Complex Syllables are syllables that contain consonant clusters (i.e., a sequence of two
or three consonant phonemes) spelled with a consonant blend before and/or after the
vowel.

» These syllable patterns are represented in the Decoding Inventory subtest of the CUBED-3.

Assessment MOY Kindergarten to EQY Eighth Grade.

Schedule
Time Varies according to student performance.
Prompts + “Please read these words. They are not real words.”
+ If it appears the student is reading the words using phonology from a language other than
English, say “Read these nonsense words in English.”
» Corrective Prompt (up to two times per word): If student refuses to read, say, “l can’t
help. Just try your best.”
» Corrective Prompt (one time per target): “Remember, these are not real words.”
» Examiners should not penalize a child if a different dialect is being used other than what is
reflected in the tables below.
Scoring Scoring Key:
Overview « 1 point for entire word blended correctly

» 1 point for bolded and underlined target blended correctly (read as one syllable)

Paper/Pencil:
Circle the bolded and underlined targets that the student blends correctly (read as one syllable).
Underline the entire word if blended correctly.

§ WHOLE WORDS
TARGET: Closed Syllables (grades K.5+) BLENDED CORRECTLY & IZI 6
| min sal jom yun quim whav I fap deg gib les pag rud tus baf shil het wan kex zick chom thuz vill cass noff

: WHOLE WORDS
TARGET: Vowel-Consonant-E (grades K.5+) BLENDED CORRECTLY & 6
| naze gude mepe sule wonkide atane jime tebe goke fene vome rame sove

3 i i WHOLE WORDS CORRECT
TARGET: Basic Affixes (grades K.5+) BLENDED CORRECILY & IZI 6 TARGETS = m 6

he. pg (ed) senest b! temness & iv foting unron repog miver dutless giply

: : WHOLE WORDS CORRECT

TARGET: Advanced Affixes (grades 1.5+) BLENDED CORRECTLY o I:I 6 TARGETS = I:I 6

| mubtion discla gobic mavible gopture gepous I bimog trizom nonplut zikable misdut transbub uniquin virupt
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ADMINISTRATION & SCORING: DDM

Scoring Insight:
Overview Closed Syllables and For all other targets:
Vowel-Consonant-E targets: Click on the bolded and underlined targets that the
Click on 1 point if entire word student blends correctly (read as one syllable).
is blended correctly. Click on the remainder of the word if blended correctly.
min 0 1 hezes hez es All Correct
sal o 1 pafed paf ed All Correct
jom ° 1 senest sen est All Correct
Wait Rule No wait rule. Use Examiner judgement.

Discontinue
Rule

» Discontinue after 2 minutes or when student reaches end of list.

What is
Administered
Before and
After?

Before:

« BOY kindergarten to EQY first grade: Orthographic Mapping is typically administered prior

to this subtest.

+ BOY second grade to EQY sixth grade: NLM Reading and/or NLM Listening is typically

administered prior to this subtest.

After:

» Administer the NLM Reading and/or NLM Listening if they have not yet been

administered.

» The Rapid Automatized Naming and Dynamic Assessment of Decoding subtests from the

PEARL and DYMOND can also help identify students who have dyslexia.
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ADMINISTRATION & SCORING: DDM

Specific Guidelines for Scoring DDM Decoding Inventory Targets

TARGET: Closed Syllables

Benchmark Full list
min min (as in pin) /mm/ fap fap (as in tap) /feep/ het het (as in met) /het/
sal sal (as in pal) /sel/ deg deg (as in peg) /deg/ wan wan (as in tan) /ween/
jom jom (as in mom) /jam/ gib gib (as in fib) /gib/ kex kex (as in rex) /keks/
vun vun (as in run) /van/ les les (as in mess) /les/ zick zick (as in pick) /zik/
quim | quim (as in rim) /kwmm/ pag pag (as in rag) /peeg/ chom | chom (as in mom) /ﬁam/
whav | whav (as in have) /wav/ rud rud (as in mud) /rad/ thuz thuz (as in fuzz) /0az/
tus tus (as in fuss) /tas/ vill vill (as in mill) /vil/
baf baf (as in laugh) /baef/ cass | cass (as in sass) /ces/
shil shil (as in pill) /f1l/ noff noff (as in cough) /naf/
TARGET: Vowel-Consonant-E
Benchmark Full list

Acceptable Response Acceptable Response

naze naze (as in daze) /nerz/ jime jime (as in time) /d3=ﬁm/
gude gude (as in rude) /gud/ tebe tebe (as in keep) /tib/
mepe mepe (as in keep) /mip/ goke goke (as in woke) /goak/
sule sule (as in rule) /sul/ fene fene (as in mean) /fin/
wonkine | wonkine (as in mine) /wankam/ vome | vome (as in home) /voam/
atane atane (as in mane) /atam/ rame rame (as in name) Jratm/

sove sove (as in stove) /soav/

if student says ‘suv’ /suv/ say, “what else could this word be?”

TARGET: Basic Affixes
Benchmark

Acceptable Responses

hezes hezes (as in kisses) /heziz/ hezes (as in bezel) /heziz/ hezes (as in pleases) /hiziz/
pafed pafed (as in taped) /pe’fft/ pafed (as in raft) /paeft/ pafed (as in dreaded) /péffed/
senest senest (as in tennis) /senest/ senest (as in scene) /sinest/
bruful bruful (as in ruin) /brufal/ bruful (as in ruffle) /brafal/
temness | temness (as in hem) /temnis/
premiv premiv (as in predefine) /primiv/
if student says ‘pre’ /pre/ as in ‘prep’ say, “what else could this word be?”
Full list
foting foting (as in boating) /foatm/ foting (as in potting) /fatm/
unron unron (as in unwanted) /anran/
repog repog (as in replay) /ripag/ repog (as in repetition) /repag/
miver miver (as in river) /mrve-/ miver (as in diver) /marvo/
dutless | dutless (as in luckless) /datles/
giply giply (as in rippley) /gipli/
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Specific Guidelines for Scoring DDM Decoding Inventory Targets

TARGET: Advanced Affixes
Benchmark

Acceptable Responses

mubtion | mubtion (as in eruption) /mabfon/

discla discla (as in miss) /disclo/ discla (as in claw) /discla/ discla (as in mug) /discla/
gobic gobic (as in rob) /gabik/ gobic (as in robe) /, g&lblk/
mavible | mavible (as in have) /mavibal/
gopture | gopture (as in got) /gaptfo/ gopture (as in go) /goaptfo/
gepous | gepous (as in get) /gepas/ gepous (geese) /gipas/
Full list

bimog bimog (as in bite) /barmag/

trizom if student says ‘beemog’ /bimag/ say, “what else could this word be?”

nonplut | trizom (as in try) /trarzoam/

zikable mubtion (as in eruption) /mabfon/

misdut discla (as in miss) /drsclo/

transbub | gobic (as in rob) /gabrk/

uniquin mavible (as in have) /mevibal/

virupt gopture (as in got) /gaptfo-/

TARGET: Vowel Teams

Benchmark
feep feep (as in jeep) /fip/
naig naig (as in aim) /naﬁg/
touv touv (as in loud) ftaov/ | touv (as in soup) /tuv/ | touv (as touch) /tav/
keat keat (as in meat) /kit/
heag heag (as in head) /heg/ heag (as in steak) /harg/
goupaik | goupaik (as in soup) / gupe?k/ goupaik (as in loud) / gaAUpak/
Full list
zay feep (as in jeep) /fip/
loak naig (as in aim) /narg/
zoon touv (as in loud) /tavv/ touv (as in soup) /tuv/ touv (as touch) /tav/
soud keat (as in meat) /kit/
wook heag (as in head) /heg/ heag (as in steak) /harg/
poig goupaik (as in soup) /gupetk/ goupaik (as in loud) /gavpeik/
shaw shaw (as in paw) /fa/
(‘aw’ 1s not a vowel team, but it is not a complex vowel nor is it an advanced word form, so it was listed here)
hieb hieb (as in pie) /herb/ hieb (as in piece) /hib/
roef roef (as in toe) [roaf]
Zow zow (as in cow) /zav/ zow (as in snow) /z0a/
(‘ow’ is not a vowel team, but it is not a complex vowel nor is it an advanced
word form, so it was listed here)
bewk bewk (as in new) /buk/
(‘ew’ is not a vowel team, but it is not a complex vowel nor is it an advanced word form, so it was listed here)
pauk pauk (as in nock) /pak/
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Specific Guidelines for Scoring DDM Decoding Inventory Targets
TARGET: Vowel-R-Controlled
Benchmark Full list
klar klar (as in car) /klar/ tor tor (as in or) /tor/
ner ner (as in her) /n3/ wir wir (as in fir) /we-/
foarp foarp (as in boar) /forp/ ploor ploor (as in or) /plor/
mour mour (as in flower) /mave/ rark rark (as in mark) /rark/
mour (as in four) /mor/ Zair zair (as in hair) /zer/
lare lare (as in care) /ler/ kear kear (as in car) /Kir/
lirparg lirparg (as in fir and car) /lirparg/ Sur zur (as in fur) /2o
theer theer (as in deer) /0ir/
glier glier (as in deer) /glir/
searc searc (as in bird) /sirk/
searc (as in near) /sirk/
lourt lourt (as in sport) /lort/
vour vour (shower) /fave/
slore slore (as in snore) /slor/
TARGET: Complex Vowels
Benchmark
Acceptable Responses
vind vind (as in kind) /vamd/ vind (as in pin) /vind/
nild nild (as in child) /naild/ nild (as in guild) /nild/
zough zough (as in now) /zao/ zough (as in no) /zoa/ zough (as in bought) /za/ | zough (as in tough)
keigh keigh (as in key) /ki/ keigh (as in skate) /ker/ keigh (as in site) Jkar/
glaught | glaught (as in saw) /glat/
kighdost kighdost (as in kite and
most) /kardast/
Full list
vost vost (as in most) /voast/ vost (as in lost) /vast/
grold grold (as in old) /grald/
figh figh (as in hi) /far/
pight pight (as in hi) /part/
wought wought (as in shot) /wat/
pough pough (as in dough) /poAa/ pough (as in bought) /pa/ | pough (as in tough) /pa/
klaugh klaugh (as in laugh) /klef/ | klaugh (as in claw) /kla/

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com




ADMINISTRATION & SCORING: DDM

Specific Guidelines for Scoring DDM Decoding Inventory Targets

TARGET: Advanced Word Forms

Benchmark
wecent wecent (as in wet) /wesent/ wecent (as in we) /wisent/
smink smink (as in wink) /smik/
lomb lomb (as in comb) /loam/ lomb (as in bomb) /lam/
glistle glistle (as in whistle) /glisal/
ohong ohong (as in oh) /(ﬁhalj/ ohong (as in ah) /ahar/
grombacent | grombacent (as in tom, bass, scent) / grambersent/
Full list
brism brism (as in prism) /brism/
grunk grunk (as in skunk) /grank/
mank mank (as in bank) /memk/
ghosl ghosl (as in floss) /gasel/
futle futle (as in putt) /fatol/ futle (as in few) /fjutal/
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CUBED-3 INTERPRETATION

An examiner must interpret the data collected from a test so that decisions and actions can be made.

If a test does not provide guidelines for clear interpretation, then that test lacks validity. The CUBED-3
provides two different ways to interpret test results. The first approach is through criterion-referencing,
and the second approach is through norm-referencing.

Criterion-Referenced Interpretation

When CUBED-3 results are interpreted through a criterion-referenced lens, examiners use raw scores
to represent a student’s performance (e.g., 25 correct words per minute), and make a determination
about whether the student’s scores meet expectations according to a pre-defined criterion (e.g., 45
correct words per minute). The simplest way to characterize student performance on a criterion-
referenced test is to use a binary classification system that sorts students according to whether they
do or do not meet expectations. However, many criterion-referenced assessments, including the
CUBED-3, provide more specified characterizations of student performance. With the CUBED-3,
students can be categorized as “at benchmark” if they meet criteria, at “moderate risk” if their
performance is moderately lower than expected, and at “high risk” if their performance is very low.
Risk status refers to the extent to which a student is at risk for experiencing difficulty in the specific
domain being tested.

In conjunction with these three classifications (benchmark, moderate risk, high risk), one additional
classifying tier, “advanced”, is available for students significantly above benchmark on some of the
CUBED-3 measures. This finer-tuned classification allows for greater differentiation of students who
would otherwise be grouped together in the benchmark category.

The CUBED-3 has different criteria for adequate performance (or benchmarks) depending on the
measure. The CUBED-3 criteria are based on three major sources of information: a) national and state
education standards, such as the Common Core State Standards, b) research that has identified the
necessary criteria for academic success, including regression analysis, and c¢) current norms, which
were mostly used as a baseline reference upon which the (often higher) criteria were established.

The following tables display the cut points for key CUBED-3 assessments for the beginning of the
school year (BOY), middles of the school year (MOY), and end of the school year (EOY) across all
grades.
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CUBED-3 BENCHMARKS

AND RISK CUT POINTS

KeY CUBED® Composite

Above benchmark expectations Pre nary Composite Cut Points

G IR G TA I >45 >45 >188 >311 >317

Moderately below benchmark expectations <44 <44 <187 <310 <316

Significantly below benchmark expectations m EOY BOY BOY BOY BOY
PreK Kindergarten | First Grade |[Second Grade| Third Grade

NLM?® Listening

NLM Retell

10 10 11 13 15 17 20 23 24 26 30 34 39
6 7 10 1 12 14 16 18 20 23 25 29 34
4-5 4-6 7-9 8-10 5-11 1113 12-15 917 16-19 17-23 18-24 18-28 19-33
0-3 0-3 0-6 0-7 0-4 0-10 0-11 0-8 0-15 0-16 0-17 0-17 0-18
14 18 18 22 23 24 24 25 26 26 27 29
7-14 1417 15-17 18-21 20-22 21-23 19-23 21-24 22-25 22-25 24-26 25-28
0-6 0-13 0-14 0-17 0-19 0-20 0-18 0-20 0-21 0-21 0-23 0-24
BOY MOY EOY BOY MOY EOY BOY MoY EOY BOY MOY EOY BOY MOY EOY
PreK Kindergarten First Grade Second Grade Third Grade

NLM® Reading

NLM Retell

15 17 20 23 24 26 30 34 39 = = = = = = = = = = = = = = =

12 14 16 18 20 23 25 29 34 30 31 32 33 36 37 37 38 40 40 40 40 40 40 40

5-11 | 11-13 | 12-15 | 9-17 | 16-19 | 17-22 | 18-24 | 18-28 | 19-33 | 15-29 [ 17-30 | 20-31 | 19-32 | 21-35 | 24-36 | 24-36 | 27-37 | 29-39 | 29-39 | 29-39 | 29-39 | 29-39 | 29-39 | 29-39

0-4 | 0-10 | 0-11 0-8 0-15 | 0-16 | 0-17 | 0-17 | 0-18 | 0-14 | 0-16 | 0-19 | 0-18 | 0-20 | 0-23 | 0-23 | 0-26 | 0-28 | 0-28 | 0-28 | 0-28 | 0-28 | 0-28 | 0-28

NLM Questions
22 | 23 | 24 | 24 | 25 | 26 | 26 | 27 | 29 | 20 | 20 | 21 | 21 | 22 | 22 | 22 | 23 | 23 | 23 | 23 | 23 | 23 | 23 | 23

18-21 | 20-22 | 21-23 | 19-23 | 21-24 | 22-25 | 22-25 | 24-26 | 25-28 | 12-19 | 12-19 | 13-20 | 13-20 | 14-21 | 15-21 | 15-21 | 16-22 | 17-22 | 17-22 | 17-22 | 17-22 | 17-22 | 17-22 | 17-22

0-17 | 0-19 | 0-20 | 0-18 | 0-20 | 0-21 | 0-21 | 0-23 | 0-24 | 0-11 | 0-11 | 0-12 | 0-12 | 0-13 | 0-14 | 0-14 | 0-15 | 0-16 | 0-16 | 0-16 | 0-16 | 0-16 [ 0-16 | 0-16

Decoding Fluency

31 34 66 85 109 125 109 118 118 122 137 151 139 150 159 152 157 166 156 165 177 161 173 177

10 22 48 47 73 87 73 89 93 92 | 103 | 115 | 101 | 114 | 123 | 120 | 121 | 132 | 138 | 138 | 138 | 138 | 138 | 138
65% | 80% | 91% | 92% | 96% | 96% | 96% | 97% | 97% | 97% | 97% | 97% | 97% | 97% | 97% | 97% | 97% | 97% | 98% | 98% | 98% | 98% | 98% | 98%

5-9 | 12-21 | 22-47 | 27-46 | 41-72 | 54-86 | 53-72 | 66-88 | 68-92 | 71-91 [70-102 | 87-114 | 74-100 | 92-113 | 94-122 | 96-119 | 93-120 |102-131| 80-137 | 89-137 | 99-137 | 78-137 | 85-137 | 98-137

0-4 | 0-11 | 0-21 | 0-26 | 0-40 | 0-53 | 0-52  0-65 [ 0-67 | 0-70 | 0-69 | 0-86 | 0-73 | 0-91 [ 0-93 | 0-95 | 0-92 | 0-101 | 0-79 | 0-88 | 0-98 | 0-77 | 0-84 | 0-97

BOY Moy EOY BOY Moy EOY BOY MOy EQY BOY MOY EOY BOY MOy EOY BOY MOy EOY BOY MOy EOY BOY MOY EOY

First Grade Second Grade Third Grade Fourth Grade Fifth Grade Sixth Grade | Seventh Grade | Eighth Grade
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BENCHMARKS AND RISK CUT POINTS

DDM?® Decoding Inventory

TARGET: Closed Syllables

4 5 5 - - - - - . -
2 3 3 4 5 5 5 6 6 6 6 6 6 6
1 2 2 3 4 4 4 5 5 5 5 5 5 5
0 0-1 0-1 0-2 0-3 0-3 0-3 0-4 0-4 0-4 0-4 0-4 0-4 0-4
4 4 5 - - - - - - - -
1 2 2 3 5 5 6 6 5 6 6
0 1 1 2 4 4 5 5 4 5 5
0 0 0-1 0-3 03 0-4 0-4 0-3 0-4 0-4

TARGET: Basic Affixes

4 5 5 6 - - - - - - -
2 3 3 4 4 5 5 5 5 5 5
1 2 2 3 3 4 4 4 4 4 4
0 0-1 0-1 0-2 0-2 0-3 0-3 0-3 0-3 0-3 0-3
TARGET: Vowel Teams
4 5 5 6 - - - - - - -
1 3 3 4 5 5 5 6 6 6 6
0 1-2 1-2 2-3 3-4 3-4 3-4 4-5 5 5 5
0 0 0-1 0-2 0-2 0-2 0-3 0-4 0-4 0-4

TARGET: Vowel-R-Controlled

4 4 4 6 7 7 - - - - -
1 1 1 4 5 5 6 6 6 6 6
0 0 0 3 4 4 4-5 4-5 5 5 5
0-2 0-3 0-3 0-3 0-3 0-4 0-4 0-4
TARGET: Advanced Affixes
3 3 4 5 5 - - - - -
1 1 2 3 3 4 5 5 5 5
0 0 1 2 2 2-3 3-4 4 4 4
0 0-1 0-1 0-1 0-2 0-3 0-3 0-3
TARGET: Complex Vowels
5 5 7 7 - - - - -
1 2 3 3 4 5 5 5 5
0 1 2 2 3 4 4 4 4
0 0-1 0-1 0-2 0-3 0-3 0-3 0-3
TARGET: Advanced Word Forms
5 6 6 - - - - -
1 2 2 3 4 5 5 5
0 1 1 2 3 4 4 4
0 0 0-1 0-2 0-3 0-3 0-3

BOY MOY EOY BOY MOY EOY BOY MOY EOY BOY MOY EOY BOY MOY EOY
Kindergarten First Grade Second Grade Third Grade Fourth Grade+
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BENCHMARKS AND RISK CUT POINTS

DDM?® Orthographic Mapping

TARGET: Irregular Words (1 minute)

12 15 26 26 36 41 41
3 7 12 12 30 35 35 40 40
0-2 4-6 8-11 8-11 15-29 20-34 20-34 35-39 35-39
0-3 0-7 0-7 0-14 0-19 0-19 0-34 0-34

TARGET: Letter Sounds (1 minute)

10 10 25 35 35 46 = - o o
5 5 15 30 30 35 43 - - -

0-4 0-4 6-14 19-29 19-29 27-34 31-42 ° - =
0-5 0-18 0-18 0-26 0-30 = = o

TARGET: Letter Names Norms (2 minutes)

75th Percentile 10 37 43 52 - - = o - -
40th Percentile 5 10 25 50 - - 5 5 = o
16th Percentile 0-1 3 14 47 - - = o - -
10th Percentile 0-1 0-11 0-35 - - = o - -

BOY MOY EOY BOY Moy EOY BOY MOY EOY BOY MOy EOY

PreK Kindergarten First Grade Second Grade
DDM?® Phonemic Awareness DDM?® Phoneme Manipulation
28 | 31 - - - - - - - 4 4 - - -
14 | 27 | 29 | 30 | 30 | 30 [ 30 | 30 | 30 2 2 3 3 3
2-13 | 20-26 | 27-28 | 28-29 | 28-29 | 28-29 | 28-29 | 28-29 | 28-29 1 1 2 2 2
0-1 | 0-19 | 0-26 | 0-27 | 0-27 | 0-27 | 0-27 | 0-27 | 0-27 0 0 0-1 0-1 0-1
TARGET: Phoneme Blending TARGET: Phoneme Addition
5 5 5 - - - - - 4 4 5 -
4 4 4 4 4 = : : 2 2 4 4 4
3 3 3 3 3 - - - 1 1 3 3 3
02 | 02 | 02 | 02 | 02 - - - 0 0 0-2 0-2 0-2
TARGET: First Sounds TARGET: Phoneme Manipulation
16 19 20 20 - - - - - - 4 4 5
10 | 16 | 19 | 19 [ 19 | 19 | 19 = = = 2 2 4 4 4
1-9 10-15 | 16-18 | 17-18 18 18 18 1 1 3 3 3
0 0 02 02 02
BOY MoY EOY BOY MoY EOY
9 10 - - - - - - - - First Grade Second Grade
6 7 10 [ 10 | 10 | 10 | 10
2-5 3-6 9 - -
o1 | o2 | 08 [ 09 | 09 | 09 | 09
BOY | MOY | EOY | BOY | MOY | EOY | BOY | MOY | EOY | BOY | MOY | EOY
PreK Kindergarten First Grade Second Grade

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com




RISK RECOMMENDATIONS FLOWCHART

NLM Reading Fluency

[ HIGH RISK]

If student is at MODERATE
or HIGH RISK on Decoding
Fluency on ALL of the
following tests, follow
recommendations on right:

* NLM Reading Retell 1
* NLM Reading Retell 2

No recommendations if
student is at BENCHMARK on
Decoding Fluency on ANY of
the NLM Reading Benchmarks.

NLM Retell

[ HIGH RISk J

If student is at MODERATE or
HIGH RISK on the combined
NLM Questions Score on ALL
of the following tests, review
individual sections and follow
recommendations on right:

* NLM Reading Benchmark 1
* NLM Reading Benchmark 2
* NLM Listening Benchmark

No recommendations if
student is at BENCHMARK
on the combined NLM Retell

Score on ANY of the following:

* NLM Reading Benchmark 1
* NLM Reading Benchmark 2
* NLM Listening Benchmark

CUBED-3 MANUAL |
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Pre-K - First Grade

Reading Fluency

Students who need high intensity intervention for decoding fluency,
accuracy, and prosody should receive 5-15 minutes of practice multiple
times a week, in addition to other classroom-based literacy instruction.
Reading fluency interventions should supplement other interventions
designed to teach word recognition. Once students have learned to
decode at least 85% of the words in a passage, it can be useful to practice
fluency. If a student’s accuracy is low, then he/she needs more phonics or
word recognition instruction. It is essential that fluency intervention does
not exclusively focus on speed reading. There should be considerable
attention on prosody and comprehension. Students should be encouraged
to decode so it sounds like language, not a list of words. Repeatedly
reading passages or completing short one-minute reading sprints can help
students build fluency.

If Episode 1 Story Grammar (Basic)

Complexity (EC1) | Provide 15-30 minutes of explicit instruction in large

score is 0-2: or small groups twice a week. Interventions should be
provided by an educator who has received training in
explicit language instruction. Practice retelling simple
stories (e.g., Story Champs level A stories) that include
a problem, an attempt, and a consequence/ending.

If Sentence Complex Sentences (Basic Episodes)

Complexity (SC) | Students should be encouraged and prompted to use

is 0: complex language structures while retelling a basic

episode narrative. Interventionists should wait until
students can produce a basic episode narrative before
working on these targets. Some appropriate language
complexity targets include “then” and “because.” Then
targets such as “when” and “after” can be introduced.
Students should also be encouraged to use relative
subordinate clauses, where a noun is followed by
relative pronouns such as “who”, “that”, or “which”
(e.g., the boy who was tall).

If Vocabulary
Complexity (VC)
is 0:

Complex Vocabulary
Students should be taught to use more complex, tier 2
words as well as adjectives and adverbs.

www.LanguageDynamicsGroup.com




RISK RECOMMENDATIONS

NLM Questions

[ HIGH RIsK ]

If student is at MODERATE or
HIGH RISK on the combined
NLM Questions Score on ALL
of the following tests, review
individual sections and follow
recommendations on right:

* NLM Reading Retell 1

* NLM Reading Retell 2

* NLM Listening Retell

No recommendations if
student is at BENCHMARK on
the combined NLM Questions
Score on ANY of the following:
* NLM Reading Benchmark 1

* NLM Reading Benchmark 2

* NLM Listening Benchmark

CUBED-3 MANUAL |
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If Factual Questions (FQ)
is 0-7:

If the expository question
(last question from

the Factual Questions
section) is 0 across all

of the NLM Questions
subtests:

If Inferential Vocabulary
(IR) is 0-4 across all of the
NLM Questions subtests:

If Inferential Reasoning
(IR) is 0-6 across all of the
NLM Questions subtests:

www.LanguageDynamicsGroup.com

Pre-K - First Grade

Factual Questions

Students should receive repeated practice
during retell intervention sessions to answer
questions about story grammar elements. Use
the following questions as needed: 1) Who was
the story about? 2) What was his/her problem?
3) How did he/she feel about his/her problem?
4) What did he/she do to fix his/her problem?
5) How did the story end?

Expository

Provide explicit instruction that will help the
student identify important information and
comprehend specific discourse structures.
Provide instruction on how concepts are
connected. Pre-reading, during reading, and
post-reading strategies that emphasize key
words, including new tier 3 and tier 2 words,
graphic organizers, asking questions, marking
text, summarizing, and discussion are helpful.

Inferential Vocabulary

Encourage use of clues in the story to infer
meaning of words and provide definitions of
target vocabulary words.

Inferential Reasoning

Encourage use of clues in the story to infer
meaning of words and provide definitions of
target vocabulary words.




RISK RECOMMENDATIONS

DDM: Orthographic Mapping (OM) Pre-K — First Grade
L HIGH RISK_
If student is at MODERATE Irregular Students who need intervention for irregular words should
or HIGH RISK on ANY Words receive explicit instruction in small groups or individually multiple
of the OM targets, follow times a week, in addition to other classroom-based literacy
recommendations on right: instruction. The smaller the group size the more opportunities to

respond. An empirically supported decoding curriculum should

be used so that the instruction is systematic, intensive, and
No recommendations if effective.
student is at BENCHMARK Irregular words are words that do not follow the standard
across ALL OM targets. phonics rules. This includes high frequency words with irregular

spellings (e.g., the, said, are, come) as well as words for which
the phonics rules will be taught later. For example, the word
like is irregular for a kindergartener who has not yet learned
the silent —e rule, but it is not irregular for a first grader who
has learned the silent —e rule. Because a sounding out strategy
cannot be used to read all of the parts of irregular words,
students must memorize the oral word or part of that oral word
that corresponds to the written word or part of that written word
and be able to produce it in an automatized manner. It can

be helpful to use flash cards or other drill type instruction to
teach irregular words, but it is recommended that, to the extent
possible, students practice irregular words while they read
books instead of in isolation. Irregular words should be taught
and practiced as they appear in the books students read rather
than learning a large set of sight words before students have
seen them in books. It is also important not to introduce irregular
words before students are consistently using a sounding out
strategy for decodable words. Struggling readers may default to
guessing with all words before they have attempted a sounding
out strategy. Therefore, interventionists should be careful not to
encourage early readers to approach decodable words in the
same manner they approach irregular words. It is conceptually
this: the irregular portions of a word are explicitly taught while
the decodable parts of a word are read in the same manner as
any other decodable word.

Letter Students who need to work on letter sounds should practice

Sounds saying the sounds that correspond to each letter. This can be
taught and practiced using flashcards, repeated one-minute
timings, and any other repeated practice strategy. When
introducing letter sounds, it is important that visually and
auditorily similar letters are separated. For example, the sounds
/fl and v/, 1t/ and /d/, /b/ and /d/, /b/ and /p/ are auditorily similar
and the letters b and d, b and p, g and p, n and m are visually
similar. Their introduction should be separated by several
sessions. The more useful letters of s, a, t, m, and i should be
introduced first because students will be able to decode many
words with them. The first letter sounds should be continuous
sounds (e.g., m, s, f, I, r, n). Students should be encouraged to
hold the sound for 2 seconds. Begin teaching letter sounds using
lower case letters instead of upper-case letters. Introduce one
sound for each letter at first, usually the most common sound
(e.g., /k/ for c, not /sss/). Letter sounds can be targeted alongside
letter names, first sounds, and oral phoneme segmenting.
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RISK RECOMMENDATIONS

DDM: Phonemic Awareness (PA) and Pre-K — First Grade

Phoneme Manipulation (PM)

[ HIGH RISK
If student is at MODERATE Phonemic
or HIGH RISK on ANY Awareness

PA and PM targets, follow
recommendations on right:

No recommendations if
student is at BENCHMARK
across ALL PA and PM

targets.
9 Phoneme

Segmentation
and Phoneme
Blending

Phoneme First
Sounds and
Continuous
Phoneme
Blending

Phoneme
Manipulation
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Phonemic awareness is a meta-linguistic skill that enables
word recognition and spelling. Performance on phonemic
awareness tasks can help predict whether a student will

likely meet future decoding/word-recognition expectations.
Instruction in speech-sound awareness can prevent and
mitigate spelling difficulties (Adams, Foorman, Lundberg,

& Beeler, 1998; Gillon, 2004; NICHD, 2000; Rath, 2001).
Explicit instruction in speech sounds also accelerates learning
of the alphabetic code.

Students who need to work on phoneme segmentation
and/or blending should practice segmenting and blending
words orally. The focus should be on the individual sounds
(phonemes) of each word beginning with simple consonant-
vowel (e.g., see, me), vowel-consonant (e.g., if, on), and
consonant-vowel-consent words (e.g., man, sun). It may be
helpful to teach students to say words the slow way without
stopping between sounds before teaching them to isolate
each sound in the word. For example, first teach, “Say ‘man’
the slow way.” “mmmaaannn.” Then teach, “Say all the
sounds in the word man.” “/mm/ /aa/ /nn/.” Interventionists
may choose to use visuals such as holding up a finger or
moving a small chip each time a different sound in the word is
produced. Phoneme segmentation can be targeted alongside
oral phoneme blending, letter sounds, and letter names.

Students who need to work on identifying the first sound

in words should receive repeated practice with a variety of
words. It may be helpful to begin first sound instruction with
onset-rime segmentation in which the same ending has many
different onset sounds. For example, many initial sounds

can be added to the ending —an to make tan, pan, man, can,
fan, and ran. To the extent possible, this activity should be
integrated with letters so that the visuals can help students
understand that each letter makes its own sound. As students
are able to identify the first sound of simpler, single-syllable
words, it is appropriate to have them practice identifying first
sounds of more complex words. First sounds can be targeted
alongside letter sounds and letter names.

“Phonological manipulation tasks are the best measures

of the phonological awareness skills needed for reading

because they are the best predictors of word-level reading

proficiency” (Kilpatrick, 2015; p.155)

+ Adding, deleting, and substituting phonemes is the layer
of phonemic awareness that is the most closely related to
reading connected text (Kilpatrick, 2015)

* Phoneme manipulation might be helpful for students who
are not able to orthographically map words.




RISK RECOMMENDATIONS

DDM: Decoding Inventory (DI) — Closed Syllables target GRSl el

[ HIGH RISK

If student is at MODERATE
or HIGH RISK on Closed
Syllables target, follow
recommendations on right:

BENCHMARK

No recommendations if
student is at BENCHMARK
on Closed Syllables target.

Decoding (CVC)

Students who are unable to blend simple consonant-vowel-consonant (CVC)
words should be taught to decode simple words with V-C, C-V, or CVC
patterns (e.g., am, me, man) before reading words with letter combinations
and more complex patterns (e.g., sh, th, ea, ou, ar, ir). They should receive
intervention that teaches a letter-by-letter sounding out strategy because it
has several advantages over word family and analogy decoding strategies.
One advantage of the letter-by-letter sounding out strategy is that students are
taught to observe each letter and not rely on an auditory rime (e.g., cat, sat,
mat, fat). Another advantage is the letter-by-letter strategy enables transfer of
the decoding skill to words that have not been taught.

DDM: Decoding Inventory (DI) — All other targets

[ HIGH RISK

If student is at MODERATE
or HIGH RISK on ANY of
the other DI targets, follow
recommendations on right:

No recommendations if
student is at BENCHMARK
on ALL other DI targets.
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Decoding (Higher Level Targets)

Students who can read simple CVC words but not words with letter
combinations or more complex patterns should be taught various word
patterns beginning with patterns that occur most frequently in words they will
encounter. There are several types of letter combinations, including consonant
digraphs (e.g., sh, th, ph), vowel digraphs (e.g., ee, ea, 00), diphthongs (e.g.,
oi, ou), and r- and |-controlled vowels (ar, ir, ol). Diagraphs consists of two
letters that represent one sound. In a diphthong, two consecutive vowels
contribute to the unique sound. Vowels followed by an r or an | that influence
the way in which it is spoken are called r- or I-controlled vowels. Before
teaching the silent —e rule, students need to know the long and short sounds
associated with each vowel. Once teaching of the silent —e rule, it is helpful
for students to decode CVC words and then decode the same word with the
—e added to the end. For example, students should be able to change rat to
rate and sit to site. It is also appropriate to point to the —e at the end of the
word before students begin to decode it. This draws attention to the —e and
its influence on the vowel. As a letter combination is introduced, students will
need many opportunities to read lists of words with these patterns in them.
The Decoding Inventory subtest of the CUBED can provide an inventory of the
syllable types a student can decode, use the information from this subtest to
guide instruction.




RISK RECOMMENDATIONS

NLM Reading Fluency Second Grade +

CEID

If student is at MODERATE
or HIGH RISK on Decoding
Fluency on ALL of the
following tests, follow
recommendations on right:

Reading Fluency

Students who need high intensity intervention for decoding fluency,
accuracy, and prosody should receive 5-15 minutes of practice multiple
times a week, in addition to other classroom-based literacy instruction.
Reading fluency interventions should supplement other interventions

* NLM Reading Retell 1
* NLM Reading Retell 2

No recommendations if
student is at BENCHMARK on
Decoding Fluency on ANY of
the NLM Reading Benchmarks.

NLM Retell

CEID

If student is at MODERATE or
HIGH RISK on the combined
NLM Questions Score on ALL
of the following tests, review
individual sections and follow
recommendations on right:

* NLM Reading Benchmark 1
* NLM Reading Benchmark 2
* NLM Listening Benchmark

No recommendations if
student is at BENCHMARK
on the combined NLM Retell
Score on ANY of the following:
* NLM Reading Benchmark 1

* NLM Reading Benchmark 2
* NLM Listening Benchmark

CUBED-3 MANUAL |

designed to teach word recognition. Once students have learned to decode
at least 85% of the words in a passage, it can be useful to practice fluency.
If a student’s accuracy is low, then he/she needs more phonics or word
recognition instruction. It is essential that fluency intervention does not
exclusively focus on speed reading. There should be considerable attention
on prosody and comprehension. Students should be encouraged to
decode so it sounds like language, not a list of words. Repeatedly reading
passages or completing short one-minute reading sprints can help students

build fluency.

If Episode 1
Complexity

(EC1) score
is 0-2

OR

Episode 2
Complexity
(EC2) score
is 0-2:

If Sentence
Complexity
(SC)is 0:

If Vocabulary
Complexity
(VC)is 0:

© 2023 Language Dynamics Group, LLC. |

Story Grammar (Basic)

Provide 15-30 minutes of explicit instruction in large or small
groups twice a week. Interventions should be provided by
an educator who has received training in explicit language
instruction. Practice retelling simple stories (e.g., Story
Champs level A stories) that include a problem, an attempt,
and a consequence/ending.

Story Grammar (Advanced)

Moderate intensity: 30 minutes of explicit instruction in small
groups once or twice a week. Encourage to include two

sets of problems, attempts, and consequences in retells.
Second grade or higher should be able to retell dual episode
narratives. Story Champs Level J stories and selected
children’s literature can be used to help.

Complex Sentences (Enhanced/Dual Episodes)
Encourage and prompt complex language structures while
retelling dual episode narratives, generating narratives,
and during exposition. No need to wait until students can
produce dual episodes to encourage language complexity
targets. Targets: because, so that, when, after, and
modifiers. Students should also be encouraged to use
relative subordinate clauses, where a noun is followed

by relative pronouns such as “who”, “that”, or “which”
(e.g., the boy who was tall). Advanced intervention can

be contextualized using Story Champs stories Levels C-I,
children’s literature, and informational text.

Complex Vocabulary (Enhanced/Dual Episodes)
Encourage and prompt use of less common, academic
words while retelling stories, generating stories, and
exposition. Help the student provide definitions of target
vocabulary words. Story Champs level J stories and children’s
literature can be useful. Use narratives and informational
texts from the student’s curriculum.
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RISK RECOMMENDATIONS

NLM Questions

[ HIGH RISK ]

If student is at MODERATE or
HIGH RISK on the combined
NLM Questions Score on ALL
of the following tests, review
individual sections and follow
recommendations on right:

* NLM Reading Retell 1

* NLM Reading Retell 2

* NLM Listening Retell

No recommendations if
student is at BENCHMARK on
the combined NLM Questions
Score on ANY of the following:
* NLM Reading Benchmark 1

* NLM Reading Benchmark 2
* NLM Listening Benchmark

CUBED-3 MANUAL |
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If Factual Questions (FQ)
is 0-8:

If the expository question
(last question from

the Factual Questions
section) is 0 across all

of the NLM Questions
subtests:

If Inferential Vocabulary
(IR) is 0-4 across all of the
NLM Questions subtests:

If Inferential Reasoning
(IR) is 0-6 across all of the
NLM Questions subtests:

www.LanguageDynamicsGroup.com

Second Grade +

Factual Questions

Students should receive repeated practice
during retell intervention sessions to answer
questions about story grammar elements. Use
the following questions as needed: 1) Who was
the story about? 2) What was his/her problem?
3) How did he/she feel about his/her problem?
4) What did he/she do to fix his/her problem?
5) How did the story end?

Expository

Provide explicit instruction that will help the
student identify important information and
comprehend specific discourse structures.
Provide instruction on how concepts are
connected. Pre-reading, during reading, and
post-reading strategies that emphasize key
words, including new tier 3 and tier 2 words,
graphic organizers, asking questions, marking
text, summarizing, and discussion are helpful.

Inferential Vocabulary

Encourage use of clues in the story to infer
meaning of words and provide definitions of
target vocabulary words.

Inferential Reasoning

Teach the student how to make inferences
from the text and how to make elaborative
inferences based on background knowledge.




RISK RECOMMENDATIONS

DDM: Phonemic Awareness (PA) and

Phoneme Manipulation (PM)

If student is at MODERATE Phonemic
or HIGH RISK on ANY Awareness
PA and PM targets, follow

recommendations on right:

No recommendations if
student is at BENCHMARK
across ALL PA and PM

targets.

CUBED-3 MANUAL

Phoneme
Segmentation
and Phoneme
Blending

Phoneme First
Sounds and
Continuous
Phoneme
Blending

Phoneme
Manipulation
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Second Grade +

Phonemic awareness is a meta-linguistic skill that enables
word recognition and spelling. Performance on phonemic
awareness tasks can help predict whether a student will
likely meet future decoding/word-recognition expectations.
Instruction in speech-sound awareness can prevent and
mitigate spelling difficulties (Adams, Foorman, Lundberg,
& Beeler, 1998; Gillon, 2004; NICHD, 2000; Rath, 2001).
Explicit instruction in speech sounds also accelerates
learning of the alphabetic code.

Students who need to work on phoneme segmentation
and/or blending should practice segmenting and blending
words orally. The focus should be on the individual sounds
(phonemes) of each word beginning with simple consonant-
vowel (e.g., see, me), vowel-consonant (e.g., if, on), and
consonant-vowel-consent words (e.g., man, sun). It may
be helpful to teach students to say words the slow way
without stopping between sounds before teaching them to
isolate each sound in the word. For example, first teach,
“Say ‘man’ the slow way.” “mmmaaannn.” Then teach,
“Say all the sounds in the word man.” “/mm/ /aa/ /nn/.”
Interventionists may choose to use visuals such as holding
up a finger or moving a small chip each time a different
sound in the word is produced. Phoneme segmentation
can be targeted alongside oral phoneme blending, letter
sounds, and letter names.

Students who need to work on identifying the first sound

in words should receive repeated practice with a variety

of words. It may be helpful to begin first sound instruction
with onset-rime segmentation in which the same ending
has many different onset sounds. For example, many initial
sounds can be added to the ending —an to make tan, pan,
man, can, fan, and ran. To the extent possible, this activity
should be integrated with letters so that the visuals can
help students understand that each letter makes its own
sound. As students are able to identify the first sound of
simpler, single-syllable words, it is appropriate to have them
practice identifying first sounds of more complex words.
First sounds can be targeted alongside letter sounds and
letter names.

“Phonological manipulation tasks are the best measures

of the phonological awareness skills needed for reading

because they are the best predictors of word-level reading

proficiency” (Kilpatrick, 2015; p.155)

+ Adding, deleting, and substituting phonemes is the layer
of phonemic awareness that is the most closely related to
reading connected text (Kilpatrick, 2015)

* Phoneme manipulation might be helpful for students who
are not able to orthographically map words.




RISK RECOMMENDATIONS

DDM: Orthographic Mapping (OM) Second Grade +

[ HIGH RiSK ]

If student is at MODERATE
or HIGH RISK on ANY

of the OM targets, follow
recommendations on right:

No recommendations if
student is at BENCHMARK
across ALL OM targets.

Irregular
Words

Letter
Sounds

Students who need intervention for irregular words should receive
explicit instruction in small groups or individually multiple times

a week, in addition to other classroom-based literacy instruction.
The smaller the group size the more opportunities to respond. An
empirically supported decoding curriculum should be used so that
the instruction is systematic, intensive, and effective.

Irregular words are words that do not follow the standard phonics
rules. This includes high frequency words with irregular spellings
(e.g., the, said, are, come) as well as words for which the phonics
rules will be taught later. For example, the word like is irregular
for a kindergartener who has not yet learned the silent —e rule,
but it is not irregular for a first grader who has learned the silent
—e rule. Because a sounding out strategy cannot be used to

read all of the parts of irregular words, students must memorize
the oral word or part of that oral word that corresponds to the
written word or part of that written word and be able to produce

it in an automatized manner. It can be helpful to use flash cards
or other drill type instruction to teach irregular words, but it is
recommended that, to the extent possible, students practice
irregular words while they read books instead of in isolation.
Irregular words should be taught and practiced as they appear

in the books students read rather than learning a large set of
sight words before students have seen them in books. It is

also important not to introduce irregular words before students
are consistently using a sounding out strategy for decodable
words. Struggling readers may default to guessing with all words
before they have attempted a sounding out strategy. Therefore,
interventionists should be careful not to encourage early readers
to approach decodable words in the same manner they approach
irregular words. It is conceptually this: the irregular portions of a
word are explicitly taught while the decodable parts of a word are
read in the same manner as any other decodable word.

Students who need to work on letter sounds should practice
saying the sounds that correspond to each letter. This can be
taught and practiced using flashcards, repeated one-minute
timings, and any other repeated practice strategy. When
introducing letter sounds, it is important that visually and auditorily
similar letters are separated. For example, the sounds /f/ and

NI, It/ and /d/, Ib/ and /d/, /b/ and /p/ are auditorily similar and the
letters b and d, b and p, g and p, n and m are visually similar.
Their introduction should be separated by several sessions. The
more useful letters of s, a, t, m, and i should be introduced first
because students will be able to decode many words with them.
The first letter sounds should be continuous sounds (e.g., m, s,

f, I, r, n). Students should be encouraged to hold the sound for 2
seconds. Begin teaching letter sounds using lower case letters
instead of upper-case letters. Introduce one sound for each letter
at first, usually the most common sound (e.g., /k/ for ¢, not /
sss/). Letter sounds can be targeted alongside letter names, first
sounds, and oral phoneme segmenting.
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RISK RECOMMENDATIONS

DDM: Decoding Inventory (DI) — Closed Syllables target

CEIX

If student is at MODERATE
or HIGH RISK on Closed
Syllables target, follow
recommendations on right:

No recommendations if
student is at BENCHMARK on
Closed Syllables target.

Second Grade +

Decoding (CVC)

Students who are unable to blend simple consonant-vowel-consonant
(CVC) words should be taught to decode simple words with V-C, C-V,

or CVC patterns (e.g., am, me, man) before reading words with letter
combinations and more complex patterns (e.g., sh, th, ea, ou, ar, ir). They
should receive intervention that teaches a letter-by-letter sounding out
strategy because it has several advantages over word family and analogy
decoding strategies. One advantage of the letter-by-letter sounding out
strategy is that students are taught to observe each letter and not rely on
an auditory rime (e.g., cat, sat, mat, fat). Another advantage is the letter-by-
letter strategy enables transfer of the decoding skill to words that have not
been taught.

DDM: Decoding Inventory (DI) — All other targets

[ HIGH RisK ]

If student is at MODERATE
or HIGH RISK on ANY of
the other DI targets, follow
recommendations on right:

No recommendations if
student is at BENCHMARK on
ALL other DI targets.

CUBED-3 MANUAL |
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Decoding (Higher Level Targets)

Students who can read simple CVC words but not words with letter
combinations or more complex patterns should be taught various word
patterns beginning with patterns that occur most frequently in words they
will encounter. There are several types of letter combinations, including
consonant digraphs (e.g., sh, th, ph), vowel digraphs (e.g., ee, ea, 00),
diphthongs (e.g., 0i, ou), and r- and I-controlled vowels (ar, ir, ol). Diagraphs
consists of two letters that represent one sound. In a diphthong, two
consecutive vowels contribute to the unique sound. Vowels followed by

an r or an | that influence the way in which it is spoken are called r- or
I-controlled vowels. Before teaching the silent —e rule, students need to
know the long and short sounds associated with each vowel. Once teaching
of the silent —e rule, it is helpful for students to decode CVC words and then
decode the same word with the —e added to the end. For example, students
should be able to change rat to rate and sit to site. It is also appropriate to
point to the —e at the end of the word before students begin to decode it.
This draws attention to the —e and its influence on the vowel. As a letter
combination is introduced, students will need many opportunities to read
lists of words with these patterns in them. The Decoding Inventory subtest
of the CUBED can provide an inventory of the syllable types a student can
decode, use the information from this subtest to guide instruction.
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TECHNICAL INFORMATION

Development of CUBED-3 Test Items

In this section, we provide a detailed account of the development process of the CUBED-3. This
information offers evidence of content-description validity. This evidence of validity provides a
rationale for the behaviors the test assesses and establishes how those behaviors are important to the
construct being measured.

Construct Identification, Measured Behaviors, and Test Organization

As discussed in the beginning of this manual, we identified two superordinate constructs that we
intended to measure with the CUBED-3: word recognition and language. To measure the construct of
word recognition, we identified four core behaviors that we wanted to measure based on a thorough
review of the research. We further analyzed those behaviors for underlying skills and processes that
would help identify a student’s zone of proximal development. Those four word-recognition related
behaviors were phonemic awareness (with phoneme segmentation, phoneme blending, first sound
identification, and phoneme blending and three phoneme manipulation tasks: substitution, addition,
and deletion), orthographic mapping (with irregular word reading, letter-sound identification, and
letter-name identification), decoding (with multiple syllable types and affixes), and reading fluency

(with decoding fluency as an index of the correct words read per minute, accuracy, and prosody). To
measure the construct of academic language, we identified core behaviors that we wanted to measure
based on the curriculum standards and a thorough review of the research. Those behaviors were
narrative and expository retelling (assessing the comprehension and production of narrative discourse,
vocabulary complexity, and sentence complexity), comprehension of factual questions (primarily
focused on discourse structure), inferential word learning (assessing the ability to infer the meaning of
unfamiliar words through context), inferential reasoning (text-to-text and text-to-self/world inferencing),
and oral and written narrative production (assessing expressive oral and written language).

Development of the DDM Phonemic Awareness and Phoneme Manipulation Subtests

For the development of the DDM Phonemic Awareness measure, 544 words comprised of two,

three, four, and five sounds were selected from the Dolch high frequency word list. These words

were categorized according to the number of phonemes in each word and according to whether they
contained continuous sounds. Words were then randomly selected from each category and randomly
assigned to the Phoneme Segmentation, Phoneme Blending, First Sounds, and Phoneme Continuous
Blending targets. This resulted in 35 total words. The Phoneme Segmentation target initially had 15
words, the First Sounds target had 10 words, and the Phoneme Continuous Blending target had five
words. Field trials with kindergarten, first, and second grade students indicated that words with five
sounds were too complex for the phoneme segmentation task. Thus, all of the words with five sounds
were removed, resulting in 10 total words for the Phoneme Segmentation target. Ten words were
initially selected for the First Sounds target, and two of those words were replaced in order to reduce
initial sounds redundancy. The five words included in the Phoneme Continuous Blending target were
randomly selected from the list of Dolch high frequency words that contained continuous sounds.
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Field trials with young students resulted in minor changes to the words, primarily to ease the process
for the examiner.

Development of the DDM Orthographic Mapping Subtest

For the development of the Irregular Words target in the Orthographic Mapping subtest, 135 irregular
words were selected from the Dolch sight word list and then ordered by frequency. Information from
Carnine et al., (2004), Kameenui and Simmons (1990), the Common Core State Standards, and several
commercially available reading curricula were also reviewed, and the sequence in which irregular
words were introduced in those curricula was documented. Because none of the curricula followed the
same sequence for introducing irregular words, we ordered the words as best as possible according
to any identifiable overlap in words and patterns across programs and research. Several school
administrators and teachers also reviewed the irregular words in the DDM Word Identification measure.
These educators made recommendations for the inclusion or extraction of irregular words and word
order. This process resulted in a slight reordering of the words, and the inclusion of five additional
words. Subsequent field trials with kindergarten, first, second, and third grade students resulted in
additional changes in specific words and in the order of words. Previous versions of the CUBED
required students to read as many words as they could in two minutes. This provided considerable
data on the words most students could read at each time period in each grade. We analyzed those
data and concluded that a student’s ability to read temporarily and permanently irregularly spelled
words could be validly measured in 1 minute as opposed to 2 minutes. Thus, we reduced the time limit
from 2 minutes to 1 minute in the CUBED-3 to increase efficiency.

For the development of the Letter Sounds target in the Orthographic Mapping subtest, a review

of several commercially available reading curricula indicated that an average of 6 upper and lower
case sounds were introduced within the first month or two of kindergarten, and that by mid-year,
approximately 16 letter sounds had been taught. By the end of the kindergarten school year, after
approximately 38 weeks of instruction, all 52 upper-case and lower-case letter sounds had been
taught. End of kindergarten Common Core expectations indicate that students should “demonstrate
basic knowledge of one-to-one letter-sound correspondences by producing the primary sound or
many of the most frequent sounds for each consonant [and] associate the long and short sounds with
the common spellings (graphemes) for the five major vowels.” Thus, children should at least know the
common sound for each of the consonants and major vowels of English at the end of kindergarten.
The standards also indicate that at the end of first grade, students should “know the spelling-sound
correspondences for common consonant digraphs.” We documented the sequence in which different
letter sounds were typically introduced across different reading curricula. Because no two curricula
followed the same sequence of letter sounds, we consulted with several school administrators and
teachers across the U.S., as well as reviewed research on letter sound acquisition. These additional
investigations resulted in the current sequence of upper- and lower-case letter sounds found in the
CUBED-3. In later pilot research, teachers and administrators recommended the inclusion of 10 upper-
and lower-case digraphs, expanding the total number of letter sounds to 62. As was the case with the
Irregular Words target, previous versions of the CUBED-3 required students to produce as many letter
sounds as they could in two minutes. After several years of research, we concluded that a student’s
ability to identify letter sounds could be validly measured in 1 minute instead of 2 minutes.
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For the development of the Letter Names target in the Orthographic Mapping subtest, all upper- and
lower-case letters were identified and then sequenced according to several published preschool

and kindergarten curricula. Because no two curricula followed the same sequence of letter names,
we consulted with several administrators and teachers, as well as reviewed research on letter name
acquisition. These additional investigations resulted in the current sequence of upper- and lower-
case letter names found in the CUBED-3. In the updated CUBED-3 assessment, letter sounds are not
affiliated with benchmark expectations.

Development of the DDM Decoding Inventory Subtest

For the DDM Decoding Inventory, we reviewed the scope and sequence of syllable type and affix
instruction across multiple published curriculums, including Orton Gillingham-based curriculums, 95%
Group, and CKLA. We created multiple nonsense words that included increasingly more advanced
patterns within each syllable type and affix category. Initial trials included a larger pool of items in each
target area from which 6 words that included patterns typically introduced in the beginning, middle,
and end of year were identified. Those 6 words were placed at the beginning of the word list for each
target area and benchmark expectations were established.

Development of the DDM Dynamic Assessment of Decoding (Available only through Insight)

For the DDM Dynamic Assessment of Decoding subtest, we randomly generated a list of closed
vowel CVC and consonant cluster closed vowel CCVC nonsense words using the majority of English
consonants and vowels. Any words that did not meet common English orthographic and phonotactic
properties were eliminated. A total of 136 nonsense words were selected and then organized by

CVC and CCVC patters and vowel groupings. These nonsense words were then randomly placed
into groups of four. The nonsense words used in the Silent ‘e’ target were constructed by randomly
selecting nonsense words not included in the CVC and CCVC targets, and appending an ‘e’ at the
end of each word. If the resulting word was indeed nonsensical (to the best of our discernment), and
was orthographically and phonotactically probable, then it was included in the potential list of silent ‘e’
words. After constructing the silent ‘e’ word list, words were randomly selected for final item inclusion
and several field trials were conducted.

Development of the DDM Rapid Automatized Naming Subtest (Available only through Insight)

We conducted a thorough review of the research and modified a rapid automatized naming task
investigated by Catts et al. (2001) and Petersen & Gillam (2015).

Development of the NLM Listening and NLM Reading Subtests

Each NLM story was constructed following precise narrative structure guidelines. Narrative structure,
or story grammar, is comprised of specific structural elements. The story grammar in the NLM stories
follows a pattern outlined by Stein and Glenn, (1979), which tends to match academic expectations.
Story grammar elements are combined to form episodes in a narrative. The key story grammar
elements of a basic episode include a problem, an attempt to solve the problem, and a consequence.
NLM Preschool stories have very basic story grammar, with a main character, setting information with
an activity and a location, a problem, the character’s feeling about the problem, an attempt to solve
the problem, a consequence resulting from the attempt to solve the problem, and an ending. The
NLM kindergarten through eighth grade stories have the inclusion of a plan that is stated right before

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com




TECHNICAL INFORMATION

the character’s attempt to solve the problem, and end feelings describing how the character feels at
the end of the story. Additional complexity is embedded in second through eighth grade stories in the
form of multiple episodes, including a complication in which the first attempt to solve the problem
does not work. All kindergarten through eighth grade stories include both informational and persuasive
expository language.

A narrative, like any other type of discourse, is also built from language complexity. Language
complexity used in narration can be evaluated according to the extent that more complex and
precise structures and vocabulary are present. A story can be produced using very basic vocabulary
and grammar, but more successful, academically related narratives involve complex sentence
structures with a clear time sequence and causal connections between events. Language complexity
also increases with age. Average sentence length increases, and syntax becomes more complex.
Language features such as openings, dialogue, adjectives, and temporal and adversative conjunctions
(then, but) are earlier emerging. Adverbs, temporal subordinate clauses (e.g., after he got scared,

he ran away), relative and nominal (including complemental) subordinate clauses, and multiple
subordina-tion increase in frequency and complexity as children’s language grows. Several linguistic
features that mark high level oral language capabilities such as additional subordinate clauses,
adverbs, adjectives, and low frequency vocabulary words are increasingly more prevalent as the NLM
grade levels increase.

The above guidelines were helpful in crafting parallel stories that are socially appropriate and cross-
culturally relevant. Criteria for story grammar complexity and language complexity were initially drafted
after a thorough review of the research on narrative developmental expectations and preliminary
normative data from approximately 1000 preschool, kindergarten, first, second, and third grade
students. Several empirical studies brought to light the extent to which typically developing students
and students with language impairment could improve narrative structure and language complexity
after narrative-based language instruction and intervention. Concurrently, a thorough review of

the Common Core State Standards and other state standards further shaped passage criteria,
increasing language complexity and influencing the stories to reflect both narrative and expository
language properties. Lexile indices primarily derived from the Common Core State Standards were
calculated for each story, and editing took place to structure each passage until a Lexile range was
consistent within grade level. Each final story underwent careful editing by linguists, speech-language
pathologists, and the authors. For the NLM Listening measure, feedback was elicited in field trials with
teachers and speech-language pathologists in several states. Awkward wording and any additional
editing suggestions were noted and the passages were revised, processed through the strict a-priori
development criteria, and molded to yield the appropriate Lexile index. For the NLM Reading, all

25 within grade-level stories were administered to several first, second, third, fourth, and fifth grade
students. The number of correct words read in one minute was documented, as was accuracy,
specific word errors, prosody, and the total time required to read the entire passage. Variability within
and across students was noted, and consistently outlying stories were identified and revised. Revised
stories were then administered to naive students and again assessed for outlying status.
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Each NLM Listening and NLM Reading story, within grade level, has nearly the exact same number

of words (varying only from 2 to 10 words). Each story within grade level also consistently has the
omission or inclusion of an exact, pre-specified number of story grammar elements, character name
references, episodes, single pre-noun adjectives, double pre-noun adjectives, pre-verb adverbs, post-
verb adverbs, adverbs of likelihood, non-overlapping tier-2 vocabulary words to the greatest extent
possible, the temporal conjunction then, the adversative conjunction but, the continuative conjunction
so then, left-branching temporal subordinate clauses with the subordinating conjunction when, left-
branching temporal subordinate clauses with the subordinating conjunction after, right-branching
causal subordinate clauses with the subordinating conjunction because, right-branching causal
subordinate clauses with the subordinating conjunction so that, left-branching adverbial subordinate
clauses with the subordinating conjunction although, adjectival (relative) subordinate clauses using
that or who, two or more subordinate clauses in the same utterance not associated with dialogue,
dialogue, and appositives with and without relative clauses. Each story is written with ‘universal’
personal themes in mind that can transcend culture (e.g., getting hurt), with specific accounts that

are plausible to have occurred in the lives of preschool and school-age children in the U.S. and other
countries.

Each NLM Listening and NLM Reading story has also been equated using the Lexile index. The first
several utterances of the first grade, second grade, and third grade NLM Reading stories have a lower
Lexile index to accommodate beginning readers, but the entire story still matches the Lexile index of
the NLM Listening passages. See table below.

Development of the NLM Comprehension Questions Section of the NLM

For development of the Comprehension Questions section of the NLM Listening and the NLM Reading
measures, items that assessed factual story grammar information were included. The initial questions
underwent minor revisions after preliminary field trials to better elicit specific story grammar elements.

Development of the NLM Vocabulary Questions Section of the NLM

For development of the Vocabulary Questions section of the NLM Listening and the NLM Reading
measures, three tier-2 (less common, academic) vocabulary words previously embedded in the
narratives of each passage according to the a-priori development criteria were identified and then
examined for distant and adjacent contextual support within the passage. In the event that two editors
(usually the authors of this test) deemed the contextual support insufficient to facilitate inferential word
learning, or the contextual support was too adjacent (proximal to the vocabulary target) or too distant
(three or more sentences from the vocabulary target) the story was modified to provide additional
contextual support for that word and/or the contextual support was moved within the story. Any
modification of a story to provide greater contextual support of a tier-2 vocabulary word sparked a
new round of careful editing and examination to ensure that any modified story met parallel forms and
Lexile criteria. The extent to which the NLM Listening and NLM Reading grade-level stories are parallel
is reported in the reliability section of this manual.
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Development of the NLM Inferential Reasoning Questions Section of the NLM

The Inferential Reasoning questions include text-to-text and text-to-self/world questions. Each
NLM passage was carefully engineered to include references that would either support text-to-text
inferencing or topics that would support text-to-self or text-to-world inferencing.

Development of the NLM Vocabulary Use Section of the NLM

For development of the Vocabulary Use section of the preschool NLM Listening, three tier-2
vocabulary words that were embedded in each passage per story composition guidelines described
above were identified in each passage. These “tier-2 words” were initially selected from a large
database of low frequency words and were then embedded in each grade-level passage based on
the extent to which the words would be unfamiliar to the students in that grade. The objective was
to include words that would be more commonly used in academic oral language reflective of written
language as opposed to casual conversation.

Development of the NLM and ELM Flowcharts

As a companion to the NLM Listening and Reading subtests, the NLM Flowchart includes similar
items related to story structure (i.e., character, setting, problem, emotion, plan, attempt, consequence,
ending) and sentence complexity (i.e., causal and temporal ties. Initial items for the ELM Flowchart
were generated through an exhaustive review of literature related to expository academic language.
Indispensable to this review were corpus analyses of the language structures encountered in
academic textbooks and in the productive academic language (oral and written) of children and
adolescents (Biber et al., 1999). Ultimately, most of the items from the Sentence Complexity subscale
of the NLM Flowchart were retained, but the Passage Structure subscale contained novel items
relevant to the expository discourse research literature.

The new NLM and ELM Flowcharts for the CUBED-3 were iteratively developed and refined over the
course of two years. In multiple cycles, at least two raters used the draft versions of the Flowcharts to
score sets of 50-100 language samples. Based on interrater reliability and item total correlation results,
items were either eliminated or revised. Additionally, this iterative refinement informed the development
of the NLM Flowchart and ELM Flowchart scoring guides that were used to score the language
samples used for the psychometric analyses in this manual. The final versions of the Flowcharts
contain the subscales and items presented in Figure 2 and Figure 3.
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Figure 2. Conceptual Map of Academic Language via the NLM and ELM Flowcharts
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+ Relative Pronouns + Episode Complexity + Main Idea
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Figure 3. NLM and ELM Flowchart subscales
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Where clear curriculum standards are not outlined, we used the 40th percentile from normative data
as the benchmark expectation. Further research support for the 40th percentile. As noted by Mellard &
Johnson (2008): “because screening does not directly result in a diagnosis, it is better for a screening
instrument to err on the side of false positives (identify students as at risk that might not be at risk).
Therefore, a wider net with which to capture potentially at-risk students can be cast with screening
measures,” (p. 25). As noted above, using the 40th percentile as a benchmark does cast a wider net.
Related, Nelson writes that, “the current state of affairs is one in which to achieve high sensitivity an
allowance must be made for substantial false positives rates” (p .6). Therefore, a higher number of
false positives when using the 40th percentile as the cut score is both advantageous and expected.
For cut points for risk, we designated scores between the 16th and 39th percentile as moderate

risk and the 15th percentile and lower is high risk. Data collected from 2015 to 2023 with over 5000
students across the U.S. were used to identify cut points for risk. It should be noted that we use the
term “risk” (i.e., moderate risk, high risk) as indicators of how far below the benchmark expectation a
student’s performance falls.

DDM Phonemic Awareness Criterion Selection

The two DDM Phonemic Awareness subtests assess Phonemic Awareness and Phoneme
Manipulation. The Phonemic Awareness targets are Phoneme Segmentation, Phoneme Blending,
First Sounds, and Continuous Phoneme Blending. The Phoneme Manipulation targets are Deletion,
Addition, and Substitution.

Phonemic awareness tends to follow a developmental progression. Although there are several ways
to assess phonemic awareness, the CUBED-3 includes approaches that are scalable, efficient, and
valid markers of progress. Students tend to be able to identify first sounds in a word (e.g., what sound
does milk start with?) and blend sounds orally before they can segment phonemes (Adams et al.,
1998; Gillon, 2004; Goswami, 2000; Paulson, 2004; Rath, 2001). Approximately 85% of five-year-old
students can identify the initial sounds in words, and orally blend phonemes presented slowly into a
cohesive word. Approximately 30% of 5-year-old students can blend single phonemes into words,
yet most children who are between the ages of 6;0 (years;months) and 6;5 can blend two and three
phonemes together. Approximately 85% of six-year-old students can segment words that have two
or three phonemes — a task that approximately 90% of 5-year-old students cannot do. Most children
who are six and a half can segment words with more than three phonemes, including phonemes
represented with grapheme blends (e.g., sh). Also at about 6;6, most children can substitute
phonemes in simple syllables to create new words. At age 7, children can delete phonemes at the
initial and final position and at 8 years of age, children can delete phonemes initial from blends, and at
9 years of age, children can delete phonemes from medial and final positions (Moats & Tolman, 2009;
Paulson, 2004). These normative data are quite revealing and serve as a starting point for establishing
benchmark expectations. Yet they are only just a starting point. The CUBED-3 has been administered
to thousands of children across the world, and the wealth of data obtained from our research partners
further guide us in the identification of the appropriate benchmark and cut points for risk for each of
the Phonemic Awareness targets.
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Continuous Phoneme Blending

Starting at the simplest task, Continuous Phoneme Blending, data indicate that kindergarteners at the
beginning of the school year had scores with a mode of 10 (out of 10 possible points), and that the
mean performance was 7.01 with a standard deviation of 3.33. The 50th percentile score was 8, and
the 16th percentile was a score of 3. In the middle and end of year, the mode and the mean was 10
with a standard deviation of .80. Students at the 16th percentile scored a 9 in the middle and end of
the year, and those at the 7th percentile scored 7.6. These data are confounded by the fact that the
majority of children administered the Continuous Phoneme Blending target were first identified as at
risk on the First Sounds target. In other words, the modes, means, and standard deviations obtained
for the Continuous Phoneme Blending target are from a sub sample of students (n = 165) who had
weaker phonemic awareness. National norms indicate that approximately 85% of five-year-old
students can orally blend phonemes presented slowly into a cohesive word.

Taking all of these data into consideration, we determined that the beginning kindergarten benchmark
expectation for the Continuous Phoneme Blending target should be 7 (40th percentile), with moderate
risk ranging between 3 to 6 (around the 16th percentile to the 39th percentile) and high risk assigned
to students whose scores ranged from 0-2 (performance below the 16th percentile). Kindergarten
students who score a 10 at the beginning of the year are performing at the 75th percentile, and are
designated as advanced. Kindergarten benchmark expectations for the middle of year for this target
were set at 10 (the ceiling), with moderate risk assigned to scores of 9, and high risk assigned to
scores of 0-8. End of year benchmark expectations for kindergarten students was also set at 10, with
high risk assigned to scores ranging from 0-9. These end of year kindergarten expectations and cut
points for risk extend through first grade (and all grades above).

First Sounds

Identifying first sounds in words is generally a more difficult task than the continuous phoneme
blending task in the CUBED-3, yet data indicate that kindergarteners at the beginning of the school
year had scores with a mode of 20 (out of 20 possible points), and that the mean performance was
15.49 with a standard deviation of 4.97. The 50th percentile score was 17, the 40th percentile was 16,
the 25th percentile was a score of 14, and the 16th percentile was a score of 10, the 10th percentile
was 7. The 75th percentile was a score of 19. Middle of year data for first sounds is not representative
of a normal sample because first sounds was only administered to students who were at moderate

or high risk on phoneme segmentation. Nevertheless, the data indicate that even for students who
struggle with phoneme segmentation, first sounds in the middle of the school year is a fairly simple
task. Across two studies, the means were 17.28, (mode = 20) and 17.83 (SD= 3.22, Mode = 20). The
50th percentile was 19, the 40th percentile was 18, and the 16th percentile was 15.8 and the 10th
percentile was 12.5 and 12.7 (respectively). The 75th percentile was a score of 20.

Phoneme Blending

Phoneme blending is a new target for the revised CUBED-3. Initial benchmarks for phoneme blending
were established using research data from Paulson (2004), Moats and Tolman (2009), and preliminary
trials with 222 kindergarten and first grade students. Preliminary data for MOY for 195 kindergarten
students indicated that the mean was 3.88 (SD 1.16) with a mode of 5. The 16th percentile was 3.00.
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The 10th percentile was 2.00. The 5th percentile was 1.00. The 40th and 50th percentile was 4.00. The
75th percentile was 5.00. Phoneme blending MOY for first grade students indicated a mean of 3.93
and a standard deviation of 1.17. The mode was 4.00. The 16th and 25th percentile was 3.00. The
10th percentile was 2.00. The 40th and 50th percentiles were 4.00. The 75th percentile was 5.00.

Phoneme Segmentation

We used Phoneme Segmentation (the first target in Phonemic Awareness) as a general outcome
measure for younger grades because we did not find floor effects. Our phoneme segmentation
findings from a sample of 1,721 students are in line with developmental expectations and current
curriculum expectations. Scores below the 16th percentile were categorized as high risk. Scores
ranging from the 16th percentile to the 39th percentile were categorized as moderate risk. Scores
ranging from the 40th to the 74th percentile were categorized as at benchmark. Scores at or above the
75th percentile were categorized as advanced. When mastery of phoneme segmentation was noted
and expected (e.g., end of first grade and with second grade students+), we set the benchmark at
90% accuracy for end of first grade and ~95% accuracy for second grade and higher.

Phoneme Substitution

The Phoneme Substitution subtest is a new addition to the CUBED-3 revision. Initial benchmarks

for Phoneme Substitution were established using research data from Paulson (2004), Moats and
Tolman (2009), and preliminary trials with 224 first and second grade students. First grade MOY data
revealed a mean of 2.70 (.93), with a mode of 2 (maximum of 5). The 10th to the 40th percentiles were
a score of 2. The 50th and the 75th percentiles were a score of 3. The 90th percentile was a score

of 4.00. Second grade BOY data revealed a mean of 3.21 (1.05), with a mode of 3. The 5th to the
25th percentiles was a score of 2.00. The 40th percentile was a score of 3.00. The 75th percentile
was a score of 4. Second grade MOY data revealed a mean of 3.88 (1.26) and a mode of 5. The 16th
percentile was 2.72. The 40th percentile was 3.80. The 50th percentile was 4.00. The 75th percentile
was 5.00.

Phoneme Addition

The Phoneme Addition subtest is a new addition to the CUBED-3 revision. Initial benchmarks for
Phoneme Addition were established using research data from Paulson (2004), Moats and Tolman
(2009), and preliminary trials with 126 second grade students. BOY Second Grade data indicated a
mean of 3.93 (1.00) with a mode of 4. The 16th percentile was 3.00. The 40th percentile was 4.00. The
75th percentile was 5.00.

Phoneme Deletion

The Phoneme Deletion subtest is a new addition to the CUBED-3 revision. Initial benchmarks for
Phoneme Deletion were established using research data from Paulson (2004), Moats and Tolman
(2009), and preliminary trials with 99 second grade students. BOY second grade data indicated a
mean of 4.10 (1.03) with a mode of 5 (max 5). The 10th to the 25th percentile was a score of 3.00. The
40th percentile was a score of 4.00. The 75th percentile was a score of 5.00.
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DDM Orthographic Mapping Criterion Selection

The DDM Orthographic Mapping subtest provides a means to measure three different aspects of
sound-symbol recall: The recognition of temporarily and permanently irregularly spelled words,

letter sounds, and letter names. These skills do not necessarily follow a developmental sequence,
although word recognition is certainly the more complex task due to the sheer number of words
students need to decode. The extent to which a student knows a certain letter name, a certain letter
sound, or a certain word has much to do with what the student is taught and has been exposed

to. Parents and preschool and kindergarten teachers tend to focus first on letter names with young
children, they will also focus occasionally on letter sounds and on certain words, such as the child’s
name. This sequence isn’t based on developmental expectations, per se, but more on cultural

and pedagogical trends. Because of this, the targets in the Orthographic Mapping subtest are not
necessarily hierarchical, and examiners may wish to administer all three targets to a student regardless
of performance on any target. The Orthographic Mapping subtest targets are all timed. Students are
given 1 minute to complete the Irregular Words and Letter Sounds targets. Student are given 2 minutes
to complete the optional Letter Names target. This time restriction is to allow for the measurement of
automaticity. We are not only interested in whether a student can recall words, letter sounds, and letter
names, but that they can do so quickly so that reading fluency can ensue. Thus, when administering
the Orthographic Mapping subtest to students, it is very important that the examiner follows the
standardized administration procedures and does not allow a student to struggle with a word, letter
sound, or letter name for more than 3 seconds. A more comprehensive inventory can be obtained by
continuing to administer the test after 1 minute, yet the data from this lengthier administration is for
information purposes only. The benchmark expectations and cut points for risk are always based on
student performance in 1 minute.

Although all three Orthographic Mapping targets reflect a similar construct, we provide benchmark
scores for only two of the three targets (Irregular Words and Letter Sounds) to drive specific instruction
necessary for learning to decode. With our initial sample of 1,512 students, we found floor effects with
the Irregular Words target with preschool and early kindergarten students, yet with the Letter Sounds
and Letter Names targets we found adequate distribution of scores. The case was reversed with
students at the end of kindergarten and in first and second grade, where ceiling effects were noted
with Letter Sounds and Letter Names targets, but Irregular Words had good dispersion of scores.
These findings align with current curriculum expectations.

Thus, we used data from our sample of students to guide the development of risk criteria. Scores
below the 16th percentile were categorized as high risk. Scores ranging from the 16th percentile to the
39th percentile were categorized as moderate risk. Scores ranging from the 40th to the 74th percentile
were categorized as at benchmark. Scores at or above the 75th percentile were categorized as
advanced. When mastery of any of the Orthographic Mapping targets was noted and expected (e.g.,
with third grade students), we set the benchmark for irregular words at 90% and the benchmark for
letter sounds was set at 95% accuracy.
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Letter Names

Although we do not provide benchmark expectations or cut points for risk for the Letter Names target,
the following table can be useful for examiners to reference. Note that the majority of students who
were administered Letter Names were at moderate or high risk on Letter Sounds. This means that the
data in the tables below represents the means and standard deviations for students who are not a
representative sample of the population.

Kindergarten BOY Letter Names National Norms. Normative data from several sources on letter
naming at the beginning of kindergarten indicate that the 50th percentile ranges from 12 to 16 correct
letter names. National data for the 10th percentile at the beginning of the year ranges from 1 to 2.

For the middle of the kindergarten year, the 50th percentile national norms range from 35 to 39, and
the national norms for the 10th percentile range from 13 to 14. The national norms 50th percentile

at the end of the kindergarten year range from 45 to 52 and the end of year letter names at the 10th
percentile range from 28 to 29. Piasta, Petscher, and Justice (2021) noted that at the beginning of
kindergarten, 10 letter names indicated that students were at low risk. According to national norms,
about 50% of letters can be identified on average by kindergarten students at the beginning of the
school year.

Kindergarten Letter Names CUBED Data. The scores at the 40th percentile, 16th percentile, and
10th percentile for the normative sample are displayed in the DDM Orthographic Mapping table on
page 128. The CUBED-3 Letter Names target was only administered to students at risk on Letter
Sounds. Therefore, if the CUBED-3 Letter Names is administered to all kindergarten students at the
beginning of the school year, we would expect the CUBED-3 40th percentile to be higher than what is
reported in the table.

Letter Sounds

We conducted several studies to identify the benchmark and cut points for letter sounds for
kindergarten and first grade students. National normative data indicate that at the beginning of
kindergarten, letter sounds mean scores are around 2, and the 10th percentile is 0 (20th percentile

is 1). At the middle of the year, kindergarteners increase their ability to identify letter sounds ranging
from 18 to 25, with the 10th percentile ranging from 6 to 14. At the end of kindergarten, letter sounds
means range from 34 to 36, with the 10th percentile ranging from 17 to 18. These normative data are
somewhat difficult to interpret because letter sound knowledge is so dependent on the instruction a
student receives (for example, data from one instructional program has BOY norms for kindergarten at
1-13 and EQY kindergarten norms ranging from 6-19, starkly different from other assessment norms.

Our research with a 2-minute time limit with approximately 2000 students indicate that middle of
kindergarten CUBED-3 Letter Sounds (with a maximum score of 61) resulted in means and standard
deviations of 43.42 (14.77). The 50th percentile was 50. The 40th percentile was 46. The 16th
percentile was 26, and the 10th percentile was 19. The 75th percentile was 54. Referencing these data
and the national normative data, we set the benchmark for MOY kindergarten at 15, moderate risk

at 6-14, and high risk at 5 or lower. For end of kindergarten, data with a 2-minute time limit with 153
students indicated that the mean was 56.08 (9.46) and the 50th percentile was 59. The 16th percentile
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was 53 and the 10th percentile was 46.40. Because many of the students were able to complete the
entire list of 61 letters in less than 2 minutes, benchmark data for the 1-minute task is higher than a
simple calculation of 50% of the 2-minute data. Consequently, end of kindergarten benchmark was set
at 30, with moderate risk at 19-29, and high risk at 18 or lower.

The beginning of first grade CUBED-3 Letter Sounds mean with a 2-minute time limit was 52.60
(12.64). The 50th percentile was 57, the 40th percentile was 55, the 16th percentile was 49. The 75th
percentile was 59. Benchmark for the beginning of first grade with a 1-minute time limit was set at 30,
with moderate risk at 19-29, and high risk at 18 or lower.

The middle of first grade CUBED-3 Letter Sounds mean with a 2-minute time limit was 52.39
(12.93). 50th percentile was 57. 40th percentile 57. 16th percentile was 40.32. 75th percentile is 60.
Benchmark for MOY first grade with a 1-minute time limit was set at 35, with moderate risk at 27-34
and high risk at 26 or lower.

End of first grade data for letter sounds with a 2-minute time limit were only collected with 22 students
who were having considerable difficulty with decoding. Even so, their mean performance was 53.23
(16.02) with the 50th percentile at 59, the 16th percentile at 50, and the 10th percentile at 21. End of
first grade benchmark with a 1-minute time limit was set at 43, with moderate risk at 31-42 and high
risk at 30 or lower.

Second grade BOY benchmark with a 1-minute time limit was set at 43, moderate risk 31-42, and high
risk 30 or lower. MOY and EQY second grade benchmark with a 1-minute time limit was set at 45, with
moderate risk at 40-44, and high risk at 39 or lower.

Irregular Words

We conducted several studies with a 2-minute time limit to identify the benchmark and cut points for
Irregular Words for kindergarten, first, and second grade students. For end of kindergarten, the mean
was 28.97 (15.04), with the 50th percentile at 28, the 40th percentile was 25, the 16th percentile 12,
and the 10th percentile 9. For middle of kindergarten with the 2-minute time limit, the 75th percentile
was 26, the 40th percentile was 13, the 16th percentile was 11, and the 10th percentile was 10.
Benchmark expectations for MOY kindergarten with the 1-minute time limit was set at 7, moderate risk
was 4-6, and high risk was set at 0-3.

EOY kindergarten with the 1-minute time limit was set at 12, with moderate risk set at 8-11 and high
risk set at 7 or lower.

For the beginning of first grade with the 2-minute time limit, the mean for Irregular Words was 30.72
(17.82). 50th percentile was 32. 40th percentile was 26. 16th percentile was 8. 10th percentile was 3.
75th percentile was 49. The benchmark expectations for the 1-minute time limit was set at 12, with
moderate risk set at 8-11 and high risk set at 7 or lower.

For middle of first grade with the 2-minute time limit, the mean for Irregular Words was 41.62 (14.57).
The 50th percentile was 49. The 40th percentile was 45. The 16th percentile was 24.44. The 10th
percentile was 17. The 75th percentile was 53. The benchmark expectations for the 1-minute time limit
was set at 30, with moderate risk set at 15-29 and high risk set at 14 or lower.
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For the end of first grade with the 2-minute time limit, the mean was 49.55 (8.37), with the 50th
percentile at 52, the 16th percentile at 47.56, and the 10th percentile at 38. The benchmark
expectations for the 1-minute time limit was set at 35, with moderate risk set at 20-34 and high risk set
at 19 or lower.

For second grade, benchmark expectations for the 1-minute time limit was set at 35, with moderate
risk set at 20-34 and high risk set at 19 or lower.

For MOY and EQY second grade, benchmark expectations were set 40, with 35-39 at moderate risk
and 34 and lower reflecting high risk.

DDM Decoding Inventory Criterion Selection

The Decoding Inventory is a new subtest in the revised CUBED-3. We conducted a systematic

review of the research literature and carefully examined several reading curricula that had an explicit,
systematic, and sequential approach to phonics instruction to identify the number of syllable types
and affixes kindergarten through third grade students were expected to decode in the beginning,
middle, and end of the school year. We identified eight phonics categories (Beck & Beck, 2013):
Individual consonants, short vowels, consonant blends, consonant digraphs, long vowels in CVCE
words, long vowels in CVYVC words, r-controlled vowels, other vowel patterns, and multisyllabic words.
We cross-referenced this with the six syllable types outlined by Moats and Tolman (2009): Closed
syllables, open syllables, vowel-consonant-silent-e, vowel teams, r-controlled, and consonant-le.

We created nonsense words that included each of these patterns following guidelines outlined by
Colenbarnder, Nickels, and Kohneni (2011), with some limitations due to the need for the development
of an efficient screener. These nonsense words were then ordered into a generalized scope and
sequence within and across grades (e.g., Sedita, 2020), categorized under what we refer to as
“targets”: Closed Syllables, Vowel-Consonant-E, Basic Affixes, Advanced Affixes, Vowel Teams, Vowel-
R-Controlled, Complex Vowels, Advanced Word Forms, and Multisyllabic Words in Context (Table 8).
For each target, examiners are able document how well a student can recode each specific target
embedded in the nonsense words and examiners can document how well the student can blend

each word correctly, which provides information on whether a student can recode initial and final
blends, digraphs, double consonants, open syllables, final stable syllables, silent consonants, and
miscellaneous patterns that are embedded in the words (Table 9).
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Table 8. DDM Decoding Inventory Categories and General Scope and Sequence of Test ltems

Target

Scope and Sequence

Closed Syllables

[min, sal,|fap, deg, gib, les, pag, rud, tus, baf, shil,
het,[jom, vun,|wan, kex, zick, chom, thuz,[quim, whav, vill, cass, noff

Vowel-Consonant-E

naze, gude,|jime, tebe, goke, fene,| mepe, sule,|vome, rame, sove,|wonkide, atane |

Basic Affixes otting, unron, repog, miver, senest, bruful, |dutless, giply,|temness, premiv |
Advanced Affixes [mubtion, discla,|bimog, trizom, nonplut, zikable, misdut, transbub,

uniquin, virupt,|gopture, gepous|

Vowel Teams

feep, naig) zay, loak, zoon, soud, wook, poig, whaw, hieb,[touv, keat, |roef, zow, bewk,
pauk, heag, goupaik |

Vowel-R-Controlled

klar, ner, [tor, wir, ploor, rark, air, kear, zur, theer,|foarp, mour,| glier, searc, lourt, vour,
slore,[lare, lirparg |

Complex Vowels

vind, nild] vost, grold, figh, pight, wought, zough, keigh| pough, glaught,
glaugh, kighdost

Advanced Word
Forms

[wecent, smink] brism, grunk, mank,[lomb, glistle,] ghosl,[ohong, grombacent) futle

Multisyllabic Words
in Context

tembog, stodrun, groupaik, lirparg, kighdost, ungobers, bimudgeic, poughtigild,
grombacent, ponerate, lirmarves

Table 9. DDM Decoding Inventory Categories and General Scope and Sequence of Test ltems

Initial and final
Blends

ploor, glier, slore, trizom, plut, klar, grold, glaught, glaugh, virupt, senest, wecent, smink,
brism, grunk, mank, glistle, ohong, groupaik, kighdost, poughtigild, grombacent

Basic Consonant
Digraphs

shil, zick, chom, thuz, quim, theer, whav, whaw,

Double Consonants

vill, cass, noff

Open Syllables

repog, *miver, bruful, *wecent, ohong, *stodrun, bimog, bimudgeic, trizom, *gobic,
*virupt, *gepous, *uniquin
*Can be pronounced with a short or long vowel

Final Stable
Syllables

mavible, mubtion, gopture, glistle, futle, ponerate

Silent Consonants

lomb, ghosl, eigh, glistle, futle, pight, wought, glaught, poughtigild

Miscellaneous
Patterns

ti and ci for ‘sh’: mubtion

tu for ch: gopture

Soft/hard ¢ & g: wecent, grombacent
k/ck zick, ge/dge bimudgeic, ch/tch
variant plurals: lirmarves

Note: Red font indicates overlapping targets (excluding closed syllables)
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We established benchmark expectations for each target for BOY, MQOY, and EQY for kindergarten
through third grade. We then ran preliminary trials with representative samples of students from
kindergarten to third grade (n ~ 200) with the full set of items. To improve efficiency, we selected two
representative targets from the beginning, middle, and end of the list to determine whether those six
targets would be representative of a student’s ability to decode all of the targets listed, serving as a
general screener. Those six screener words are in boxes in Table 8 above. For first grade BOY, the
correlation between the closed syllables screener score (total possible points = 6) and the total score
was .90. The R? was .81. For second grade BQOY, the correlation between the closed syllables screener
score and the total score was .88. The R? was .77. For second grade, the correlation between the VCE
syllables screener score and the total score was .88. The R? was .78. For second grade, the correlation
between the Basic Affixes syllables screener score and the total score was .83. The R? was .69.

Because of these very strong correlations and R? estimates, we used the six words for each syllable
type and basic and advanced affixes to generate a new set of benchmarks and cut points for risk for
the screener items. The entire list of all possible combinations for each syllable type is still available
for reference for examiners wishing to obtain a more comprehensive inventory of a student’s ability to
decode across all syllable types and affixes.

NLM Listening and NLM Reading Retell and Questions Criterion Selection

We used current curriculum standards to establish NLM Retell and NLM Questions benchmark
expectations for kindergarten through sixth grade (see tables on following pages). Seventh and eighth
grade benchmark expectations were based on performance at or above the 40th percentile. To identify
cut points for risk, we analyzed the data from over 5000 preschool through eighth grade students from
Arizona, Colorado, Connecticut, Kansas, Michigan, Missouri, Utah, and Wyoming and used scores
below the 16th percentile for high risk, and scores between the 16th percentile and benchmark for
moderate risk.
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Kindergarten EOY (~5;9-6;2)
NLM Content and Score Alignment with Developmental Expectations and State Standards

. NLM Retell
Standards and Developmental Expectations NDC EDC sc VG EC
CCSS.ELA-LITERACY.RL.K.2 Character | Main Idea | Adverbial P+A/
With prompting and support, retell familiar stories, =2 =1 Subordinating P+C/
including key details. Problem (P) Conjunctions = 1 A+C=2
CCSS.ELA-LITERACY.RL.K.3 -2 Advanced
With prompting and support, identify characters, . Connection
settings, and major events in a story. Ee“ellng Words = 0
CCSS.ELA-LITERACY.SL.K.4 - Relative
Describe familiar people, places, things, and events and, | Attempt (A) Pronouns = 0
with prompting and support, provide additional detail. =2 -
) ) Conseq. (C)
- Abbreviated Episode =0
- Classic Narrative/End at High Point - True Narrative
- “Provides aims or intentions of a character but does
not explicitly state the character’s plan to achieve aims;
planning must be inferred.” (p.121). More than one
P-A-C is often incomplete.
CCSS.ELA-LITERACY.L.K.1.B
Use frequently occurring nouns and verbs.
CCSS.ELA-LITERACY.L.K.1.F VC=0
Produce and expand complete sentences in shared
language activities.
Subtotal 7 1 1 0 2
NLM Questions Score = 11
NLM Questions
Standards and Developmental Expectations Factual (F) v IR
CCSS.ELA-LITERACY.RL.K.1 Factual NDC Prediction =1
With prompting and support, ask and answer questions | Questions = 10 Reasoning = 1
about key details in a text. Inference from
CCSS.ELA-LITERACY.SL.K.2 Expository Text =0
Confirm understanding of a text read aloud or Question = 1 Reasoning = 0
information presented orally or through other media by .
asking and answering questions about key details and :EI?boratlve
requesting clarification if something is not understood. nierence = 1
Reasoning =1
CCSS.ELA-LITERACY.RL.K.4 Question A:
Ask and answer questions about unknown words in a Two/three partially
text. correct = 4
CCSS.ELA-LITERACY.L.K.4 Question B:
Determine or clarify the meaning of unknown and One correct = 1
multiple-meaning words and phrases based on
kindergarten reading and content.
Subtotal 11 5 4
NLM Questions Score = 20

NLM Composite Score = 31

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure; VC =
Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ = Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative macrostructure
developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added for emphasis).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

First Grade EOY (~5;9-6;2)
NLM Content and Score Alignment with Developmental Expectations and State Standards

. NLM Retell
Standards and Developmental Expectations
P P NDC EDC sc vC EC
CCSS.ELA-LITERACY.RL.1.2
Retell stories, including key details, and demonstrate understanding
of their central message or lesson.
CCSS.ELA-LITERACY.RL.1.3
Describe characters, settings, and major events in a story, using Ch +
key details. ~ 2arac er
CCSS.ELA-LITERACY.RL.1.4 - ]
Identify words and phrases in stories or poems that suggest feelings Setting
or appeal to the senses. =1
CCSS.ELA-LITERACY.RL.1.6 Problem (P)
Identify who is telling the story at various points in a text. =2
CCSS.ELA-LITERACY.RL.1.7 ; ; P+C+E /
Feel Main Id
Use illustrations and details in a story to describe its characters, =e2e N9 _ r;un ea P+A+E
setting, or events. =3
CCSS.ELA-LITERACY.RI.1.2 Plan (PL)
Identify the main topic and retell key details of a text. =0
CCSS.ELA-LITERACY.RI.1.7 Attempt (A)
Use the illustrations and details in a text to describe its key ideas. =2
CCSS.ELA-LITERACY.SL.1.4 Conseq. (C)
Describe people, places, things, and events with relevant details, =1
expressing ideas and feelings clearly.
- Complete Episode - Classic Narrative - True Narrative
- States planning, one or more of PAC is missing. “Uses words like
decided to.” (pg. 121)
CCSS.ELA-LITERACY.RI.1.3
Describe the connection between two individuals, events, ideas, or
pieces of information in a text.
CCSS.ELA-LITERACY.SL.1.6 Adverbi'al .
Produce complete sentences when appropriate to task and situation. Subordinating

CCSS.ELA-LITERACY.L.1.1.G Conjunctions

Use frequently occurring conjunctions (e.g., and, but, or, so, because). =1
CCSS.ELA-LITERACY.L.1.1.J Advanced
Produce and expand complete simple and compound declarative, Connection
interrogative, imperative, and exclamatory sentences in response to Words = 0
prompts. Relative
CCSS.ELA-LITERACY.L.1.6 Pronouns =0
Use words and phrases acquired through conversations, reading and

being read to, and responding to texts, including using frequently

occurring conjunctions to signal simple relationships (e.g., because).

CCSS.ELA-LITERACY.RL.1.4

Identify words and phrases in stories or poems that suggest feelings

or appeal to the senses.

CCSS.ELA-LITERACY.L.1.1.F

Use frequently occurring adjectives.

CCSS.ELA-LITERACY.L.K.1.F

Produce and expand complete sentences in shared language

activities.

CCSS.ELA-LITERACY.L.1.5.D VC =1

Distinguish shades of meaning among verbs differing in manner
(e.g., look, peek, glance, stare, glare, scowl) and adjectives differing
in intensity (e.g., large, gigantic) by defining or choosing them or by
acting out the meanings.

CCSS.ELA-LITERACY.L.1.6

Use words and phrases acquired through conversations, reading
and being read to, and responding to texts, including using frequently
occurring conjunctions to signal simple relationships (e.g., because).

Subtotal 10 1 1 1 2
NLM Questions Score = 16
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Standard d Devel tal E tati NLM Questions
andards and Developmental Expectations Factual (F) v IR
Prediction = 2
CCSS.ELA-LITERACY.RL.1.1 Reasoning = 2
Ask and answer questions about key details in a text. Factual NDC Inference from
CCSS.ELA-LITERACY.SL.1.2 Questions = 10 Text =1
Ask and answer questions about key details in a text read aloud or Expository Reasoning = 1
information presented orally or through other media. Question =1 Elaborative
Inference =1
Reasoning = 1
CCSS.ELA-LITERACY.L.1.4
Determine or clarify the meaning of unknown and multiple-meaning .
words and phrases based on grade 1 reading and content, choosing Question A:
flexibly from an array of strategies. One correct, two
CCSS.ELA-LITERACY.L.1.4.A partially corract
Use sentence-level context as a clue to the meaning of a word or -
phrase.
Subtotal 11 7 8
NLM Questions Score = 26

NLM Composite Score = 31

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure;

VC = Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ =

Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative

macrostructure developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added

for emphasis).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Second Grade EQY (~7;9-8;2)

NLM Content and Score Alignment with Developmental Expectations and State Standards

. NLM Retell
Standards and Developmental Expectations
P P NDC EDC sc vC EC
CCSS.ELA-LITERACY.RL.2.3 Character
Describe how characters in a story respond to major events and -2
challenges. Setting
CCSS.ELA-LITERACY.RL.2.5 =1
Describe the overall structure of a story, including describing how the Problem (P)
beginning introduces the story and the ending concludes the action. Y
CCSS.ELA-LITERACY.RL.2.6 Feelin
Acknowledge differences in the points of view of characters, -2 9
including by speaking in a different voice for each character when -
reading dialogue aloud. Plan (PL)
CCSS.ELA-LITERACY.RI.2.6 =0 Episode 1
Identify the main purpose of a text, including what the author wants to | Atttmpt (A) | Main Idea =0
answer, explain, or describe. =0 =1
CCSS.ELA-LITERACY.SL.2.2 Conseq./ Kev Detail Episode 2
Recount or describe key ideas or details from a text read aloud or Compl. (CP) h 1y P/CP +
information presented orally or through other media. =0 - A2+C
CCSS.ELA-LITERACY.SL.2.4 Plan-2 (PL2) =4
Tell a story or recount an experience with appropriate facts and =1
relevant, descriptive details, speaking audibly in coherent sentences. | Attempt (A2)
=2
- Complete Episode - Multiple Episodes - Classic Narrative Conseg. (C)
- True Narrative/Narrative Summary _92
- Majority of stories include a complete episode. “Stories include Ending ©
internal goals, motivations, and reactions...” (pg. 144). Has at -1 9
minimum a problem, attempt, and consequence. “Uses words - )
like decided to.” (pg. 121). Uses a combination of complete and End Feeling
incomplete episodes. =1
Adverbial
Subordinating
CCSS.ELA-LITERACY.L2.1.F E’%”JU”"“O”S
Produce, expand, and rearrange complete simple and compound -
sentences (e.g., The boy watched the movie; The little boy watched Advanced
the movie; The action movie was watched by the little boy). Connection
Words =1
Relative
Pronouns = 0
CCSS.ELA-LITERACY.L.2.1.E
Use adjectives and adverbs, and choose between them depending
on what is to be modified.
CCSS.ELA-LITERACY.L.2.5.B VC=2
Distinguish shades of meaning among closely related verbs (e.g.,
toss, throw, hurl) and closely related adjectives (e.g., thin, slender,
skinny, scrawny).
Subtotal 14 2 3 2 4

NLM Questions Score = 25
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Standard d Devel tal E tati NLM Questions

andards and Developmental Expectations Factual (F) v IR
CCSS.ELA-LITERACY.RI.2.1 o
Ask and answer such questions as who, what, where, when, why, Predlctl_on =2
and how to demonstrate understanding of key details in a text. Reasoning = 2
CCSS.ELA-LITERACY.RI.2.6 Factual NDC Inference from
Identify the main purpose of a text, including what the author wants | Questions = 10 Text=2
to answer, explain, or describe. Expository Reasoning = 2
CCSS.ELA-LITERACY.SL.2.3 Question =2 Elaborative
Ask and answer questions about what a speaker says in order Inference = 1
to clarify comprehension, gather additional information, or deepen Reasoning = 1
understanding of a topic or issue.
CCSS.ELA-LITERACY.L.2.4
Determine or clarify the meaning of unknown and multiple-meaning
words and phrases based on grade 2 reading and content, choosing .
flexibly from an array of strategies. _IQUGSt'O” A
CCSS.ELA-LITERACY.L.2.4.A ‘;Vr‘iigﬁ’”gg}re"cqe
Use sentence-level context as a clue to the meaning of a word or phrase. p= 8 Y
CCSS.ELA-LITERACY.RI.2.4
Determine the meaning of words and phrases in a text relevant to a
grade 2 topic or subject area.

Subtotal 12 8 10
NLM Questions Score = 30

NLM Composite Score = 55

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure;
VC = Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ = Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative
macrostructure developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added

for emphasis).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Third Grade EOY (~8;9-9;2)
NLM Content and Score Alignment with Developmental Expectations and State Standards

. NLM Retell
Standards and Developmental Expectations
P P NDC EDC sc vC EC
CCSS.ELA-LITERACY.RL.3.3 Character
Describe characters in a story (e.g., their traits, motivations, or =2
feelings) and explain how their actions contribute to the sequence | Setting
of events =1
CCSS.ELA-LITERACY.RIL.3.2 Problem (P)
Determine the main idea of a text; recount the key details and explain | = 2 )
how they support the main idea. Feeling
CCSS.ELA-LITERACY.SL.3.2 -
Determine the main ideas and supporting details of a text read aloud flgn (PL)
or information presented in diverse media and formats, including - . Episode 1
visually, quantitatively, and orally. ét:empt A i"?m Idea (pr%;)
CCSS.ELA-LITERACY.SL.3.4 E)onseq/ ) =2
Report on a topic or text, tell a story, or recount an experience with Compl. iCP) Key Detail
appropriate facts and relevant, descriptive details, speaking clearly | — =1 Episode 2
at an understandable pace. Feeling Key Detail ,(EZ/EEE: B
= 1 = 1 -
- Complete Episode - Multiple Episodes Plan-2 (PL2) =5
- Emerging Complex Episodes -1
- Classic Narrative
- True Narrative/Narrative Summary éttempt (A2)
- Complete episodes. Emerging: elaboration of a complete episode by
) . : —- o~ =7 | Conseq. (O)
including multiple plans, attempts, or consequences. Complicationis | Z'5
included. Ending ©
End Feeling
=1
CCSS.ELA-LITERACY.RI.3.8
Describe the logical connection between particular sentences and
paragraphs in a text (e.g., comparison, cause/effect, first/second/third in
a sequence). Adverbial
CCSS.ELA-LITERACY.L.3.1.H Subgrdingting
Use coordinating and subordinating conjunctions. Conjunctions
CCSS.ELA-LITERACY.L.3.1.1 =2
Produce simple, compound, and complex sentences. Advanced
CCSS.ELA-LITERACY.L.3.3.A Connection
Choose words and phrases for effect. Words =1
CCSS.ELA-LITERACY.L.3.6 Relative
Acquire and use accurately grade-appropriate conversational, general Pronouns =0
academic, and domain-specific words and phrases, including those
that signal spatial and temporal relationships (e.g., After dinner that night
we went looking for them).
CCSS.ELA-LITERACY.L.3.1.C
Use abstract nouns (e.g., childhood).
CCSS.ELA-LITERACY.L.3.1.G
Form and use comparative and superlative adjectives and adverbs,
and choose between them depending on what is to be modified.
CCSS.ELA-LITERACY.L.3.3.A
Choose words and phrases for effect.
CCSS.ELA-LITERACY.L.3.5.C VC=3
Distinguish shades of meaning among related words that describe
states of mind or degrees of certainty (e.g., knew, believed, suspected,
heard, wondered).
CCSS.ELA-LITERACY.L.3.6
Acquire and use accurately grade-appropriate conversational, general
academic, and domain-specific words and phrases, including those
that signal spatial and temporal relationships (e.g., After dinner that
night we went looking for them).
Subtotal 19 3 3 3 7
NLM Questions Score = 35
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Standard d Devel tal E tatl NLM Questions

andards an evelopmental Expectations Factual (F) v IR
CCSS.ELA-LITERACY.RL.3.1
Ask and answer questions to demonstrate understanding of a text,
referring explicitly to the text as the basis for the answers.
CCSS.ELA-LITERACY.RL.3.2
Recount stories, including fables, folktales, and myths from diverse
cultures; determine the central message, lesson, or moral and
explain how it is conveyed through key details in the text.
CCSS.ELA-LITERACY.RL.3.6
Distinguish their own point of view from that of the narrator or those Prediction = 2
of the characters. Reasoning = 2
CCSS.ELA-LITERACY.RI.3.2 Factual NDC Inference from
Determine the main idea of a text; recount the key details and Questions = 10 Text =2
explain how they support the main idea. Expository Reasoning = 2
CCSS.ELA-LITERACY.RL.3.6 Question =2 Elaborative
Distinguish their own point of view from that of the author of a text. Inference = 2
CCSS.ELA-LITERACY.SL.3.1.D Reasoning = 2
Explain their own ideas and understanding in light of the discussion.
CCSS.ELA-LITERACY.SL.3.2
Determine the main ideas and supporting details of a text read
aloud or information presented in diverse media and formats, including
visually, quantitatively, and orally.
CCSS.ELA-LITERACY.SL.3.3
Ask and answer questions about information from a speaker,
offering appropriate elaboration and detail.
CCSS.ELA-LITERACY.RL.3.4
Determine the meaning of words and phrases as they are used in
a text, distinguishing literal from nonliteral language.
CCSS.ELA-LITERACY.RL.3.4
Determine the meaning of general academic and domain-specific
words and phrases in a text relevant to a grade 3 topic or subject Question A:
area. Two correct, one
CCSS.ELA-LITERACY.L.3.4 partially correct
Determine or clarify the meaning of unknown and multiple- =
meaning word and phrases based on grade 3 reading and content,
choosing flexibly from a range of strategies.
CCSS.ELA-LITERACY.L.3.4.A
Use sentence-level context as a clue to the meaning of a word or
phrase.

Subtotal 12 8 12
NLM Questions Score = 32

NLM Composite Score = 67

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure;
VC = Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ = Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative
macrostructure developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added

for emphasis).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Fourth Grade EOY (~9;9-10;2)

NLM Content and Score Alignment with Developmental Expectations and State Standards

. NLM Retell
Standards and Developmental Expectations
P P NDC EDC sC Ve EC
CCSS.ELA-LITERACY.RL.4.1
Refer to details and examples in a text when explaining what the text
says explicitly and when drawing inferences from the text.
CCSS.ELA-LITERACY.RL.4.2
Determine a theme of a story, drama, or poem from details in the text;
summarize the text.
CCSS.ELA-LITERACY.RI.4.3
Explain events, procedures, ideas, or concepts in a historical,
scientific, or technical text, including what happened and why, based
on specific information in the text.
CCSS.ELA-LITERACY.RL.4.3 Character
Describe in depth a character, setting, or event in a story or drama, | _ o
drawing on specific details in the text (e.g., a character’s thoughts, Setting
words, or actions). _
CCSS.ELA-LITERACY.RI.4.5 Problem (P)
Describe the overall structure (e.g., chronology, comparison, cause/ =2
effect, problem/solution) of events, ideas, concepts, or information | Feeling
in a text or part of a text. =
CCSS.ELA-LITERACY.RI.4.2 Plan (PL)
Determine the main idea of a text and explain how it is supported by =1 .
key details; summarize the text. Attempt (A) | Main Idea :Eppf%df 1
CCSS.ELA-LITERACY.SL.4.2 = =1 CP) =4
Paraphrase portions of a text read aloud or information presented | Conseq./ Key Detail
in diverse media and formats, including visually, quantitatively, and Elozmpl. €P |2 Episode 2
orally. ; | ) (P/CP +
CCSS.ELA-LITERACY.SL.4.4 reeling Key Detail A2+C +E)
Report on a topic or text, tell a story, or recount an experience Plan-2 (PL2 - =5
in an organized manner, using appropriate facts and relevant, _ ?n- (PL2)
descriptive details to support main ideas or themes; speak clearly at |
an understandable pace. i\ttempt (A2)
CCSS.ELA-LITERACY.L.4.5
C .C
Demonstrate understanding of figurative language, word =onseq ©
relationships, and nuances in word meanings. Ending ()
CCSS.ELA-LITERACY.L.4.5.A =
Explain the meaning of simple similes and metaphors (e.g., as pretty | End Feeling
as a picture) in context. =1
CCSS.ELA-LITERACY.L.4.5.B
Recognize and explain the meaning of common idioms, adages, and
proverbs.
- Complete Episode - Multiple Episodes
- Emerging Complex Episodes
- Classic Narrative
-True Narrative/Narrative Summary/Complex Narrative
- Complete episodes. Emerging: elaboration of a complete episode by
including multiple plans, attempts, or consequences. Complication is
included.
CCSS.ELA-LITERACY.SL.4.6 )
Differentiate between contexts that call for formal English (e.g., Adverbial
presenting ideas) and situations where informal discourse is appropriate Subgrdmgtlng
(e.g., small-group discussion); use formal English when appropriate to Conjunctions
task and situation. =3
CCSS.ELA-LITERACY.L.4.1.A Advanced
Use relative pronouns (who, whose, whom, which, that) and relative Connection
adverbs (where, when, why). Words =1
CCSS.ELA-LITERACY.L.4.1.F Relative
Produce complete sentences, recognizing and correcting inappropriate Pronouns = 0
fragments and run-ons.
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

CCSS.ELA-LITERACY.SL.4.6

Differentiate between contexts that call for formal English (e.g.,
presenting ideas) and situations where informal discourse is
appropriate (e.g., small-group discussion); use formal English when
appropriate to task and situation.

CCSS.ELA-LITERACY.L.4.1.D

Order adjectives within sentences according to conventional
patterns (e.g., a small red bag rather than a red small bag).
CCSS.ELA-LITERACY.L.4.3.A

Choose words and phrases to convey ideas precisely.

Distinguish shades of meaning among related words that describe
states of mind or degrees of certainty (e.g., knew, believed, suspected,
heard, wondered).

CCSS.ELA-LITERACY.L.4.5

Demonstrate understanding of figurative language, word relationships,

and nuances in word meanings. VC=4
CCSS.ELA-LITERACY.L.4.5
Demonstrate understanding of figurative language, word
relationships, and nuances in word meanings.
CCSS.ELA-LITERACY.L.4.5.A
Explain the meaning of simple similes and metaphors (e.g., as pretty
as a picture) in context.
CCSS.ELA-LITERACY.L.4.5.B
Recognize and explain the meaning of common idioms, adages, and
proverbs.
CCSS.ELA-LITERACY.L.4.6
Acquire and use accurately grade-appropriate general academic
and domain-specific words and phrases, including those that signal
precise actions, emotions, or states of being (e.g., quizzed, whined,
stammered) and that are basic to a particular topic...
Subtotal 21 4 4 9
NLM Questions Score = 41
. NLM Questions
Standards and Developmental Expectations E v IR

CCSS.ELA-LITERACY.RL.4.1
Refer to details and examples in a text when explaining what the text
says explicitly and when drawing inferences from the text.

CCSS.ELA-LITERACY.RIL.4.2
Determine the main idea of a text and explain how it is supported by
key details; summarize the text.

CCSS.ELA-LITERACY.RI.4.3

Explain events, procedures, ideas, or concepts in a historical,
scientific, or technical text, including what happened and why, based
on specific information in the text.

CCSS.ELA-LITERACY.RI.4.5

Describe the overall structure (e.g., chronology, comparison, cause/
effect, problem/solution) of events, ideas, concepts, or information
in a text or part of a text.

CCSS.ELA-LITERACY.RI.4.8

Explain how an author uses reasons and evidence to support
particular points in a text.

Explain their own ideas and understanding in light of the discussion.

CCSS.ELA-LITERACY.SL.4.1.C

Pose and respond to specific questions to clarify or follow up on
information, and make comments that contribute to the discussion
and link to the remarks of others.

CCSS.ELA-LITERACY.SL.4.1.D

Review the key ideas expressed and explain their own ideas and
understanding in light of the discussion.
CCSS.ELA-LITERACY.SL.4.3

Identify the reasons and evidence a speaker provides to support
particular points.

Information = 2
Persuasion = 2

Prediction = 1
Reasoning = 1

Inference from

Text=2

Reasoning = 2

Elaborative
Inference = 2
Reasoning = 1
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

CCSS.ELA-LITERACY.RL.4.4

Determine the meaning of words and phrases as they are used in
a text, including those that allude to significant characters found in
mythology (e.g., Herculean).

CCSS.ELA-LITERACY.RI.4.4

Determine the meaning of general academic and domain-specific
words or phrases in a text relevant to a grade 4 topic or subject area.
CCSS.ELA-LITERACY.L.4.4

Determine or clarify the meaning of unknown and multiple-

meaning words and phrases based on grade 4 reading and content, Question A:
choosing flexibly from a range of strategies. Two correct, one
CCSS.ELA-LITERACY.L.4.4.A partially correct
Use context (e.g., definitions, examples, or restatements in text) =8

as a clue to the meaning of a word or phrase.

CCSS.ELA-LITERACY.L.4.4.B

Use common, grade-appropriate Greek and Latin affixes and roots
as clues to the meaning of a word (e.g., telegraph, photograph,
autograph).

CCSS.ELA-LITERACY.L.4.5.C

Demonstrate understanding of words by relating them to their
opposites (antonyms) and to words with similar but not identical
meanings (synonyms).

Subtotal 4 8 10
NLM Questions Score = 22

NLM Composite Score = 63

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure;

VC = Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ = Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative
macrostructure developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added
for emphasis).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Fifth Grade EOY (~10;9-11;2)
NLM Content and Score Alignment with Developmental Expectations and State Standards

NLM Retell
NDC EDC SC vC EC

Standards and Developmental Expectations

CCSS.ELA-LITERACY.RL.5.1

Quote accurately from a text when explaining what the text says
explicitly and when drawing inferences from the text.
CCSS.ELA-LITERACY.RL.5.2

Determine a theme of a story, drama, or poem from details in

the text, including how characters in a story or drama respond

to challenges or how the speaker in a poem reflects upon a topic;
summarize the text.

CCSS.ELA-LITERACY.RL.5.3

Compare and contrast two or more characters, settings, or events
in a story or drama, drawing on specific details in the text (e.g., Character
how characters interact). =2
CCSS.ELA-LITERACY.RL.5.10 Setting

By the end of the year, read and comprehend literature, including =2
stories, dramas, and poetry, at the high end of the grades 4-5 text Problem (P)
complexity band independently and proficiently. =2
CCSS.ELA-LITERACY.RI.5.1 Feeling
Quote accurately from a text when explaining what the text says =
explicitly and when drawing inferences from the text. E’l?‘m (PL)
CCSS.ELA-LITERACY.RI.5.2 R . Episode 1
Determine two or more main ideas of a text and explain how they are éttempt Q) i/lr;un Idea (pp+ A+
supported by key details; summarize the text. E)onse / CP) =4
CCSS.ELA-LITERACY.SL.5.2 Compl.(cP) | ey Detail _
Summarize a written text read aloud or information presented in -2 =1 Episode 2
diverse media and formats, including visually, quantitatively, and orally. Feeling (P/CP +

Key Detail A2 +C +E)
CCSS.ELA-LITERACY.SL.5.3 =1 =1 -5
Summarize the points a speaker makes and explain how each claim | Plan-2 (PL2)
is supported by reasons and evidence. =1

CCSS.ELA-LITERACY.SL.5.4 Attempt (A2)
Report on a topic or text or present an opinion, sequencing ideas =2
logically and using appropriate facts and relevant, descriptive Conseq. (C)
details to support main ideas or themes; speak clearly at an =
understandable pace. Ending (B)
CCSS.ELA-LITERACY.SL 5.6 =2
Adapt speech to a variety of contexts and tasks, using formal English | End Feeling
when appropriate to task and situation. =
CCSS.ELA-LITERACY.L.5.3.A

Expand, combine, and reduce sentences for meaning, reader/listener
interest, and style.

- Complete Episode - Multiple Episodes

- Emerging Complex Episodes - Classic Narrative

- True Narrative/Narrative Summary/Complex Narrative

- Complete episodes. Emerging: elaboration of a complete episode by
including multiple plans, attempts, or consequences. Complication is
included.

CCSS.ELA-LITERACY.SL.5.6
Adapt speech to a variety of contexts and tasks, using formal English
when appropriate to task and situation. )
Adverbial
CCSS.ELA-LITERACY.L.5.1 Subordinating
Demonstrate command of the conventions of standard English grammar Conjunctions
and usage when writing or speaking. =3
CCSS.ELA-LITERACY.L.5.1.E Advanced
Use correlative conjunctions (e.g., either/or; neither/nor) \C/)Vongectlgn
CCSS.ELA-LITERACY.L5.6 Reti
Acquire and use accurately grade-appropriate general academic and Pronouns = 1
domain-specific words and phrases, including those that signal contrast,
addition, and other logical relationships (e.g., however; although,
nevertheless, similarly, moreover, in addition).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

CCSS.ELA-LITERACY.RL.5.4
Determine the meaning of words and phrases as they are used in a
text, including figurative language such as metaphors and similes.

CCSS.ELA-LITERACY.SL.5.6

Adapt speech to a variety of contexts and tasks, using formal English
when appropriate to task and situation.

CCSS.ELA-LITERACY.L.5.5

Demonstrate understanding of figurative language, word
relationships, and nuances in word meanings.

CCSS.ELA-LITERACY.L.5.6

Acquire and use accurately grade-appropriate general academic
and domain-specific words and phrases, including those that signal
contrast, addition, and other logical relationships (e.g., however,
although, nevertheless, similarly, moreover, in addition).

VC =4

Subtotal

23

5 4 9

NLM Questions Score = 44

Standards and Developmental Expectations

NLM Questions
v IR

CCSS.ELA-LITERACY.RL.5.1
Quote accurately from a text when explaining what the text says
explicitly and when drawing inferences from the text.

CCSS.ELA-LITERACY.RI.5.1

Quote accurately from a text when explaining what the text says
explicitly and when drawing inferences from the text.
CCSS.ELA-LITERACY.RI.5.2

Determine two or more main ideas of a text and explain how they
are supported by key details; summarize the text.

CCSS.ELA-LITERACY.RI.5.3

Explain the relationships or interactions between two or more
individuals, events, ideas, or concepts in a historical, scientific, or
technical text based on specific information in the text.
CCSS.ELA-LITERACY.RI.5.8

Explain how an author uses reasons and evidence to support
particular points in a text, identifying which reasons and evidence
support which point(s).

CCSS.ELA-LITERACY.SL.5.3

Summarize the points a speaker makes and explain how each
claim is supported by reasons and evidence.

Information = 2
Persuasion = 3

Prediction = 2
Reasoning = 2

Inference from
Text=2
Reasoning = 2

Elaborative
Inference = 2
Reasoning = 2

CCSS.ELA-LITERACY.RL.5.4

Determine the meaning of words and phrases as they are used in
a text, including figurative language such as metaphors and similes.
CCSS.ELA-LITERACY.RI.5.4

Determine the meaning of general academic and domain-specific
words and phrases in a text relevant to a grade 5 topic or subject
area.

CCSS.ELA-LITERACY.L.5.4

Determine or clarify the meaning of unknown and multiple-meaning
words and phrases based on grade 5 reading and content, choosing
flexibly from a range of strategies.

CCSS.ELA-LITERACY.L.5.4.A

Use context (e.g., cause/effect relationships and comparisons in text)
as a clue to the meaning of a word or phrase.
CCSS.ELA-LITERACY.L.5.4.B

Use common, grade-appropriate Greek and Latin affixes and roots
asclues to the meaning of a word (e.g., photograph, photosynthesis).

Question A:

Two correct, one
partially correct
=8

Subtotal

8 12

NLM Questions Score = 25

NLM Composite Score = 69

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure;
VC = Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ = Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative
macrostructure developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added

for emphasis).
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BENCHMARK ALIGNMENT WITH CURRICULUM STANDARDS

Sixth Grade EOY (~11;9-12;2)

NLM Content and Score Alignment with Developmental Expectations and State Standards

Standards and Developmental Expectations

NDC

EDC

NLM Retell
SC

vC

EC

CCSS.ELA-LITERACY.RL.6.2

Determine a theme or central idea of a text and how it is conveyed
through particular details; provide a summary of the text distinct
from personal opinions or judgments.

CCSS.ELA-LITERACY.RL.6.3

Describe how a particular story’s or drama’s plot unfolds in a series
of episodes as well as how the characters respond or change as
the plot moves toward a resolution.

CCSS.ELA-LITERACY.RL.6.10

By the end of the year, read and comprehend literature, including
stories, dramas, and poems, in the grades 6-8 text complexity band
proficiently, with scaffolding as needed at the high end of the range.
CCSS.ELA-LITERACY.RI.6.5

Analyze how a particular sentence, paragraph, chapter, or section
fits into the overall structure of a text and contributes to the
development of the ideas.

CCSS.ELA-LITERACY.SL.6.1.D

Review the key ideas expressed and demonstrate understanding of
multiple perspectives through reflection and paraphrasing.
CCSS.ELA-LITERACY.SL.6.4

Present claims and findings, sequencing ideas logically and using
pertinent descriptions, facts, and details to accentuate main ideas
or themes; use appropriate eye contact, adequate volume, and clear
pronunciation.

CCSS.ELA-LITERACY.SL.6.6

Adapt speech to a variety of contexts and tasks, demonstrating
command of formal English when indicated or appropriate.
CCSS.ELA-LITERACY.L.6.5

Demonstrate understanding of figurative language, word
relationships, and nuances in word meanings.

- Complete Episode - Multiple Episodes

- Complex Episodes - Classic Narrative

- True Narrative/Narrative Summary/Complex Narrative

- “Includes elaboration of a complete episode by including multiple
plans, attempts, or consequences within an episode; includes an
obstacle to the attainment of a goal.” (pg. 121). Embeds episodes.

Character

Setting

Problem (P)

Feeling

I;Ian (PL)

Attempt (A)
=2

Conseq./
Compl. (CP)
=2

Feeling
=1
Plan-2 (PL2)

Attempt (A2)
=2

Conseq. (C)

Ending (E)
=2

End Feeling

Main Idea

Key Detail
=1

Key Detail
=1

Episode 1
P+A+
CP)=4

Episode 2
(P/CP +
A2 +C +E)
=5

CCSS.ELA-LITERACY.SL.6.6

Adapt speech to a variety of contexts and tasks, demonstrating
command of formal English when indicated or appropriate.
CCSS.ELA-LITERACY.L.6.1

Demonstrate command of the conventions of standard English
grammar and usage when writing or speaking.

Adverbial
Subordinating
Conjunctions

Advanced
Connection
Words = 1
Relative
Pronouns = 1

CCSS.ELA-LITERACY.SL.6.6
Adapt speech to a variety of contexts and tasks, demonstrating
command of formal English when indicated or appropriate.

CCSS.ELA-LITERACY.L.6.5
Demonstrate understanding of figurative language, word
relationships, and nuances in word meanings.

CCSS.ELA-LITERACY.L.6.5.C

Distinguish among the connotations (associations) of words with
similar denotations (definitions) (e.g., stingy, scrimping, economical,
unwasteful, thrifty).

CCSS.ELA-LITERACY.L.6.6

Acquire and use accurately grade-appropriate general academic and
domain-specific words and phrases; gather vocabulary knowledge
when considering a word or phrase important to comprehension or
expression.

VC=5

Subtotal

23

6

5

9

NLM Questions Score = 46
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Standards and Developmental Expectations

NLM Questions

words and phrases based on grade 6 reading and content, choosing
flexibly from a range of strategies.

CCSS.ELA-LITERACY.L.6.4.A

Use context (e.g., the overall meaning of a sentence or paragraph; a
word’s position or function in a sentence) as a clue to the meaning of a
word or phrase.

CCSS.ELA-LITERACY.L.6.4.B

Use common, grade-appropriate Greek or Latin affixes and roots as
clues to the meaning of a word (e.g., audience, auditory, audible).
CCSS.ELA-LITERACY.L.6.5.B

Use the relationship between particular words (e.g., cause/effect, part/
whole, item/category) to better understand each of the words.

Two correct, one
partially correct

E v IR
CCSS.ELA-LITERACY.RL.6.1
Cite textual evidence to support analysis of what the text says
explicitly as well as inferences drawn from the text.
CCSS.ELA-LITERACY.RL.6.2
Determine a theme or central idea of a text and how it is conveyed
through particular details; provide a summary of the text distinct
from personal opinions or judgments.
CCSS.ELA-LITERACY.RI.6.3
Analyze in detail how a key individual, event, or idea is introduced,
illustrated, and elaborated in a text (e.g., through examples or
anecdotes). Prediction = 2
CCSS.ELA-LITERACY.RI.6.6 Reasoning = 2
Determine an author’s point of view or purpose in a text and Inf £
explain how it is conveyed in the text. Information < 3 'I% ftr(in;e rom
CCSS.ELA-LITERACY.RI.6.8 Persuasion = 3 Reas;ning -9
Trace and evaluate the argument and specific claims in a text, - )
distinguishing claims that are supported by reasons and evidence from Elaborative
claims that are not. Inference = 2
CCSS.ELA-LITERACY.SL.6.1.C Reasoning = 2
Pose and respond to specific questions with elaboration and detail
by making comments that contribute to the topic, text, or issue under
discussion.
CCSS.ELA-LITERACY.SL.6.1.D
Review the key ideas expressed and demonstrate understanding of
multiple perspectives through reflection and paraphrasing.
CCSS.ELA-LITERACY.SL.6.3
Delineate a speaker’s argument and specific claims, distinguishing
claims that are supported by reasons and evidence from claims that
are not.
CCSS.ELA-LITERACY.RL.6.4
Determine the meaning of words and phrases as they are used in a
text, including figurative and connotative meanings; analyze the impact
of a specific word choice on meaning and tone.
CCSS.ELA-LITERACY.RIL.6.4
Determine the meaning of words and phrases as they are used in a
text, including figurative, connotative, and technical meanings.
CCSS.ELA-LITERACY.L.6.4
Determine or clarify the meaning of unknown and multiple-meaning Question A:

Subtotal

8

12

NLM Questions Score = 26

NLM Composite Score = 72

NLM = Narrative Language Measures Listening and Reading; EOY = End of Year; NDC = Narrative Discourse Structure (i.e., Story Grammar); EDC = Expository Discourse Structure;
VC = Vocabulary Complexity; EpiC = Episode Complexity; Factual Q = Factual Questions; IVQ = Inferential Vocabulary Questions; IRQ = Inferential Reasoning Questions. Narrative
macrostructure developmental data summarized from Hughes, McGillivray, & Schmidek (1997). Standards from Common Core State Standards, www.corestandards.org (bold text added

for emphasis).
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NLM and ELM Flowcharts

We provide preliminary normative data that can be used to help determine whether a student is
performing as expected on the NLM and ELM Flowcharts. Participants were recruited from 60 before/
after school care and summer care programs operated by one of the largest school districts in the US,
which had a student population that closely represents the national student population. Any student
currently in or entering (if data were collected in summer) into K-3rd grade in the subsequent fall
semester was eligible to participate. Enroliment of sites and students was rolling and took place over
15 months. In total, data from 1,179 K-3rd grade students were collected. See Table x for a summary
of demographic characteristics.

I F Indi Ra Generation Retell
strument actor cator nee M(SD) Skewness  Kurtosis  M(SD) Skewness  Kurtosis
NLM Sentence
Flowchart  Complexity  Relative Pronouns 0-3 .14 (.45) 3.61 14.24 A7 (47) 3.26 11.65
Verb/ Noun Modifiers 0-3 .85(1.16) 0.81 -1.02 1.35(1.29) 0.09 -1.71
Vocabulary/ Rhetoric 0-3 21 (.50) 2.82 8.94 .67 (.88) 1.21 0.56
Temporal Ties 0-3 48 (.86) 1.79 221 .58 (.89) 1.45 1.09
Casual Ties 0-3 47 (.82) 1.74 2.15 .54 (.86) 1.55 1.44
Dialogue 0-3 .14 (43) 335 10.67 44 (.70) 1.30 0.34
Sentence Complexity 0-18 2.29(.70) 3.75(85)
Narrative
Structure Episode Complexity 0-8 3.10 (1.96) -0.27 -0.85 3.92(2.18) -0.50 -0.67
Character 0-3 97 (.61) 0.26 0.55 1.77 (1.38) -0.39 -1.72
Setting 0-3 .81 (.82) 0.68 -0.37 1.03 (.91) 0.41 -0.80
Problem 0-4 2.62 (1.02) -1.84 2.14 2.71 (1.04) -1.79 2.39
Sequence 0-3 1.43 (.91) -0.93 -1.10 1.54 (.85) -1.26 -0.37
Plan/ Attempt 0-4 231(1.31) -0.98 -0.58 2.80(1.19) -1.41 1.13
Consequence 0-4 2.27(1.25) -1.05 -0.47 2.53(1.27) -1.14 0.05
Ending 0-2 .81 (.93) 0.38 -1.74 99 (.97 0.02 -1.93
Emotion 0-3 78 (1.04) 0.82 -0.90 73 (1.03) 0.91 -0.79
Narrative Structure 0 - 34 15.10(1.10) 18.02 (1.81)
Total 0-42 17.38 (1.80) * 21.76 (2.66) **
ELM Sentence
Flowchart  Complexity  Relative Pronouns 0-3 41 (.80) 2.01 322 30 (.67) 245 5.77
Verb/ Noun Modifiers 0-3 1.26 (1.32) 0.24 -1.73 1.06 (1.26) 0.50 -1.51
Vocabulary 0-3 73 (.92) 1.08 0.14 .84 (.91) 0.84 -0.22
Temporal Ties 0-3 .60 (.99) 1.46 0.74 .37 (.83) 227 3.99
Casual Ties 0-3 96 (1.18) 0.78 -1.00 .96 (1.18) 1.53 1.04
Transitions 0-4 02 (.21) 12.65 184.62 01 (.13) 16.99 307.81
Sentence Complexity 3.98 (.90) 3.53(83)
Passage
Structure Main Idea 0-3 22 (.56) 251 5.26 .18 (.53) 2.93 7.70
Definitions & Examples 0-3 47 (.88) 1.46 0.42 46 (.89) 1.54 0.72
Passage Cohesion 0-3 1.42 (.69) 0.15 -0.17 1.30 (.76) 0.09 -0.37
Concluding Statement  0- 1 .04 (.20) 4.64 19.58 0.04 (.19) 4.99 2291
Passage Structure 2.15(58) 1.99(.59)
Total 6.13 (1.48) *** 5.52 (1.42) *¥**

*n=1,966; **n =1,966; ***n =2,008; ****y =1,947
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NLM Reading Fluency Criterion Selection

The Reading Fluency section of the NLM is a particularly informative measure because it
contextualizes the decoding process and provides the most realistic index of a student’s ability to
convert written, arbitrary symbols into language. Three important scores are obtained from Reading
Fluency, a) the correct words read in one minute (Decoding Fluency), b) Accuracy, and c) Prosody.
Decoding Fluency and Accuracy scores provide meaningful information on a student’s automatic word
recognition and decoding ability, and Prosody scores provide information on the extent to which a
student is able to convert the written code to oral language (yet high scores on any of these measures
does not necessarily indicate that a student is understanding what they are decoding).

Two factors need to be considered when determining whether a student is at benchmark or needs
additional help with decoding fluency: a) the student cannot understand what he or she decodes
because the language-conversion process is not sufficiently fluent, and b) the student cannot read
with sufficient fluency to keep up with the core curriculum.

We referenced Hasbrouck and Tindal’s (2017) national data on oral reading fluency for grades 1 to 6
and Hasbrouck and Tindal’s (2006) national data for grades 7 and 8. We also referenced Rasinski et
al, (2002) to establish an upper ceiling for older grades and examined normative data from several
commonly used assessments and examined our preliminary data from the CUBED-3 to determine
benchmark expectations for the Decoding Fluency sections of the NLM Reading. The Decoding
Fluency assessment benchmark is set at the 40th percentile. Scores between the 11th and 39th
percentile represent moderate risk, and scores at or below the 10th percentile represent high risk.
Decoding fluency scores at or above the 75th percentile are characterized as advanced.

Composite Scores

CUBED-3 composite scores provide an estimate of a student’s overall reading ability because they
reflect the product of word recognition and oral language. The primary purpose of the CUBED-3
composite scores is to predict future reading performance. The CUBED-3 composite scores can also
be used to grossly characterize a student’s reading ability, yet because specific needs cannot be
identified using composite scores, they should not be used to place students into intervention groups.

For statistical purposes in earlier studies, we calculated composite CUBED-3 scores by converting
raw scores to z-scores, transforming those z-scores to scaled scores, and then combining those
scaled scores together. Scaled scores are standard scores with a mean of 10 and a standard deviation
of 3. Z-scores can be transformed into scaled scores by multiplying a z-score by 3 (the standard
deviation of the distribution of scaled scores) and adding 10 (the mean of the distribution of scaled
scores) to this product. For example, a z-score of —1 equals a scaled score of 7 [10 + 3(-1) = 7]. This
approach was used for the data displayed in Tables 10, 11, and 12 in the Criterion-Related Validity
section of this manual.

The composite scores that examiners calculate are derived from logistic regression analyses. In our
series of logistic regression models for each grade, we saved the multiple predictor variables from the
CUBED as a single probability index, and that probability index was used as the predictor in our ROC
analyses, which provided AUC and sensitivity and specificity estimates. This single probability score
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is not easy to calculate nor is it particularly easy to interpret. We were able to identify the predictor
variables that were most predictive in each model, weight those variables accordingly, and sum all

of the appropriate predictors together. This resulted in a composite score that had similar predictive
power as the probability index. The formulas for calculating the composite scores are displayed below.

Calculating Reading Composite Scores

Kindergarten: BOY
N
DDM Letter Sounds x2 C]
e

DDM Phoneme Segmentation

NLM Listening Composite

Reading Composite Score

Grade 1: BOY / MOY / EOY
) )
NLM Decoding Fluency
————
)
NLM Reading Fluency Accuracy
—
)

NLM Reading Composite X2

Kindergarten: MOY/BOY
N

)

DDM Letter Sounds X2
— ——

)
DDM Phoneme Segmentation

——
DDM DI Closed Syllables C]

)
NLM Listening Composite +

—

Reading Composite Score
- J

Grades 2-3: BOY / MOY / EOY

)
NLM Decoding Fluency

————

)
NLM Reading Fluency Accuracy

—

)

NLM Reading Composite X3

Reading Composite Score

Reading Composite Score
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RELIABILITY AND VALIDITY

Special Psychometric Considerations for Criterion-Referenced Assessments

A criterion-referenced test is defined more by the way in which its results are interpreted than by

any necessary special content, administration, or scoring procedures. Criterion-referencing entails
examining the results of a test and determining if those results meet a predefined expectation or
standard - often referred to as a benchmark. With a norm-referenced test, a student’s results are
referenced to the performance of other students usually to determine how far from the mean that
student’s scores fall. Thus, results interpreted through norm-referencing are reported in a relative
manner, such as at the 2nd percentile (essentially meaning that relative to the normative group, a
student’s performance was better than 2% of the sample). With criterion-referencing, the interpretation
is absolute, not relative, and student performance is most often expressed as raw scores (e.g., 20),
percent correct (e.g., 67%), or in a descriptive manner (e.g., student told a story with beginning,
middle, and end information). With a criterion-referenced test, the question is whether a student meets
the expectations established. Meeting this expectation is irrelevant to whether all, some, or none of
the other students meet that expectation. If the criterion is very high, few students may meet it. In
contrast, if the criterion is low, many or all the students will meet it.

Although it is the interpretation of scores that defines a criterion-referenced or norm-referenced test,
criterion-referenced tests often do have unique characteristics that help them meet certain screening
and progress monitoring purposes.

Multiple characteristics of reliability and validity were investigated for the CUBED-3. We first examined
reliability, including alternate form reliability and standardized administration and scoring. We then
examined validity, including the extent to which the CUBED-3 measures socially meaningful behaviors.
Estimates of reliability and evidences of validity are extremely important to consider when deciding
whether a test is appropriate for an examiner’s needs. If a test isn’t reliable, then the examiner cannot
have confidence that the results of the test are an accurate estimate of a student’s abilities. Evidence
of validity provides the examiner with information on how well the test measures what it is supposed
to measure, and helps the examiner know how well the test will likely satisfy his or her purpose for
administering the test. An examiner should always evaluate the information about a test’s validity while
keeping in mind his or her purpose for administering the test, and, most importantly, the examiner’s
purpose for using the test should align with the test’s intended purpose. After examining multiple
evidences of reliability and validity, we analyzed the efficiency and ease of use of the CUBED-3 and
the extent to which is it sensitive to change over time.
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RELIABILITY

Reliability refers to how consistently a test can measure something across different conditions and
situations. If a test lacks reliability, then the examiner will have limited confidence in the results of that
test. It is common to calculate reliability using several methods.

A Special Note on Reliability for Universal Screeners and Progress Monitoring
Tools

Universal screening and progress monitoring tests are not focused on comparing an individual
student’s score to the performance of a larger population. Instead, such criterion-referenced tests
have the purpose of comparing student scores to a criterion or to their own previous scores. These
tests are designed to compare a student’s performance to a benchmark or cut point that is typically
aligned with curriculum expectations and to monitor progress within each student. The benchmark
expectation does not have to have anything to do with how the greater population of students

is performing. The benchmark is instead a goal or expectation that presumably the majority of
students can and should meet after evidence-based instruction. Thus, with a progress monitoring
tool, educators are not interested in having student performance spread out across a normal
distribution, where the performance of some students is significantly below others. On the contrary,
universal screening and progress monitoring tools are designed to document student progress due
to instruction over time on parallel forms of the test. This implies that it is desirable that student
performance on a universal screening and progress monitoring assessment end up at the high end of
the score distribution, forming a negative skew close to the ceiling (e.g., 100%). Conversely, it can also
be expected that there will be a positively skewed distribution when the majority of students perform
poorly on a criterion-referenced test, such as at the beginning of the school year prior to instruction.
This aggregation of scores at the top or bottom of the distribution is not at all in alignment with the
normal curve and causes significant problems with correlation analysis. Correlation requires variance.
And when there is little variance in scores, the correlation will be low and not representative of the
reliability of the test.

Another problem with relying on traditional, correlation analyses for the reliability of universal screening
and progress monitoring assessments is that we are interested in raw values of scores, not just
whether scores are correlated. For example, four different students could receive scores of 9, 10,

12, and 14 correct out of a 25 point test, and then score 20, 21, 23, and 25 correct on a second
administration of that test. The test-retest (or parallel forms) correlation would be 1.0, or perfect.

But the students’ scores are not consistent at all. The perfect correlation coefficient would, under
classical test theory, indicate that the test is perfectly reliable, yet such an interpretation would be very
wrong. The opposite situation could occur where a weak correlation may indicate that a test is not
very reliable, when in fact scores from the test administered at time one and then again at time two
are very consistent. For example, four different students could receive scores of 7, 9, 10, and 11 on a
first test administration, and then receive scores of 6, 10, 11, and 9 on a second test administration.
The correlation between these scores would be very low, yet from a progress monitoring perspective,
the test scores are probably highly related — or reliable (Brown, 1990). Because of the distribution of
scores, and the way in which scores are interpreted in progress monitoring tests, alternative estimates
of reliability that do not rely on correlations are needed.
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Thus, in addition to common approaches to examining reliability, such as the examination of inter-
rater reliability, fidelity of administration, and alternate forms reliability, we calculated estimates of
reliability using threshold-loss agreement and squared-error loss agreement (Brown, 1990; Brown
& Hudson, 2002).

Threshold-loss agreement.

The threshold-loss agreement estimate of reliability is used with benchmark assessments. This
analysis uses a procedure very similar to what is used to obtain evidence of validity for a norm-
referenced language test: sensitivity and specificity. Threshold-loss agreement is very similar to
sensitivity (master) and specificity (non-master) conceptually, yet it is used as a measure of reliability
as opposed to validity. With threshold-loss agreement, students are administered a progress
monitoring test at time one, and then are administered a parallel form of the test, or the same test
again, at time two. Students who were classified as meeting the benchmark expectation (masters)
at time one should also be found to meet the benchmark expectation at time two. The same pattern
should be found for students who did not meet the benchmark expectations. Classification should
be aligned between the two test administrations. The resultant data, which we acquired through
logistic regression and receiver operator characteristic analyses, provides evidence of reliability. Below
we report threshold-loss agreement analyses for the NLM Retell, NLM Questions, and the Reading
Fluency subtests for beginning of year data (BOY from a random sample of approximately 200
students from a pool of approximately 5000 students) in first grade, second grade, and third grade.

* NLM retell threshold-loss agreement. Because there is a practice effect with the NLM Reading
measure with younger students (e.g., < fourth grade), where time 1 performance is typically lower
than time 2 performance, examiners are directed to select the highest NLM Reading score if two are
administered. This practice effect does have an influence on the threshold-loss agreement reliability
estimate. Furthermore, the data for the NLM for time 1 and time 2 only reflect performance from
students who were not at benchmark on the first NLM benchmark. Even so, when benchmark 1
and benchmark 2 from NLM Reading BOY are dichotomized as 1 = at or above benchmark and 0
= at-risk, logistic regression indicates that time 1 is a significant predictor for time 2, with 29% of
the variance accounted for in first grade, 45% of the variance accounted for in second grade, and
31% of the variance accounted for in third grade. Receiver operator characteristic (ROC) analyses
reveal that with time 1 predicting time 2, the area under the curve (AUC) for first grade is .79 with
69% sensitivity and 89% specificity, for second grade the AUC is .86 with 75% sensitivity and 97%
specificity, and for third grade the AUC is .76 with 67% sensitivity and 85% specificity.

+ NLM Question threshold-loss agreement. When NLM Questions data from BOY 1 and BOY 2 are
dichotomized, logistic regression indicates that time 1 is a significant predictor for time 2, with 40%
of the variance accounted for in first grade, 30% of the variance accounted for in second grade, and
for third grade, 43% of the variance was accounted for. ROC analysis indicated that the AUC for
first grade was .79 with 70% sensitivity and 89% specificity, for second grade the AUC was .77 with
67 % sensitivity and 87% specificity, and for third grade the AUC was .90 with 83% sensitivity and
97% specificity.
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+ NLM Reading Fluency threshold-loss agreement. When NLM Decoding Fluency data (CWPM)
from BOY 1 and BOY 2 are dichotomized, logistic regression indicates that time 1 is a significant
predictor for time 2, with 76% of the variance accounted for in first grade, 81% of the variance
accounted for in second grade, and for third grade, 90% of the variance was accounted for. ROC
analysis indicated that the AUC for first grade was .96 with 94% sensitivity and 98% specificity, for
second grade the AUC was .96 with 91% sensitivity and 100% specificity, and for third grade the
AUC was .97 with 94% sensitivity and 100% specificity.

Squared-error loss agreement.

Squared-error loss agreement provides information on how well a progress monitoring test
consistently classifies students along a continuum of scores, not just a binary met/not met
classification. Squared-error loss agreement provides information on the distance from which a
student is from a cut-point (benchmark). Statistical procedures such as the phi(lambda) dependability
index (Figure 4; Brennan, 1980, 1984) are used. Written in statistical notation, the formula for the
phi(lambda) dependability index may look daunting, yet conceptually it is simple and requires only a
few items of information: the number of test items, the benchmark expectation (cut point) expressed
as a proportion (e.g., .80 or 80% of test items correct), the mean performance on the test by a
group of students, also expressed as a proportion (e.g., .90 or 90%), and the standard deviation of
proportion scores. This procedure yields a coefficient that provides information on how well the test
consistently ranks a student along the continuum of possible test scores from time one to time two.

Figure 4 1 )_(,,(1 _YP)_S.E
®(R) = L_ =1l 2 2
e oY

# of items Mean of Cut-point

proportion scores
Standard deviation of
proportion scores

+ NLM retell squared-error loss agreement. For first grade BOY NLM Retell, the cut point as
expressed as a proportion is .26 (A) out of a total of 46 possible points (k). The mean proportion
was .2685 and the standard deviation of proportion scores was .1369, resulting in a phi(lambda)
dependability index of .74.

For second grade BOY NLM Retell, the cut point as expressed as a proportion is .30 (A) out of
a total of 60 possible points (k). The mean proportion was .3449 and the standard deviation of
proportion scores was .1531, resulting in a phi(lambda) dependability index of .87.

For third grade BOY NLM Retell, the cut point as expressed as a proportion is .41 (A) out of a total
of 61 possible points (k). The mean proportion was .4102 and the standard deviation of proportion
scores was .12450, resulting in a phi(lambda) dependability index of .76.
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+ NLM questions squared-error loss agreement. For first grade BOY NLM Questions, the cut point
as expressed as a proportion is .73 (A) out of a total of 30 possible points (k). The mean proportion
was .7299 and the standard deviation of proportion scores was .17782, resulting in a phi(lambda)
dependability index of .82.

For second grade BOY NLM Questions, the cut point as expressed as a proportion is .75 (A) out
of a total of 32 possible points (k). The mean proportion was .7470 and the standard deviation of
proportion scores was .16907, resulting in a phi(lambda) dependability index of .82.

For third grade BOY NLM Questions, the cut point as expressed as a proportion is .81 (A) out of
a total of 32 possible points (k). The mean proportion was .8444 and the standard deviation of
proportion scores was .11670, resulting in a phi(lambda) dependability index of .74.

+ Decoding Fluency squared-error loss agreement. For first grade BOY Decoding Fluency (CWPM),
the cut point as expressed as a proportion is .06 (A) out of a total of 175 possible words (k). The
mean proportion was .1730 and the standard deviation of proportion scores was .17480, resulting in
a phi(lambda) dependability index of .99.

For second grade BOY Decoding Fluency (CWPM), the cut point as expressed as a proportion is
.26 (M) out of a total of 178 possible words (k). The mean proportion was .4286 and the standard
deviation of proportion scores was .22542, resulting in a phi(lambda) dependability index of .95.

For third grade BOY Decoding Fluency (CWPM), the cut point as expressed as a proportion is .39 (A)
out of a total of 186 possible words (k). The mean proportion was .4564 and the standard deviation
of proportion scores was .20053, resulting in a phi(lambda) dependability index of .97.

Inter-Rater Reliability.

For inter-rater reliability, two independent examiners should assign similar scores to the same student
response. This type of reliability is very important especially for the NLM subtests of the CUBED-3
because there is a certain amount of subjectivity involved in scoring a student’s language in real-
time, despite clear scoring procedures. Inter-rater reliability at or above 80% is acceptable, and at
or above 90% is preferred. We focused considerable resources on collecting inter-rater reliability of
the CUBED-3 subtests. Inter-rater reliability of real-time scoring of the NLM subtests was analyzed
with over 60 independent examiners. Results of this analysis, reported in the reliability section of
the CUBED-3 Examiner’s Manual, indicated that the NLM can be scored with excellent reliability.
Furthermore, because two parallel forms of the NLM Listening and NLM Reading subtests (with
appropriate grade levels) are administered, and the highest score from those test administrations is
recorded, measurement error is minimized, and the examiner can have greater confidence that the
results of the test approximate a student’s “true” score.

- DDM inter-rater reliability. Approximately 100 graduate and undergraduate students, general and
special education teachers, and speech-language pathologists, ranging from no prior experience to
over 30 years experience administering standardized assessments, administered the DDM to 1,746
kindergarten through eighth grade students. These 26 examiners participated in approximately 2
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hours of training prior to test administration. Seven undergraduate students in speech-language
pathology independently scored the DDM for inter-rater reliability. These 7 students received
approximately 1 hour of training on how to score the DDM. These students then listened to and
independently scored 10% of DDM administrations. Point-to-point inter-rater reliability, shown in
Table 10, was excellent for all DDM targets.

* NLM inter-rater reliability. For the NLM Listening and NLM Reading, inter-rater reliability was
calculated from 25% NLM stories retold by 898 school-age children and 163 preschool children.
Seventy-eight examiners, the majority of whom had minimal experience administering and scoring
language assessments independently, scored the NLM. Examiners underwent approximately 2
hours of training. Inter-rater reliability for scoring the NLM, shown in Table 10, was excellent for the
narrative retell and factual story questions, and acceptable for inferential vocabulary and inferential
reasoning questions.

Table 10. Point-to-Point Inter-rater Reliability of CUBED-3 Measures

Point-to-Point Inter-rater

CUBED-3 Measures Reliability (Range)
DDM Phonemic Awareness
Phoneme Segmentation 96.1% (77-100)
Phoneme Blending 100%
First Sounds 97.4% (94-100)
Phoneme Blending 100%
DDM Phoneme Manipulation
Phoneme Deletion 100%
Phoneme Addition 100%
Phoneme Substitution 98.7% (96-100)
DDM Orthographic Mapping
Irregular Words 95.8% (70-100)
Letter Sounds 97.7% (90-100)
Letter Names 98% (94-100)
DDM Decoding Inventory
All Targets Combined 98.2% (96-100)

NLM Listening and NLM Reading
Real-Time Narrative Retell Scoring 95% (64%-100%)
Factual Questions 96% (93%-100%)

( )
( )

75%-100%
Inferential Reasoning Questions 93% (86%-100%

Inferential Vocabulary Questions 82%
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* NLM Flowchart and ELM Flowchart inter-rater reliability. For the NLM and ELM Flowcharts, inter-
rater reliability was calculated by two independent raters from 25% of language samples collected
from 1,179 kindergarten through third grade students. Point-by-point percent agreement scores
and Cohen’s kappa coefficients (Cohen, 1960) were calculated to indicate the level of agreement
among scorers (Cooper et al., 1987). Cohen’s kappa (Cohen, 1960) was calculated to account for
the possibility of chance agreement between raters. Reliability data for the NLM Flowchart and ELM
Flowchart are shown in Table 11. Interrater agreement for individual NLM Flowchart items ranged
between 51% and 96% (mean = 85%)). Interrater agreement on individual ELM Flowchart items
ranged between 40% and 99% (mean = 84%). The majority of Kappa coefficient values suggest
substantial agreement between raters.

Table 11. Reliability data for the NLM and ELM Flowcharts

Retell Generation
Instrument Scale Item o p- o p-
Agreement Kappa value  Agreement Kappa value
NLM Sentence
Flowchart  Complexity  Relative Pronouns 0.89 0.67 <.001 0.93 0.52 <.001
Verb/Noun Modifiers 0.86 0.74 <.001 0.86 0.80 <.001
Vocabulary 0.87 0.61 <.001 0.88 0.78 <.001
Temporal Ties 0.90 0.87 <.001 0.93 0.82 <.001
Causal Ties 0.86 0.74 <.001 0.89 0.75 <.001
Dialogue 0.90 0.76 <.001 0.96 0.80 <.001
Sentence Complexity 0.88 0.73 0.91 0.75
Narrative Episode Complexit
Structure P plextty 0.46 0.39 <.001 0.51 036 <001
Character 0.95 0.88 <.001 0.94 0.91 <.001
Setting 0.84 0.74 <.001 0.82 0.77 <.001
Problem 0.80 0.53 <.001 0.85 0.49 <.001
Sequence 0.89 0.63 <.001 0.85 0.69 <.001
Plan/Attempt 0.79 0.54 <.001 0.76 0.63 <.001
Consequence 0.64 0.44 <.001 0.72 0.38 <.001
Ending 0.75 0.42 <.001 0.68 0.56 <.001
Emotion 0.85 0.75 <.001 0.86 0.70 <.001
Narrative Structure 0.77 0.59 0.78 0.61
Total 0.83 0.66 0.78 0.68
ELM Sentence
Flowchart  Complexity Relative Pronouns 0.92 0.68 <.001 0.87 0.73 <.001
Verb/ Noun Modifiers 0.77 0.57 <.001 0.74 0.59 <.001
Vocabulary 0.87 0.84 <.001 0.90 0.80 <.001
Temporal Ties 0.97 0.86 <.001 0.93 0.90 <.001
Casual Ties 0.88 0.76 <.001 0.86 0.77 <.001
Sentence Complexity 0.88 0.74 0.86 0.76
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Standard Error of Measurement.

A student’s raw score on the NLM is unlikely to be their true score. To account for this test error, the
standard error of measurement (SEM) and confidence intervals were calculated. SEM was calculated
by grade level for fall and winter by multiplying the standard deviation (15) by the square root of 1-r,
where r was the inter-rater reliability coefficient (i.e., .95). One SEM is equal to 68% confidence, 1.65
SEMs are equal to 90% confidence, and 1.96 SEMs are equal to 95% confidence. This range (band
or interval) around the student’s raw score provides additional confidence in the results of the test.
Results of these analyses can be found in the CUBED-3 Norm Referenced Technical Manual.

Fidelity of Administration

Fidelity of administration refers to the extent that examiners administer a test following outlined
procedures. The results of a test may not be reliable if the test is administered differently each time
it is given or if it is administered differently by multiple examiners. This type of reliability is typically
measured using a checklist or some other documented form of observation that measures how
closely the examiner adheres to the administration procedures outlined in the test manual. It is often
reported as the percent of administration steps completed correctly. The CUBED-3 test developers
observed 65 examiners who underwent 1 to 4 hours of training (M = 2.4 hours) and documented
fidelity of test administration using fidelity checklists. Fidelity of administration was excellent at 94%
(87%-100%). For the NLM and ELM Flowcharts, fidelity checks were conducted regularly to ensure
elicitation and transcription integrity. An independent RA listened to 26% (n = 1,060) of recordings
of language sample elicitations and used a checklist to document adherence to the protocol. Using
this procedure, elicitation fidelity was determined to be 99%. Additionally, 24% (n = 955) of the total
samples were transcribed by a second, independent RA. A third person then reviewed the first and
second transcriptions, calculated percent agreement between the two, and documented adherence
to transcription procedures for each transcriber. A mean transcription fidelity score for transcriber one
was calculated at 99%. Transcribed content was identical between transcribers an average of 93%
of the time. Any language samples with an agreement score below 80% underwent a reconciliation
process, wherein a third transcriber listened to recordings and used best judgement to decide on a
final transcription.

Alternate Forms Reliability

Alternate or parallel-forms reliability refers to the extent to which two forms of a test are similar to
each other. Because the CUBED-3 is designed for progress monitoring, there are multiple forms that
are parallel in content, length, and complexity. When alternate forms of a test are parallel, gains a
student makes over time can be attributed to factors unrelated to differences between the alternate
forms. Pearson product-moment correlation coefficients (r) can be calculated to provide information
on the strength and direction of the linear relationship between alternate forms. Correlation coefficients
need to be interpreted differently than simple calculations of percent agreement (e.g., 90%), which is
what we used for inter-rater reliability and fidelity of administration. Positive correlation coefficients
range from .01 (negligible) to 1.0 (perfect). Coefficients ranging from .20 to .29 are considered weak,
coefficients ranging from .30 to .39 are considered moderate, coefficients ranging from .40 to .69
are considered strong, and coefficients at or above .70 are considered very strong. Alternate forms
correlation coefficients for the CUBED-3 are described below and displayed in Table 12.
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+ NLM Alternate Forms Reliability. The alternate forms of the CUBED-3 NLM Listening and the NLM
Reading measures are designed to be parallel within and across subtests. Considerable evidence
of the parallel nature of the NLM passages can be found in the rubric used to write each story, the
Lexile scores assigned to each story, and the mean length of utterance (MLU) for each story. The
process whereby the NLM forms were equated is described in detail in the CUBED-3 Development
section of this manual. Correlation coefficients were calculated to provide additional evidence of the
parallel nature of the NLM Listening and NLM Reading forms.

For 212 preschool children, the correlation coefficient between all 25 passages of the NLM Listening
was .71. For personal story generations, the correlation coefficient was .61. Correlation coefficients
for 1077 kindergarten, first, second, and third grade students for beginning of year (BOY) NLM
Listening benchmark passages was .55. Correlation coefficients for 1062 kindergarten, first, second,
and third grade students for middle of year (MOY) benchmark passages was .59. Correlation
coefficients for 696 first, second, and third grade students for the BOY NLM Reading benchmark
passages was .67. Correlation coefficients for 611 first, second, and third grade students for the
MOY NLM Reading benchmark passages was also .67.

For school-age stories, the correlation between the NLM Listening and NLM Reading stories was
analyzed in the fall with a total of 110 participants (55 second grade students and 55 third-grade
students). The students attended a school where they received half-day instruction in English and
half day instruction in either Spanish or Navajo. The sample consisted of 48% (n=53) Hispanic, 28%
(n=31) Native American, 20% Caucasian (n=22), 3% (n=3) who reported two or more ethnicities,
and .01% (n=1) African American students. Of the 53 Hispanic students, 60% (n=32) were Spanish
language dominant. All other students were English language dominant. The correlation between the
NLM Listening and NLM Reading for all participants was .75. The correlation was .74 for Hispanic
students, .67 for Native American students, and .74 for Caucasian students. Correlations for all
second-grade students was .72 and for all third-grade students it was .73. The results described
above, and outlined in Table 8, indicate that alternate form reliability within and across the NLM
Listening and NLM Reading measures is excellent.

Summary of Reliability Results Table 12. Alternate Forms Correlation Coefficients.
Estimates of the CUBED-3 overall reliability, Alternate Forms
relative to several different methods used CUBED-3 Measures Correlation Coefficient
to measure reliability (inter-rater reliability, NLM:L Listening Retell 64
fid.elit?/. of test administration, alternate forms NLM:R Reading Retell 67
rellabllllt)_/) strongly suggest that the QUBED-S NLM:R Decoding Fluency 90
has minimal test error and that examiners can

NLM:R Story Questions .70

have confidence in its results.
NLM:R Vocabulary Questions .45

Between NLM Listening and NLM Reading Retells

Grades 2-3: All Ethnicities .75
Grades 2-3: Hispanic .74
Grades 2-3: Native American .67
Grades 2-3: Caucasian .74
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Validity, according to the Standards for Educational and Psychological Testing (American Educational
Research Association, American Psychological Association, and National council on Measurement in
Education, 1999) is the “degree to which evidence and theory support the interpretation of test scores
entailed by proposed uses of tests.” (p. 9). As pointed out by Gall et al. (2007), and Messick (1995),

it is the interpretation of test scores that hold validity. That is, the results of a GOM instrument need
to be interpretable, meaningful, and actions based on test results need to be appropriate (Gall et al.,
2007; Messick, 1989, 1995). Test validity can be measured by accumulating evidence to support the
proposed application of test results. Evidence of validity has traditionally been organized according
to content-description validity, criterion-prediction validity, and construct-identification validity, which
correspond to overlapping (rather than alternative) empirical and logical approaches taken during

a test’s development and use. This section of the CUBED-3 technical manual provides detailed
information related to each of those evidences of validity.

A Note on Bias

There is a high degree of impartiality in the expectations set forth in curricula across the U.S. The
standards are for all students, including those who are culturally, linguistically, and economically
diverse. Thus, with a criterion-reference assessment, the concern is not whether the items are biased
against a certain group (e.g., ethnicity), but instead whether any group might have particular difficulty
learning to perform as expected. Across the DDM and NLM measures, we have found that explicit,
systematic decoding and language instruction, regardless of ethnicity, gender, or socio-economic
status, has resulted in students achieving the benchmark expectations of the CUBED-3. Although we
expect some groups to initially perform lower than other groups on some of the CUBED-3 measures,
we consider this to be a temporary state, and expect that with instruction, the vast majority of
students will learn to decode, and produce and understand complex language.
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Criterion-Related Validity

Concurrent Validity

Evidence of validity can be derived by examining the relationship between the CUBED-3 and the
results of other assessments administered at approximately the same time. This examination is
designed to demonstrate the extent that the CUBED-3 results are comparable to results from
previously validated instruments that measure similar constructs (convergent evidence of validity;
Bachman, 1990; McNamara, 2000) or that the CUBED-3 results differ considerably from results of a
test that measures different constructs (divergent evidence of validity). This convergent and divergent
evidence of validity, often represented as concurrent criterion-related validity (concurrent validity for
short), is highly dependent on the existence of valid, external tests. In this section, the results of six
studies with 1,146 preschool through third grade students that examined evidence of convergent and
divergent concurrent validity for the CUBED-3 are reported. Sixty nine percent of the participants were
white, 13% were Hispanic, 5% were African American, 3% were Native American, 1% were Asian, and
3% were other. Six percent of the participants had a language disorder. Again, we considered positive
correlation coefficients ranging from .20 to .29 to be weak, coefficients ranging from .30 to .39 to be
moderate, coefficients ranging from .40 to .69 to be strong, and coefficients at or above .70 to be very
strong.

Student performance reported in the studies used to evidence criterion-related validity most likely
does not represent the full range of performance on the criterion measures. This restricted range in
test scores tends to underestimate the correlations (Hunter & Schmidt, 1990; Henriksson & Wolming,
1998; Thorndike, 1949). Thus, coefficients were corrected for range and attenuation. Corrected and
uncorrected coefficients are reported in Tables 13, 14, 15, and 16.

In the following analyses, we compared the CUBED-3 NLM Listening retell highest score to scores
from several criterion measures of language (Table 9). We also compared CUBED-3 composite
scores to the Measures of Academic Progress (MAP) assessment (Tables 14, 15, and 16). CUBED-3
composite scores were calculated by converting z-scores to scaled scores, and then summing
those scaled scores to reflect decoding, language, and reading constructs. The majority of these
comparisons, presented in correlation coefficients, offer strong evidence of concurrent and divergent,
criterion-related validity for the CUBED-3.
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Table 13. Unattenuated/Corrected (Uncorrected) Correlation Coefficients Between the NLM Listening and
Language-Related Criterion Measures, evidencing convergent validity.

n r r
Preschool Grades K-3

Criterion Measures

NLM Listening Retell Composite and Writing

Writing
Curriculum-Based Assessment for Writing 86 .69 (.51)
MAP Fall Language Writing 1085 .56 (.48)

NLM Listening Retell Composite Language Samples

Narrative Language Sample (Frog Where Are You?)

FWAY Episode Complexity 50 .69 (.53)
FWAY Story Grammar 50 .67 (.52)
FWAY NDW* 112 .55 (.44) .61 (.54)
FWAY NDW** 166 - .65 (.58)
FWAY TNW* 112 .51 (.41) .58 (.49)
FWAY TNW** 166 .25 (.21)
FWAY MLU* 112 .35 (.28) .60 (.53)
FWAY MLU* 166 .49 (.44)
FWAY TNU* 112 .36 (.29) .58 (.52)
FWAY TNU** 166 AT (.42)
FWAY SI** 166 .24 (.21)
FWAY WPM** 166 .48 (.41)
NLM Listening Retell Variables with Language Sample Variables
NLM NDW and FWAY NDW** 166 .65 (.58)
NLM TNW and FWAY TNW** 166 .27 (.23)
NLM MLU and FWAY MLU** 166 .63 (.56)
NLM TNU and FWAY TNU** 166 .54 (.48)
NLM Sl and FWAY SI** 166 .44 (.39)
NLM WPM and FWAY WPM** 166 .63 (.54)
NLM Listening Retell Composite and Processing Tasks
NLM Retell Score and Nonword Repetition 275 .36 (.34)
NLM Retell Score and DA Pretest 313 .65 (.63)
NLM Retell Score and DA Posttest 313 .66 (.64)
NLM Retell Score and DA Modifiability Rating 313 .55 (.53)

NLM Listening Retell Composite and General Language

General Language Outcome

MAP RIT* | 1086 | | 57 (49)
Clinical Evaluation of Language Fundamentals Preschool (CELF-P)
CELF-P Core* | 62 | 59 (:47) |
Renfrew Bus Story
Information 5 .95 (.88)
NLM Listening Retell Composite and Expository Language
Expository Language
Information Retell* 917 42 (.32) .68 (.50)
NLM Total Retell and Researcher Expository Retell 85 51 (41)
NLM Total Retell and MAP Expository (Literature Informational) 548 .29 (.25)
NLM Listening Retell Composite and Vocabulary
Vocabulary
NLM Total Retell and MAP Vocabulary (Use) 538 .26 (.22)
NLM Total Retell and MAP Vocabulary (Functions) 1085 .53 (.46)

Note: NLM = Narrative Language Measures; FWAY = Frog Where Are You; NDW = Number Different Words; TNW = Total Number of Words; MLU = Mean Length of Utterance; TNU = Total
Number of Utterances; Sl = Subordination Index; WPM = Words per Minute. All correlations were significant, p <.05. For corrected coefficients, estimates for Frog reliability were estimated
to be .79 unless specified in Heilmann, Miller, Iglesias, Fabiano-Smith, Nockerts, & Andriacchi (2008), (NDW = .79, NTW = .70, WPM = .74). Reading Street reading comprehension end

of unit test reliability data and reliability for the district writing assessment were not available. We estimated .70 for those tests. Writing reliability was .70. Expository was .70. Bus Story
reliability for Information was .79 according to the Bus Story Manual. Average reliability for the CELF was .80. Average reliability for the nonword repletion task was .89. * study 1; ** study 2
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Table 14. Corrected (uncorrected)
correlations between BOY CUBED-3
Scaled Score Decoding Composite and
BOY MAR evidencing divergent validity.

Note: All correlations significant, p <.05. The CUBED-3 Scaled

Score Decoding Composite is the sum of scaled scores from the
DDM Word Identification, DDM Letter Sounds, and DDM Phoneme
Segmentation fall targets. MAP = Measures of Academic Progress
fall administration; RIT = Rasch Unit. For corrected coefficients, MAP
reliability was obtained from the Northwest Evaluation Association
(2004) publication on reliability and validity estimates (.80).

Table 15. Corrected (uncorrected)
correlations between BOY CUBED-3
Scaled Score Language Composite and
BOY MAR evidencing convergent validity

Note: All correlations were significant, p <.05. The CUBED-3 Scaled
Score Language Composite is the sum of scaled scores from

the highest NLM Listening retell, NLM Reading retell, Vocabulary
Questions, and Decoding Fluency fall targets. MAP = Measures of
Academic Progress fall administration; RIT = Rasch Unit.

Table 16. Corrected (uncorrected)
correlations between BOY CUBED-3
Scaled Score Reading Composite and
BOY MAR evidencing convergent validity.

Note: All correlations significant, p <.05. The CUBED-3 Scaled
Score Reading Composite is the sum of scaled scores from the
DDM Word Identification, DDM Letter Sounds, and DDM Phoneme
Segmentation fall targets, and the highest NLM Listening retell, NLM
Reading retell, Vocabulary Questions, and Decoding Fluency fall
targets. MAP = Measures of Academic Progress fall administration;
RIT = Rasch Unit.

Measuring Academic Progress (MAP) BOY

BOY CUBED-3 Scaled Score Language Composite

Criterion Measures n Gradgs K3
BOY CUBED-3 Scaled Score Decoding Composite

Measuring Academic Progress (MAP) BOY
RIT Score 935 16 (.13)
MAP Foundational Skills 558 14 (12)
MAP Language and Writing 934 14 (12)
MAP Informational and Literature 558 A2 (11)
MAP Vocabulary Use and Functions 1,143 .16 (.13)
N n r

Criterion Measures Grades K-3

RIT Score 1,146 .88 (.78)
MAP Foundational Skills 566 79 (.71)
MAP Language and Writing 1,143 .85 (.76)
MAP Informational and Literature 566 .74 (.66)
MAP Vocabulary Use and Functions 1,143 .83 (.74)
- n r
Criterion Measures Grades K-3
BOY CUBED-3 Scaled Score Reading Composite
Measuring Academic Progress (MAP) BOY
RIT Score 1,146 .44 (.39)
MAP Foundational Skills 566 .64 (.57)
MAP Language and Writing 1,143 .43 (.38)
MAP Informational and Literature 566 .59 (.53)
MAP Vocabulary Use and Functions 1,143 42 (.37)

For the NLM and ELM Flowcharts, a bivariate correlation analysis was conducted in SPSS to determine
correlations between scores from the Woodcock-Johnson IV Test of Oral Language (WJ-IV TOL) and the
NLM and ELM Flowcharts, respectively. A small, positive correlation was observed between WJ-TOL
CALP scores and the NLM (generation = 0.22; retell = 0.29) and ELM Flowcharts (generation = 0.26;

retell = 0.25). Correlation values and 95% confidence intervals are reported in Table 17.

Table 17. Correlations with WJ-TOL
CALP Scores

CUBED-3 MANUAL |

Generation Retell
Factor
r 95% CI r 95% CI

NLM Flowchart Sentence Complexity 0.144 .100-.187 0.238 .195-279
Narrative Structure 0.21 .167-.251 0.283 .242-323

Total 0.221* .178-.262 0.294%* .253-334

ELM Flowchart Sentence Complexity 0.219 .177-.260 0.205 .162-247
Passage Structure 0.247 .205-.288 0.215 172-257

Total  0.264*** .223-304 0.249%*** .207-.291

© 2023 Language Dynamics Group, LLC. |

*n=1,966; **n=1,966; ***n =2,008; ****pn = 1,947
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Predictive Validity

Evidence of validity can be derived by examining how well the CUBED-3 relates to future performance
on other tests designed to measure similar constructs (Anastasi & Urbina, 1997). Because results

on the CUBED-3 in the fall were used to place students into language and decoding interventions,

the predictive validity analyses are confounded by having used the predictive criteria to help

prevent failure on the criterion measures. Clearer conclusions may have been possible if this biasing
relationship were not present, although given earlier research, failure to intervene would have had
negative ethical implications and a negative impact on student performance. To demonstrate the
predictive validity of the CUBED-3, we studied its relationship to the Measures of Academic Progress
(MAP) and Wyoming PAWS reading assessments. We used regression, correlation, and discriminant
function analyses to examine the predictive validity of the CUBED-3.

In Table 18, we report R? coefficients of determination to indicate the extent to which combinations of
CUBED-3 raw scores collected in the fall with 1,512 kindergarten through third grade students were
predictive of the MAP assessment in the winter. R? interpretation is highly dependent upon the testing
context. For predicting reading, we consider R? values above .10 (10% accounted variance) to be
meaningful.

In Tables 19, 20, and 21, we report correlation coefficients (r) to indicate the relationship between fall
CUBED-3 composite scores and winter MAP scores. We consider coefficients ranging from .20 to .29
to be weak, coefficients ranging from .30 to .39 to be moderate, coefficients ranging from .40 to .69 to
be strong, and coefficients at or above .70 to be very strong.

In Table 22, we report sensitivity and specificity derived from discriminant function analyses that examined
the predictive validity of the combined NLM Listening Retell and the NLM Reading Retell for end of

year PAWS and MAP results. These analyses included 71 third grade students attending two different
elementary schools in Wyoming and 681 third grade students from across the U.S. Sensitivity in this case
represents the extent to which the combined NLMs accurately identified students who were at risk on
PAWS and MAP, and specificity refers to the extent to which the combined NLMs accurately identified
students who were not at risk on PAWS and MAP. For diagnostic instruments, such as norm-referenced
standardized language assessments, sensitivity and specificity at or above 80% are generally considered
acceptable. For universal screeners such as the CUBED-3, sensitivity and specificity are often expected to
be lower. Sensitivity and specificity provide evidence of both predictive validity and construct validity.

In Table 23, we report sensitivity and specificity derived from discriminant function analyses that
examined the predictive validity of the CUBED-3 for end of year PAWS results. These analyses
included 71 third grade students attending two different elementary schools in Wyoming. Sensitivity
in this case represents the extent to which the CUBED-3 accurately identified students who were

at risk on PAWS, and specificity refers to the extent to which the CUBED-3 accurately identified
students who were not at risk on PAWS. For diagnostic instruments, such as norm-referenced
standardized language assessments, sensitivity and specificity at or above 80% are generally
considered acceptable. For universal screeners such as the CUBED-3, sensitivity and specificity are
often expected to be lower. Sensitivity and specificity provide evidence of both predictive validity and
construct validity (see below). The results of the regression, correlation, and discriminant analyses
indicate that the CUBED-3 is moderately to strongly predictive of the MAP and PAWS assessment.
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Table 18. Regression analyses using BOY o n R?
. Criterion Measures
CUBED-3 raw scores to predict MOY Grades K-3
MAP performance BOY CUBED-3 Scaled Score Language Composite
Note: All correlations were significant, p <.01; NLML = NLM NLML and NLMR Predicting MAP RIT 1,512 .43
Listening retell; NLMR = NLM Reading retell; MAP = Measures of —
Academic Progress fall administration; RIT = Rasch Unit. NLML/R Vocab and DDM Irregular Words Predicting MAP 1512 55
Vocabulary Use and Functions ’ :
All CUBED-3 Measures Predicting MAP Foundational Skills | 1,512 .64
Decoding Fluency and Phoneme Segmentation Predicting 1512 78
MAP Language and Writing ’ ’
DDM Irregular Words, Vocabulary Questions, and Phoneme 1512 69
Segmentation Predicting MAP Literature and Informational ’ ’
Table 19. Corrected (uncorrected) L n r
. Criterion Measures
correlations between BOY CUBED-3 Grades K-3
Scaled Score Decoding Composite and BOY CUBED-3 Scaled Score Decoding Composite
MOY MAP Measuring Academic Progress (MAP) MOY
Note: All correlations significant, p <.05. The CUBED-3 Scaled RIT Score 935 .16 (.13)
Score Decoding Composite is the sum of scaled scores from the - -
DDM Word Identification, DDM Letter Sounds, and DDM Phoneme MAP Foundational Skills 558 14 (12)
S tation fall targets. MAP = M f Academic P —
ol adminisation: Rl = Rasch Uit e TIAGress MAP Language and Writing 934 14(12)
MAP Informational and Literature 558 A2 (11)
MAP Vocabulary Use and Functions 1,143 .16 (.13)
Table 20. Corrected (uncorrected) L n r
. Criterion Measures
correlations between BOY CUBED-3 Grades K-3
Scaled Score Language Composite and BOY CUBED-3 Scaled Score Language Composite
MOY MAP Measuring Academic Progress (MAP) MOY
Note: All correlations were significant, p <.05. The CUBED-3 Scaled RIT Score 935 16 (.13)
Score Language Composite is the sum of scaled scores from . .
the highest NLM Listening retell, NLM Reading retell, Vocabulary MAP Foundational Skills 558 14 (12)
Questions, and Decoding Fluency fall targets. MAP = Measures of —
Academic Progress fall administration; RIT = Rasch Unit. MAP Language and Writing 934 14 (12)
MAP Informational and Literature 558 A2 (1)
MAP Vocabulary Use and Functions 1,143 .16 (.13)
Table 21. Corrected (uncorrected) o n r
. Criterion Measures
correlations between BOY CUBED-3 Grades K-3
Scaled Score Reading Composite and BOY CUBED-3 Scaled Score Reading Composite
MOY MAP Measuring Academic Progress (MAP) MOY
Note: All correlations significant, p <.05. The CUBED-3 Scaled
Score Reading Composite is the su<m of scaled scores from the RIT Score 935 16 ('13)
DDM Word Identification, DDM Letter Sounds, and DDM Phoneme MAP Foundational Skills 558 14 (12)
Segmentation fall targets, and the highest NLM Listening retell, NLM
Reading retell, Vocabulary Questions, and Decoding Fluency fall MAP Language and Writing 934 14 (.12)
“MAP = M f Academic P fall administration; - -
Errgit?:{asch Unit_easureso cademic Progress fall administration MAP Informational and Literature 558 A2 (11)
MAP Vocabulary Use and Functions 1,143 .16 (.13)
Table 22. Sensitivity and Specificity of the BOY CUBED-3 Scaled Score Reading Composite
Combined NLM Listening Retell and NLM EOY Reading Criterion M N AUC | Sensitivi Specific
. . eading Criterion Measure ensitivi ecifici
Reading Retell Third Grade BOY Assessment & v B ty
for EOY PAWS Reading Assessment and . .
) NLM Reading and NLM Listening
MOY MAP Reading Assessment. Combined predicting PAWS EOY | /' | 86 % 100%
Note: PAWS = State of Wyoming Reading Assessment administered
in March; P rf PAWS = at or below basic. MAP = ) ) )
e oo oo | NLM Reading and NLM Listening | g1 | 76 | 765 0%
basic. Combined predicting MAP MOY :
Table 23. Sensitivity and Specificity of CUBED-3 Third Grade BOY Assessment
CUBED-3 Third Grade Fall Assessment for . o L L
i EOY Reading Criterion Measure Sensitivity Specificity
End of Year PAWS Reading Assessment
Note: PAWS = State of Wyoming Reading A t administered . .
in March; Predictor - CUBED-3 third grade fal combined NLM | PAWS (end of year) Below Basic = At Risk 100% 83%
Listening, NLM Reading, NLM Vocabulary, and NLM Decoding

Fluency measures, Wilks’ Lambda = .770, p < .01.
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Longitudinal Cohort Study: Kindergarten to Fifth Grade

In a separate longitudinal study, we administered the CUBED-3 assessment to 162 kindergarten
students in a school district in the Midwest and then administered the CUBED-3 to those same
students every year until third grade. We used binary logistic regression and receiver operator
characteristic (ROC) analyses to examine their performance in fifth grade on the WYTOPP state
reading assessment, with poor performance indicated as a summative score below the 16th percentile
(local norms). We integrated three steps in each model, with the first step including the word
recognition-related subtests of the CUBED-3, the second step including the language-related subtests
of the CUBED-3, and the third step combining both word recognition and language subtests together,
reflecting the simple view of reading.

Kindergarten. We used the kindergarten CUBED-3 Letter Sounds and Phoneme Segmentation
subtests as word recognition-related measures, and the NLM Listening Composite Score (sum of NLM
Retell and NLM Questions) as language-related measures to predict performance on the state reading
assessment five years later in fifth grade.

Table 24. Sensitivity and Specificity for BOY Kindergarten CUBED-3 Word Recognition Measures Only (Step 1)

and Word Recognition and Language Measures Combined (Step 2) for Predicting Fifth Grade State Reading Test
Performance (WYTOPRP).

o ROC Curve
R? AUC | Sensitivity | Specificity
Kindergarten CUBED BOY predicting os
Fifth Grade WYTOPP State Reading Assessment ’
Step 1
CUBED Word Recognition .19 .76 71% 73%
Measures Only .Er 08
Step 2 o o 2
CUBED Language Measures 09 67 63% 1% ] 04
Step 3
CUBED Word Recognition and A1 .89 85% 85% 02
Language Measures )
Note: Risk = WYTOPP performance below the 16th percentile (local norms).
0.0
0.0 0.2 0.4 0.6 0.8 1.0
1 - Specificity
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First Grade. We used the first grade CUBED-3 Phoneme Segmentation, Closed Syllables (CVC,
CCVC) Correct Sounds, Irregular Words, Decoding Fluency (CWPM), and Reading Fluency Accuracy
as word recognition-related measures, and the NLM Reading Retell as the language-related measure

to predict performance on the state reading assessment in fifth grade.

Table 25. Sensitivity and Specificity for BOY First Grade CUBED-3 Word Recognition Measures Only (Step 1)
and Word Recognition and Language Measures Combined (Step 2) for Predicting Fifth Grade State Reading Test

Performance (WYTOPP).
R? AUC | Sensitivity | Specificity
First Grade CUBED BOY predicting
Fifth Grade WYTOPP State Reading Assessme

Step 1

CUBED Word Recognition 44 .87 89% 80%
Measures Only

Step 2

CUBED Language Measures 19 81 100% 68%
Step 3

CUBED Word Recognition and 1.00 1.00 100% 100%

Language Measures

Note: WYTOPP performance below the 16th percentile (local norms) = Risk.

Sensitivity

1.0

0.8

0.6

0.4

0.2

ROC Curve

0.4 0.6 0.8 10

1 - Specificity

Second Grade. We used the second grade CUBED-3 Decoding Fluency (CWPM) and Reading
Fluency Accuracy, as the word recognition-related measure, and the NLM Reading Retell, Factual
Questions, and Inferential Vocabulary Questions as the language-related measures to predict

performance on the state reading assessment in fifth grade.

Table 26. Sensitivity and Specificity for Fall Second Grade CUBED-3 Word Recognition Measures Only (Step 1)
and Word Recognition and Language Measures Combined (Step 2) for Predicting Fifth Grade State Reading Test

Performance (WYTOPRP).
R? AUC | Sensitivity | Specificity
Second Grade CUBED BOY predicting
Fifth Grade WYTOPP State Reading Assessme

Step 1

CUBED Word Recognition .16 .74 70% 67%
Measures Only

Step 2

CUBED Language Measures 24 78 86% 73%
Step 3

CUBED Word Recognition and 43 .86 86% 1%

Language Measures

Note: WYTOPP performance below the 16th percentile (local norms) = Risk.
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1.0

0.8

0.6

04

0.2

ROC Curve

0.2 0.4 06 0.8 1.0
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Third Grade. We used the third grade CUBED-3 Decoding Fluency (CWPM), as the word recognition-
related measure, and the NLM Reading Retell, Factual Questions, and Inferential Vocabulary Questions
as the language-related measures to predict performance on the state reading assessment in fifth
grade.

Table 27. Sensitivity and Specificity for Fall Second Grade CUBED-3 Word Recognition Measures Only (Step 1)

and Word Recognition and Language Measures Combined (Step 2) for Predicting Fifth Grade State Reading Test
Performance (WYTOPP).

o ROC Curve
R2? AUC | Sensitivity | Specificity '
Third Grade CUBED BOY predicting
Fifth Grade WYTOPP State Reading Assessme s

Step 1

CUBED Word Recognition 12 .72 76% 66% —

Measures Only E.. 06 |

: |

Step 2 o o 5

CUBED Language Measures 14 72 75% 62% A o

Step 3

CUBED Word Recognition and .25 .80 81% 76% 02

Language Measures
Note: WYTOPP performance below the 16th percentile (local norms) = Risk. -

0.0 0.2 0.4 06 0.8 1.0
1 - Specificity

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com




RELIABILITY AND VALIDITY

Construct Validity

Evidence of construct validity supports the theoretical construct that a test purports to measure.

We provide several forms of evidence that support the construct validity of the CUBED-3, including
evidence that the CUBED-3 is sensitive to growth over time, reflects both oral and written language,
and is sensitive to growth due to intervention. We also provide evidence that the CUBED-3 reflects

the underlying traits pertaining to decoding and language (using factor analysis). Evidence that the
CUBED-3 accurately classifies students who have reading difficulty, which is provided in the Predictive
Validity section of this manual, also offers evidence of construct validity.

Measuring Academic Language

The NLM is designed to provide information on academic oral and written language. An initial question
is whether the NLM includes the items needed to measure this proposed construct. The fact that

the NLM elicits narrative language samples goes a long way in establishing that such a construct is
indeed being measured. A language sample certainly has the advantage of transparency — it is without
question a sample of language. For this very reason, a language sample is absolved from traditional
internal structure analyses. The relationship between the test items (e.g., the narrative structure and
the language complexity used to construct that narrative) is perfectly related to a narrative language
construct. Of course, a language sample is just that — a sample — and it may not fully represent a
student’s language ability (Shohamy, 1995). It is important to examine the authenticity of the language
samples elicited, and the extent to which the test measures a student’s ability to use that language in
the academic setting. Morrow (1979) suggested that language tests should examine the performance
of purpose-driven, interactive, authentic language in a natural context which is at times unpredictable.

In the NLM, model narratives are constructed so that they reflect the very same language complexity
found in an academic context. This deliberate design means that there is a very real possibility that
asking students to listen to or read those passages and then retell them will provide information on
their ability to understand and produce such academic language. An NLM narrative retell is conveyed
with communicative purpose in an interaction between the examiner and the child. The focus is on
behavioral performance that attempts to replicate a real-life, non-testing situation.

Based on the assertions we have outlined for the CUBED-3 assessment, the NLM subtest should
measure the construct of academic oral and written language for preschool and school-age students
for the purpose of universal screening, progress monitoring, and informing instruction. This a pretty
tall order, especially since the ability to produce and comprehend language is dependent on multiple
factors. For example, how can an assessment measure language and reading comprehension when
comprehension is not a single unitary construct (Catts, 2015)? Comprehension is so dependent
upon multiple factors, that a single assessment cannot ever fully measure reading comprehension
across an apparently infinite combination of contextual and content variables. It may be possible

to test a student across many different contexts and obtain a comprehension profile (Kamhi, 2019),
yet this would not be feasible for a universal screener or progress monitoring tool that has efficiency
requirements. Furthermore, it would not be accurate to suggest that prior knowledge is absolutely
necessary for comprehension. Students can gain new knowledge when listening to or reading
content that is unfamiliar to them. This requires, among several things, motivation, working memory,
attention, morphological awareness, inferential word learning skills, and familiarity with complex
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syntactic constructions. Acquiring knowledge is also facilitated through mental schemas, such as
story grammar. Note that learning something new is less related to specific content and more related
to generalized skills. Students who can learn these skills without unusual difficulty are the very same
students who do not have language disorder. Conversely, students with a language disorder, by the
very nature of the construct itself, will have difficulty learning language. Progress monitoring over time
can measure this language learning potential.

We propose that a criterion-referenced measure of language designed to assess academic language
in a universal screening and progress monitoring application should focus on learning potential and
general processes. Such a construct could be measured using a response to intervention or multi-
tiered systems of support process, or through dynamic assessment or progress monitoring coupled
with explicit instruction. The NLM is designed to be an integral part of a multi-tiered system of support
and uses progress monitoring procedures. The NLM measures a student’s ability to learn academic
language over time, which is less focused on specific content and more focused on what will best
indicate which students will struggle with understanding and producing academic language.

Measuring Word Recognition

The DDM is specifically designed to measure key skills required for word recognition, including
phonemic awareness, identification of letter-sound correspondences, orthographic mapping of
temporarily and permanently irregularly spelled words, recoding of different syllable types, recognition
of affixes, and reading fluency (CWPM). The three lower strands and subordinate strands of
Scarborough’s reading model are specifically addressed in the CUBED-3, and the fact that the DDM
specifically measures those strands goes a long way in establishing that word recognition-related skills
are indeed being measured. Measures of word recognition that most accurately reflect that construct
are nonsense word recoding tasks, as found in the Decoding Inventory subtest, irregular word reading
tasks, as found in the Irregular Words subtest, and a reading fluency task, where connected text

is read. In fact, reading fluency, whether with contrived decodable texts or with 100% “authentic”
texts, clearly reflects the construct of word recognition. Of course, written text is bound by specific
vocabulary which can vary greatly, and a particular passage may not fully represent a student’s ability
to recognize all words. We controlled for this variance to a degree by constructing nearly 100%
decodable passages for the first and second grade NLM Reading benchmark and progress monitoring
subtests. This allows for a tighter control over the measurement of what has likely been specifically
taught and allows examiners to determine whether a student is responding to instruction. We contend
that measuring a student’s ability to decode syllable types and patterns that they have not yet learned
is not a productive use of time.

A Special Note on Response Processes for Comprehension

Test content includes themes, wording, format of test items, tasks, and questions. Administration
and scoring can also be relevant to content-based evidence. A language sample that elicits
complex, academic language that is representative of a student’s language ability probably won’t
have construct underrepresentation or construct-irrelevance, but the way the language sample is
analyzed most certainly could. The constraints imposed by the purposes of universal screening
and progress monitoring preclude a deep analysis. When a test is designed to be administered and
scored by examiners who have limited formal training in language sample analysis, the complexity
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of the analysis has to be reduced. Here is where the NLM most certainly is most at risk for construct
underrepresentation. We have attempted to identify general processes or schema that can be
recognized by a teacher or paraprofessional, for example, who may not have a strong language
background. The NLM expects examiners to score a student’s inclusion of major story grammar
elements, score important temporal and causal subordinating conjunctions, relative pronouns that
indicate relative subordination, vocabulary complexity, and calculate the extent to which a complete
episode has been produced. The NLM also measures a student’s ability to answer factual questions
and make text-to-text and text-to-self/word inferences. There is always tension between reliability,
efficiency, ease of administration, ease of scoring, and validity for a language progress monitoring tool,
nevertheless, when compared to the early comprehension measures currently being used in many of
the schools across the U.S., we are confident that the NLM is a step in the right direction (Petersen &
Stoddard, 2018).

There is also the question of what task we want the students to perform in a criterion-referenced
language test. Language samples can be elicited in a variety of ways. The generation of fictional or
personal stories can be prompted, or the elicitation of retells could be the focus. Pictures can also
be used to elicit language samples. A narrative retell of a personal-themed story is the response we
expect from students on the NLM retell portion of the CUBED-3. This was purposefully chosen for
several reasons. First a retell task allows for there to be carefully constructed parallel forms. Second,
a retell can be scored in real time because the examiner has prior exposure to the story and can
anticipate the content and its structure. Third, a personal story themed on universally applicable
events (e.g., getting lost, getting hurt) can help mitigate the confound of prior exposure or experience
with the test content. Although no doubt some stories will resonate stronger with some students
than others, at the very least the stories are generally relatable. Also, there is a primer story or more
than one story elicited. This is particularly important because we found that the first administration
of an NLM subtest is a “shock to the system” for many students, and their responses did not reflect
their language potential. We noted that a second NLM administration immediately after the first
administration consistently yielded more complex and complete narrative retells. Finally, a retell is
the integration of receptive and expressive language — of which empirical evidence is beginning to
demonstrate are not separate constructs. For example, unless a student has a mental model of what
they are trying to produce expressively, they will not be able to produce it (Leonard in AJSLP).

Table 28. Means and standard deviations for NLM Listening retell and writing samples across multiple language
measures, evidencing convergent validity. (n = 196).

Language Feature NLM Listening Retell Writing

Verbs 18.17 (3.44) 18.71 (4.10)
Preposition 5.93 (2.89) 6.55 (3.72)
Adjectives 0.97 (1.23) 1.29 (1.73)
Complement Clauses 1.04 (1.27) 0.86 (1.35)
Coordinating Conjunctions 1.45 (1.66) 0.71 (1.37)
Pronouns 4.54 (4.53) 4.31 (4.54)
Relative Subordinate Clauses 0.21 (.49) .24 (.78)

Note: No significant differences between the NLM Listening retell means and the Writing means, indicating that NLM Listening retell performance will reflect a student’s
ability to write.
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Sensitivity to growth due to change over time

An assessment with measures that are designed to test skills that improve with age or with general
instruction should show this progression during which those skills are developing or being taught.
Means and standard deviations of some of the CUBED-3 measures that are consistently administered
at different time points throughout the year are presented in Table 29. A one-way repeated measures
ANOVA indicated a significant difference in narrative retell scores from the beginning to the middle
of the year for kindergarten (F(1, 214) = 127.92, p <0.001, n? = .37), first grade (F(1, 208) = 35.03, p
<0.001, n? = .14), second grade (F(1, 195) = 97.55, p <0.001, n? = .33), and third grade (F(1, 186) =
46.71, p <0.001, n? = .06). The data show that as students advance through the grades, the mean
performance on the CUBED-3 measures also increases as expected. More specific data on mean
performance on the CUBED-3 measures, including different group performance (e.g., ethnicity)

at different time points can be found in the supplemental technical manual on norm-referenced
interpretation of the CUBED-3.

Table 29. Means (and Standard Deviations) for the CUBED-3 Fall Benchmark Scores at Beginning of the Year and
the Middle of the Year for Kindergarten Through Third Grade

Grade NLM Listening | NLM Reading | NLM Decoding Sentence: Vocabula.ry NLM ) Phoneme )
Retell Retell Fluency Complexity Complexity Questions Segmentation
Kindergarten | 11.48 (6.16) - - 0.68 (1.20) 0.32 (:64) 19.716.13) | 17.03 (11.73)
ﬁg‘\’(erga”e” 17.10 (5.76) - - 1.60 (1.02) 1.08 (0.73) 20.54 (5.94) 27.64 (5.48)
First Grade *13.43(7.64) | 12.35(6.30) | 34.98(29.37) | 0.79 (1.20) 0.18 (0.45) 2190 (5.33) | 29.56 (4.95)
,f}lgﬁ(Grade *14.74 (8.06) 15.70 (5.69) | 48.74 (28.97) 1.98 (1.19) 1.29 (0.75) 24.16 (5.34) 28.72 (4.76)
S%ﬁ‘(’”d Grade | .59 17 (8.83) 20.69 (9.19) | 78.78(38.73) 1.12 (1.45) 0.50 (0.85) 23.90 (5.41) 29.23 (5.81)
f,legf;”d Grade | .19 66 (9.78) 27.04 (8.16) | 89.21 (33.40) 2.04 (1.69) 1.49 (0.94) 25.36 (5.61) 28.29 (5.27)
gg;‘j' Grade *13.82(7.81) | 25.02(7.60) | 88.84 (35.93) 1.21 (1.52) 1.12 (1.29) 27.02 (3.73) 27.48 (7.61)
L Grade *05.45(9.57) | 27.41(7.68) | 103.20(27.88) | 2.52 (1.67) 1.21 (0.70) 28.02 (4.49) | 29.74(3.48)

Note: *The NLM Listening and Reading passages get increasingly more complex at each grade level. Therefore, caution should be taken when comparing scores across grades. The NLM
Listening is typically administered to first through eighth grade students who are not at benchmark on two consecutive NLM Reading administrations, therefore, the data from the NLM

Listening represent mean performances from students who are at-risk.

For the NLM Flowchart, mean scores were observed to

increase across grade levels. The average NLM Flowchart

scores were 14.2 for Kindergarteners, 18.4 for 1st
graders, 22.4 for 2nd graders, and 23.9 for 3rd graders.
An increasing trend for mean ELM Flowchart scores was

also observed: 7.0 for Kindergarteners, 9.1 for 1st graders,
11.0 for 2nd, and 11.2 for 3rd graders. Figure 5 depicts the
changes across grades in bar graph form.

Figure 5. NLM and ELM Scores across Grade
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Sensitivity to growth due to intervention

There are several peer-reviewed language intervention studies that have used the CUBED-3 NLM as an
outcome measure. These studies provide considerable evidence that the CUBED-3 is sensitive to change due to
intervention.

Participants

United States International
» Preschoolers — 3rd Graders * Mexico: Spanish-speaking
« White, Black, Hispanic, 5th and 6th Graders Iearmng English
Native American, Asian American ¢ India: Kindergartners & 1st Graders

* Israel: Hebrew and Arabic speakers

« Typically developing children
e Children at risk for reading failure

= @ & @&
STUDIES e Children with autism
e Children with language disabilities
30 completed « Children with learning disabilities

- Rt (e ~2000 CHILDREN

: 8 PGV ESE @ Bilingual children participated in the studies
Independently :.....
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published : 15 BYathfS Instructional Aﬁ 37%
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2 investigated remote Arrangements E67°/0 20/

multi-tiered system
Story Champs® intervention
= y S
=A v Dose QNI v ST ks

*Many studies included more
than one tier of intervention

Interventionists FIeX|b|I|ty
* Head Start teachers * Speech-language pathologists e 57 master lesson plans e Digital mater_ials for
¢ Preschool teachers * Reading specialists * 8 add on lessons remote learning
 General ed K-3 teachers * Spanish-speaking parents  Center activities * Spanish bilingual version
e Special ed K-3 teachers e Parents * Take home activities * Classwide peer tutoring
* Paraprofessionals * Researchers * Writing organizers * Story garT\es
*Fidelty of intervention delivery Is always above 90% » Word journals * Informational lessons
Average effect sizes by outcome What makes Story Champs® effective?
Story reteI.I R — * Realistic child-friendly themed stories
Personal story generations /SEEE— » Stories carefully constructed to reflect complex
Listening comprehension AEEEG—— academic language
Taught vocabulary SEEEEEGG—— * Multiple exemplar training to address metacognitive

learning

* Simple and engaging visual materials with
systematic fading

* High rates of active student responding

» Explicit instruction blended with authentic speaking
and listening activities

» Extensive modeling and recasting

* Retrieval-based learning via story retelling

* Spaced learning of vocabulary through extensions
and family engagement activities

* Intentional generalization strategies

Inferential vocabulary SRR

Spanish Receptive language
English receptive language
Spanish grammar and syntax
English grammar and syntax
Writing

Reading comprehension
Information retelling

Measures of Academic Performance
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Factor Analysis

If the subtests of an assessment are significantly correlated, this can be evidence that the subtests
are all measuring a related construct. The CUBED-3 is designed to measure two major constructs:
word recognition and language. Therefore, subtests within those two measures should reflect

this. Factor analysis is conducted to explore the degree to which underlying traits of a test can be
identified and the extent to which those traits reflect the theoretical model on which the test is based.
We have investigated and reported the factor loadings for the word recognition-related subtests

of the CUBED-3, yet the newly revised CUBED-3 required additional investigation, particularly

the NLM subtest, which reports two composites: The NLM Retell Composite score and the NLM
Comprehension Composite score. These two composite scores reflect the theorized factors assessed
by the NLM. The results of the factor analysis indicated that the NLM measured the two factors that
were theorized. We labeled the two factors as “retell” and “comprehension”. These two factors align
with the composite scores on the NLM. Figure 6 displays a path diagram of the factor analysis with
completely standardized values for the two-factor solution.

Figure 6. Path Diagram of the Factor Analysis | Narrative Discourse Complexity |v\

with Completely Standardized Values for the | Sentence Complexity |'\ 0.90 ~_
Two Factor Solution of the NLM 028 —
| Episode Complexity |4..’— 0.57 / \

0.36

| Vocabulary Complexity |A/ e
| Factual Questions |1\ /
0.68
| Inferential Vocabulary |‘__ 0.47 >
0.54
| Inferential Reasoning |4/

Factor Analysis of NLM and ELM Flowcharts

For the NLM and ELM Flowcharts, A CFA was conducted to test two-factor measurement models
of the NLM and ELM Flowcharts for spoken academic language. Models of the proposed factor
structures are displayed in Figure 7.

Relative Pronouns

Relative Pronouns

Verb/Noun Modifiers

Vocabulary/Rhetoric
Language .
Complexity Temporal Ties

Causal Ties

Verb/Noun Modifiers
Vocabulary/Rhetoric
Temporal Ties

Language
Complexity

Dialogue

Dialogue

Narrative
Academic

Expository
Academic
Language

Episode Complexity

Language

Main Idea

Passage Cohesion
Definitions & Examples

Concluding Statement

Problem
Narrative Plan/Attempt
Structure

Consequence

Sequence

Passive
Structure

Figure 7. Proposed Factor Structure of Narrative and Expository Academic Language
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A CFA was conducted to test two-factor measurement models of the NLM and ELM Flowcharts. Items
were initially specified based on an evaluation of the extent to which they theoretically fit into the latent
constructs. A two-factor model was hypothesized to reflect the distinctions between microstructure
(grammatical/lexical features) and macrostructure (discourse features) typically employed by
researchers and practitioners in the communication sciences. All models were estimated using the
mean-and-variance-adjusted weighted least squares (WLSMV) estimator.

The CFA was assessed for exact fit via a maximum likelihood (ML) x2 appraisal. Exact model fit would
be concluded if a non-significant x2 value (p > .05) was found. In case of model misspecification,
approximate fit was evaluated using standardized root-mean-square residual (SRMR), comparative fit
index (CFl)/ Tucker-Lewis Index (1973, TLI), and root-mean-square error of approximation (RMSEA).
Hu and Bentler (1999) recommend using these calculations with ML methods to determine the extent
to which a model displays sufficient evidence of fit for model misspecification. According to these
studies, approximate fit may be assumed if a model achieves the following fit index values: a SRMR
<.08 (primary criterion) and either a CFI/TLI >.95 or an RMSEA >.06 (secondary criteria). Additionally,
Brown (2015) suggested factor loadings of individual items must be greater than or equal to .30 or .40
to be considered acceptable in applied research. We applied these criteria to guide decision-making
regarding adjustments (e.g., item deletions or correlations) to the proposed model.

Table 30. Fits of Models That Test Different Conceptualizations of Narrative and Expository Academic Language.

Chi-Square SRMR CFI TLI RMSEA
Free P- RMS D
Instrument  # Model Tested Task Type  parameters 2 df value EA 90% CI <=.05
ELM . Generation 31 169.51 34 <001 005 091 088 006 0053-0.071  0.02
1 Original model
Flowchart Retell 31 19127 34 <001 005 079 072 007 00580076  0.00
;  Correlate main idea Generation 32 13935 33 <001 004 093 090 0.06 0046-0.065 0.15
ith hesi
Wit passage coesion  Retell 32 19232 33 <00l 005 079 071 007 0059-0.078  0.00
2 . Generation 28 91.67 26 <001 004 094 092 005 0.039-0.061 0.2
Delete main idea
Retell 28 127.11 26 <001 004 082 075 006 0051-0.072  0.04
4 Load vocabulary onto Generation 31 13842 34 <001 005 093 091 005 0.045-0.064 021
P Struetu
assage oucture Retell 31 14691 34 <001 004 085 080 006 0047-0.066 0.12
» Generation 31 17573 26 <001 005 091 087 008 0064-0.085 <001
5 Delete transitions
Retell 31 15953 26 <001 005 079 071 007 0060-0.081 0.00
NLM » Generation 46 74385 89 <001 0.06 0.88 086 008 0.079-0.090 <.001
1 Original model
Flowchart Retell 46 78480 89 <001 005 091 090 0.09 0.081-0.092 <.001
,  Correlate problem with Generation 47 73993 88 <001 0.06 0.88 086 009 0.079-0.090 <.001
plan/atiempt Retell 47 71023 88 <001 005 092 091 008 0077-0.088 <.001
,  Correlate character Generation 47 72734 88 <001 0.05 092 090 008 .078-089  <.001
ith setti
With sening Retell 47 63452 88 <001 005 090 088 008 .072-083 <001

SRMR = standard root-mean-square residual; CFI = comparative fit index; TLI = Tucker Lewis Index; RMSEA = root-mean-square error of approximation
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To determine model specifications, researchers reviewed CFA model fit indices, individual item
factor loadings, and modification indices for the original models (Model 1 of narrative and expository
academic language, respectively) in Mplus (Version 8; Muthén & Muthén, 2017). Item decisions were
made by first looking at modification indices to identify indicators that were either strongly correlated
with another item, or that were potentially crossloading onto the non-indicated factor. Modification
index values were interpreted in light of our conceptual understanding of the indicators based on
research, how they might relate to the overall construct, and how they might interact with each other
in productive language. Large modification index values that were consistent with theory and prior
research were tested through modified models. Modification index values that were significant but
inconsistent with prior research were not tested (i.e., items were not removed or evaluated on another
factor). Researchers then reviewed factor loadings to determine whether there were any items that, if
removed, might make the instrument more accurate in capturing the identified construct.

For expository academic language conceived through the two-factor ELM Flowchart model, four
additional models were specified. For the two-factor NLM Flowchart model, analyses were conducted
for two additional models. Table 30 displays fit index values for the different models.

ELM Flowchart Model Specifications

Modification indices for ELM Flowchart Model 1 signaled notable correlations between the main idea
and passage cohesion indicators (generation M.l. = 24.86; retell M.l. = 22.29). These two indicators
are conceptually interdependent; passage cohesion assesses the extent to which the information units
support an explicitly stated main idea. Hence in Model 2, researchers controlled for this correlation.
Upon further review, it was hypothesized that passage cohesion may actually capture main idea
entirely within its operational definition.

Researchers reviewed factor loadings and found that the data were consistent with this hypothesis:
main idea loaded onto the specified factor with less power than passage cohesion (difference score
for retell = .23; difference score for generation = .13). Hence in Model 3, we tried deleting the main
idea indicator to assess any differential changes in fit index values. Modification index values

also suggested that the vocabulary item crossloaded across Factors 1 and 2 (generation M.I. =
55.84; retell M.I. = 67.74). This relationship was somewhat expected. Vocabulary is closely related
to information units in that the more an individual knows about a specific topic, the greater their
vocabulary knowledge. Conceptually, this item could be grouped with the Passage Structure or
Linguistic Complexity factor; however, indicators that cross-load onto multiple factors can pose threats
to discriminant validity. Therefore in Model 4, vocabulary was grouped within the Passage Structure
factor to assess differences of fit. Finally, in Model 5 the transitions item was removed due to poor
loading onto the indicated factor (generation = 0.07; retell = 0.18).

There were several unexpectedly high modification index values that were inconsistent with prior
research. Causal ties and temporal ties showed some evidence of correlation for retell samples

only (M.l. = 31.62). Students may have used these structures in tandem when retelling expository
passages because they were modeled together in the retell passage. Correlations between concluding
statement and main idea scores were noted (retell M.I. = 28.97; generation M.l. = 51.88). However, the
concluding statement item loaded poorly onto the identified factor (retell = 0.27; generation = 0.28),

so it was hypothesized that altering the model to account for this correlation would not significantly
impact the overall model fit.
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Model 5 displayed the strongest evidence of fit with the data (generation samples x3(26) = 175.73, p
<.001, CFl = .91, TLI = .87, RMSEA = .08, and SRMR = .05; retell samples x2(26) = 159.53, p < .001,

CFl =.79, TLI = .71, RMSEA = .07, and SRMR = .05). With the transition item removed, the remaining
factor pattern loadings for Model 5 model ranged from .27 to .79, with significant values for each item.
One indicator, concluding statement, loaded onto its respective factor (Passage Structure) with values
less than .30 (generation samples 0.27; retell samples 0.28). Factor pattern loadings for the best fitting
models of narrative and expository academic language are displayed in Table 31.

Table 31. Factor Loading Analysis

Generation Retell
Instrument Factor Indicator Factor  Standard Residual p- Factor  Standard Residual p-
Loading Error Variance value Loading Error Variance value
NLM Language Relative Pronouns 0.375 0.039 0.859 <.001 0.317 0.033 0.900 <.001
Flowchart  Complexity Verb/ Noun Modifiers  0.575 0.030 0.669 <.001 0.742 0.016 0.449 <.001
Vocabulary/ Rhetoric 0.527 0.038 0.722 <.001 0.721 0.015 0.480 <.001
Temporal Ties 0.375 0.038 0.860 <.001 0413 0.030 0.829 <.001
Causal Ties 0.409 0.035 0.833 <.001 0416 0.027 0.827 <.001
Dialogue 0.355 0.035 0.874 <.001 0.488 0.023 0.761 <.001
Range of Loadings: .36-.58 32-.74
Episode Complexity 0.957 0.006 0.085 <.001 0.967 0.004 0.065 <.001
Narrative Character 0.538 0.023 0.710 <.001 0.607 0.024 0.632 <.001
Structure Setting 0.286 0.038 0.918 <.001 0.535 0.023 0.714 <.001
Problem 0.774 0.018 0.400 <.001 0.804 0.013 0.353 <.001
Sequence 0.846 0.014 0.285 <.001 0.873 0.010 0.238 <.001
Plan/ Attempt 0.848 0.013 0.280 <.001 0.907 0.007 0.177 <.001
Consequence 0.863 0.012 0.255 <.001 0.909 0.009 0.174 <.001
Ending 0.528 0.022 0.721 <.001 0.626 0.022 0.609 <.001
Emotion 0.241 0.031 0.942 <.001 0377 0.023 0.858 <.001
Range of Loadings: .24 - .96 .38 -.97
ELM Language Relative Pronouns 0.533 0.029 0.716 <.001 0.420 0.032 0.823 <.001
Flowchart  Complexity Verb/ Noun Modifiers  0.629 0.026 0.604 <.001 0.628 0.026 0.605 <.001
Vocabulary 0.646 0.030 0.583 <.001 0.634 0.031 0.598 <.001
Temporal Ties 0.384 0.039 0.852 <.001 0.362 0.037 0.869 <.001
Causal Ties 0.608 0.030 0.631 <.001 0.498 0.034 0.752 <.001
Range of Loadings: .38-.65 .36 -.63
Passage Main Idea 0.656 0.022 0.569 <.001 0.549 0.043 0.699 <.001
Structure  Debnitions & 0.508  0.792 0741 <001 0416 009 0827 <001
Examples
Passage Cohesion 0.792 0.031 0.373 <.001 0.780 0.065 0.392 <.001
Concluding Statement ~ 0.274 0.022 0.925 <.001 0275 0.044 0.924 <.001
Range of Loadings: 27-.79 .28-.78

NLM Flowchart Model Specifications

Modification indices for Model 1 of narrative academic language indicated noteworthy correlations
between many pairs of indicators. Correlations between nearly all of the story grammar elements
showed up as significant in the modification indices. These correlations were expected, since prior
research has described how the three primary story grammar elements (i.e., problem, attempt to
solve the problem, and resolution) are causally related (Stein & Glenn, 1979). We chose to create
modified models to control for two indicated correlations: problem with plan/attempt (Model 2; retell
M.l. = 85.41; generational M.I. = non-significant) and character with setting (Model 3; retell M.I. =
55.65; generation M.I. = 99.54). Changes in fit index values were observed for models reflecting these
particular correlations because (a) unusually high M.I. values were observed, and (b) conceptually they
are interrelated. Specifically, for Model 2, we reasoned that a plan/attempt to solve a problem cannot
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occur without a problem occurring. For Model 3, character and setting represent background details
that are typically the first bits of information presented in a story.

Additionally, there were three items that slightly crossloaded onto contra-indicated factors: setting
(retell M.I. = 59.58; generation M.l. = 81.08); character (retell M.l. = 74.72; generation M.l. = 37.31); and
emotion (retell M.l. = 80.84; generation M.I. = 35.29).

Fit indices were evaluated to assess the extent to which model fit improved or got worse as changes
were made to the model. Results show the original NLM Flowchart model of narrative academic
language had the best fit to the data (generation x3(46) = 743.85, p < .001, SRMR = .06, RMSEA =
.08, CFI = .88, and TLI = .86; retell x3(46) = 784.80, p < .001, SRMR = .05, RMSEA = .09, CFI = .91,
and TLI = .90). Standardized factor loadings ranged from 0.24 to 0.96, with significant p-values for
each item. Two Narrative Structure items loaded onto the identified factor with values less than .30:
setting (generation = 0.29; retell = 0.54) and emotion (generation samples .24; retell samples .38). It
is important to note that poor factor loadings for these items were below .30 for generation language
samples only. Loadings exceeded the cutoff criteria in retell samples.

Intercorrelations between factor structures for the NLM and ELM Flowcharts are reported in Table
32. Research suggests that intercorrelation values of .80 and below provide sufficient evidence that
factors have separate structures and are likely not unidimensional (Brown, 2015). All intercorrelation
values between identified factors fell below this threshold.

Table 32. Intercorrelation Estimates

Instrument Factors Task Intercorrelation Standard Error p-Value
Language Complexity x Generation 0.743 0.038 <.001
ELM Flowchart Sitory Structure Retell 0.794 0.054 <.001
NLM Flowchart Language Complexity x Generation 0.657 0.032 <.001
Narrative Structure Retell 0.80 0.018 <.001

*Standardized factor loadings (STDYX)
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Economy, Efficiency, and Ease of Administration and Scoring

A CBM must also be economical, time efficient, and be easy to administer and score. These
requirements are somewhat unique to universal screening and progress monitoring tools, yet are
very important because often, CBMs are administered to nearly every student in a school district.
To function properly within the constraints of current budget allocations, a universal screening and
progress monitoring tool that is designed to be administered to a large number of students needs to
be economical.

Not only is money a finite resource, so also is time. Educators are expected to cover a lot of material
or work with a lot of students during each day of instruction. In order to function properly in the school
setting, a universal screening and progress monitoring tool needs to be time efficient. Procedures
must be in place that can be realistically implemented in the school system. There are clear guidelines
on how administer the CUBED-3 assessment in an efficient manner in this manual.

Finally, a language universal screening and progress monitoring tool in many cases needs to be
administered by a large number of educators, including paraprofessionals who might have limited
education or training, especially in an MTSS context. When this is the case, the progress monitoring
tool needs to be easy to administer and score. Because the majority of students in the U.S. have
difficulty meeting grade-level reading comprehension expectations, the problem is not specific to
special education. The reading comprehension issue in the U.S. is a shared general and special
education responsibility. This means that general education teachers and supporting staff who may
not have formal education or training on language assessment will be needed to administer language
and word recognition progress monitoring assessments to a large number of students. These
assessments will need to be feasibly administered and scored with a reasonable amount of training.

Summary of Validity Results

There is considerable evidence to support the validity of the CUBED-3. The CUBED-3 can be used as
a universal benchmark screening and progress monitoring measure of early literacy, decoding, reading
fluency, and comprehension. It can identify students who need intensive intervention and can play an
important role in a multi-tiered system of support for decoding and language.

Obtaining evidence of validity is an on-going process, and additional studies are warranted. We
invite professionals to study this assessment using different samples of students, different statistical
procedures, and different criterion measures. We welcome collaboration and encourage researchers
who examine the CUBED-3’s psychometric properties to share information with us.
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— INno general noun —INo "
(e, boy) compee or ndear plan/action not 0‘0 or oo or o‘o or e*‘e‘e
general noun only | yes o tiing-like in SEQUENCE related to problem
for main na-tie mo FHAE (g, fo ledo| YES 00 +« 0000 e
charadter ; FW}}"Y: g,,a"&l,’ﬁ;f}”’ If the slor‘{ hos 3+ " Hisdog
(eg, boy siste, bi) fictional , episodi i (Gen: (e, | ook a picre
a G (og, moard pisodic elements, e, I 1ooka pictre;
NO generation ot s dofbua: o Joes i m/k"““j”m"’ ) °+ee or 0*0*6*0 -@
o character/ e, ) have acceptable @0 piche)
onthe rampole) ?
n? (hnmaer(/ ) owgp;: ";;: ",-;S) NO L NO °+°0 or °+ee+e -@
only pronoun(s . e, e, E ES
(eg.he sl ) 000 * 0008 r®
+ +
NARRATIVE DISCOURSE SCORE: 0000 ®

© 2023 Language Dynamics Group, LLC. |
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Child Name/ID#:

Grade: Teacher:

School:

Examiner/Transcriber/Scorer:

YEAR MO DAY

Date Tested
Date of Birth

Child's Age

Sentence Complexity Score:

1 instance of relative
pronoun immediately
after noun
(that, who, which, who's)
(e.g., We built a fort, which was
needed for a snowball battle.)

INO

©

YES

D

Sampling Context:
Check all that apply

[J Oral
[ Written
[ Personal Generation

[T Fictional Generation

PUNCTUATION

Number of words written

Number of errors @

PUNCTUATION SCORE

Subtract number of errors from total
number of words writfen.

Calculate Errors

Add up punctuation errors (up to 3 for each type) for
when punctuation was needed and was used incorrectly
(0 = not needed)

WRITING CONVENTIONS (OPTIONAL)

CAPITALIZATION

Number of words written

Number of errors @

CAPITALIZATION SCORE

Subtract number of errors from total
number of words writfen.

SPELLING

Sum of word ratings

Number of words written @

AVERAGE WORD RATING

Divide the sum of word ratings by the
total number of words written.

Calculate Errors

Add up capitalization errors

(up to 3 for each type)

Rating Scale

Rate each word in the

written

sample using the rubric below

Lowercase for regular word

O ©

Unconventional symbol. Contains vertical line,
dot, circle instead of letter or number.

(e.g., We climbed the lodder easily)

idioms/analogies/

-0

ors/similes

INO

metap i

(e.g., he crept o the door)

modifier after a verh
(e.g., The dogs ran quickly.)

1 instance of single descriptive

YES

2O

INO

©

INoO

©

1 instance of a temporal
word (that is often used in

1 instance of a causal

YES | word (that is often used in

YES

(D

complex sentences) ¢@ complex sentences)
(when, affer, before, while, as, (because, so (that), since,
until) unless, although, even though)
INO INO

©

©

SENTENCE COMPLEXITY SCORE:

O el peiod ot endofentene - QD@ Upporase T DB® O o
: — e o mxgs mmu \\A\\ \\.\\\ \\NM\\ | rw:\\
[ With pictures Questi . P vl Py
vestion mark rease for first word of senten : ; .
Puncludtion Scor: [ Without pictures @@@@ Uppercase for first word of sentence @@@ @ Phonefic representation. Contains one or more
- letters that are phonetically related fo a recognizable
otbion Sor O Other: Apostrophe @@@@ Uppercase for proper names @@@ word. Examples: “bb” or E for bird, 7" for are
opitalization Score: Unpercas TorToldays. e, and @ Invented m_zw__Nﬁ g mmasa :\_@S more \..m&@m that
i I I holidays, days, represent most of fhe phonemes of a recognizable
Average Word Rating: Quotation mark @@@ @ months @ @@ _w%i *_acww \ﬁm @ _\w@& Mﬁm anwﬁ\ me figure out.
— i K xampies: Dir- 1or bira, “goi- 1or girl
SENTENCE COMPLEXITY Commain a list @@@ @ Uppercase for acronyms @ @@ @ Conventional spelling. Spelled correctly.
RELATIVE PRONOUNS VERB/NOUN'MODIFIERS ~ VOCABULARY/RHETORIC ~ |TEMPORALMIES CAUSAL TIES DIALOGUE
3 + instances of relative 1+ instances of 2 consecutive 3 + less-common 3 + instances of temporal 3 + instances of causal 2 + instances of
pronouns immediately | YES descriptive modifiers words/idioms/analogies/| YES | words (that are often used | YES | words (that are often used | YES dialogue; either 2 PES
afternouns * (3) (e.g, 0 big dity dog) OR YES | metaphors/similes -(3) in complex sentences) =3 | in complex senfences) -3 speakers or 2 ~(2)
o %___\H& who, hich who's) 2+ instances of single descriptive (3 feg, fhe %Ew&. e, ey, o, e, o, i, so ot e, mmﬂna_m instances of
i ouse, ae very nie.) modifiers before a verb or a noun 6 goze was i , IO i the same speaker
- : (e.q., We built our fort in the tal trees. I NO h NO h NO
INO e easly climbed the ladder) . : [No
2 instances of relative NG 2 less-common words/ | ygg 2 instances of temporal 2instances of causal words
pronouns immediately | YES idioms/analogies/ ,(2) | vords (thot re often used | YES | (thot re ofienusedin | YES | qjpquneof | VoS
after nouns L(2) 1 instance of single descripfive metaphors/similes in complex sentences)  ((2) complex senfences)  15(2) diologue (1)
(that, who, which, who's) modifier before a verh or a noun (e.g, he umbled; black s night (when, after, before, whil, o (because, so (that), since,
(e.q., We built « treehouse that (e.g., adity dog) OR YES INo until) unless, although, even though) h NO
has two rooms.) . . -~ b@
2+ instances of single descriptive 1 less-common words/ INo INno ©
INo modifiers after a verb YES




NARRATIVE DISCOURSE

CHARACTER
Retell @D Generation
proper noun for personal
main ﬁ_aqm_%} YES eneration
name (or irst person
approximation) ¢@ pronoun and
and ¢ ﬁs_x: or proper noun
general noun for (e.g., & John)
1+ secondary fictional
character (e.g, John ictiona
and his mom) 9 generation
OR + proper nouns
general nouns for (e.g, John & Higuel)
main character Ino
and 3+ secondary
characters _.mam.__n_w
FIAY e, boy do, fiog, generation first
bees, gophe, o) person pronoun
and general noun
Ino (e.g, | and boy; me and
my mom)
proper noun for fictional
main character's ictiona
name (or _%__aa_.e:
e_v.___sxma%oa _U«wo%wqe\"_:w::
without secondary : pzo
characters (eg, | Y2
John) w@ personal
OR generation first
general nouns for PErson pronoun or
main character general noun
and 1-2 secondary (e.g., | or boy)
characters .
FIWAY: a%; boy, dog, *_n__a__m__
fog) generation
TNo general noun
(e.g., boy)
%smma_ noun only | yes NG
or main
character .v@ @
(e.g., boy, sister, bird) fictional
iNo generation
@ no character/
no character/ only E%o_i&
only pronoun(s) (e.. he, she, i)

(e.g. he, she, i)

NARRATIVE DISCOURSE SCORE:

(include sequence & episode complexity)

YES

YES

YES

NLM Flowchart
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YES

1©

YES

1©

YES

1O

SETTING PROBLEM PLAN/ATTEMPT C(ONSEQUENCE ENDING EMOTION
dotolouig] [ ETEED-Q (DO [EEZED-Q [ o 2difrn
explicitly state et S = and clear YES* emotions
fime, activit, 1 complete 1 Ssﬁ_m_m and 1 complete and FUY: (e, he fook J@ .
i and dlear é clear by main é clear related fo é baby frog home) (e, sod + hapy)
. .v@ FUWAY: (e.g., frog is gone) character or attempt or Eozms._ Gen: (e. m I had fun
i pﬁﬂ%‘m + Gen: (e.g., was falling storyeller FUAY: (e.g, boy found skoteboaring) iNo
m\m%s \s\%mw . off the skateboard) FWAY: (e.g., boy looked his frog) TNo ]
nvmsai ' fo fiog) Gen: (e.g., brother held - 1 emotion
Gen: (e.g, foday + INO Gen: (e.g., | asked my hand to help me) _=8=_u_m3 or s FWAY /Gen: (e.g., sad)
skateboarding + park) , brother fo help me no unclear JiE
incomplete or skateboard: [ decided to FWAY: (e.g., he went uv@ INO
Ino ==%§ YES bt " m___s_su_a_% w_q home) | emofi
. rothr’ hel unclear related fo | ves | Gen (e, /i general emotion
2 of following &E (eg. \uo\\\ue . @@ [No attempt or problem ¢@ = or emotional
explicitly stated: ben: (eg., coudn'tdo ) complefe and FWAY: (e.g., e got i) hehavior
time, activity, NG clear by secondary Gen: (e.q., | got help) FWAY /Gen:
location character (e.g., liked it) or
FWAY: (e, night/ | YES . YES* {No (cried)
- (&g, g \ _Ec__& FWAY: (e.g., dog looked "
morning +.¢&a§ .v@ FUAY: (.0 he wanted | YES for frog) 833:88.___6 INO
slegping/ : \N.@.\ ) info not related
woke up + bedoom) the frog) Gen: (e.g., brother helped YES
Gen: (e.g., needed me skafeboard; brother FWAY: (e.g., his dog
Gen: (e.g., today + “bandaid) decided fo help me came fo him) w@
skateboarding; skateboard) )
g, Gen: (e.g., my mom
skateboarding + park) NG I g m
iNO incomplete or N
1 of following: @ ==ﬂ__“§
fime, activity, by any character | vgs
locafon S e a%.m wm o (ONLY SHADED POINTS qual
. . . ouisiae, * ali
f S\bx«m.am.%m%\v\sﬁ‘\:\:@ &@ Gen: (e.g., | taked EPISODE COMPLEXITY for episode complexity M%oﬁ%\
) to my brother; | made a
Gen: (e.g., foday; plen)
kateboarding)
skateboarding e e+e e
INO .
incomplete or undlear plan/acion ot or Q+Q or e+a or a+e+
seffing-like info ves SEQUENCE MNH»M_ fo %s_w\_us s e Q @ Q e Q
FWAY: (e. .\v in th 3 N m.m.\ e called fo + +‘ Q—. + |+
in %wm on %w “h%ma w@ If ___mﬂ_ﬁo% has 3+ his dog J@
isodi : (e.g., | fook a picture;
Gen: (e.g., me and my episodic elements, | YES Gen: (e.g., | fook a picture; e e e
?Qsaﬁmw»mage& af h does it " @ m&m%mw%@ * * or °+e+0+
the fridge; ave acceptable
on the trampoline) sequence? + " or . " +
- i G 000 0-0-0
000 » 000

000

+

POEOE OO
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PUNCTUATION CAPITALIZATION SPELLING
Child Name/IDF#:
Grade: ___ Teacher: Number of words written Number of words written Sum of word ratings
School y Number of errors @ Number of errors @ Number of words written @
Examiner,
YEAR MO DAY _ . " ’
P Sampling Context: L nfotal f (o A i)
P Check all that apply
Add up capitalization errors 3 Rate each word in the written
Child's Age O 0ral Calculate Errors Caleulate Errors (0 3o each pe)  Raling Scale sample uing the robic below
O Witen e el Sl Pty Tvramrmlarod @@ © Unameniorlynbal st
W . Conains verticl fre,
SetenceComplxiy Scor: 0O Generation (0= rofneede o for oot DD do, cicle instead o lete or number,
O Retell i Conventional symbol. Confins f ecst ne real
[ S— D i priodaniofsrie. QDD tpprcset 0e® Of e B syt vvad
pictures - - Examples: i
e O Wihout icres Qusion mar OOD®  pemeuiswrdoizie DD () phoneic jon. s e or 70
Pt e e It oo vl o e
oo - - Apostrophe O@OO@D®  uperaselorpropernames D@ word Examples:“bh” or 'bd”for i 1" for re

Toperce o Fldoys, doys a0 ® Inv!nn;] spe'"ir .(A;vnmms Mafmmom!enz;s that

i , days, vepreseni ot o e phonemes o  ecogizoble

Quotation mark OB M D@3 i, s hav o Vel ard b sy 0 figur ut.
Examples i for b ol o gil

(omme o @OO®  tpercse o conms [0]0[©] Conventional spelling. Speled corect)
SENTENCE COMPLEXITY @ peling. .

'RELATIVE PRONOUNS ~ VERB/NOUN MODIFIERS VOUBULARY TEMPORALIES CAUSALTIES TRANSITIONS

Averoge Word

3+ instances of relative 1+ instances of 2 fi 3+ less-common 3+ instances of 3+ instances of cousal 2+ instances of
pronouns immediotely | YES | Ia;’,‘fﬁvz ot domain-specific words | YES femporal words words (that are offen used | YES il
"mﬂ';ﬂ nouns , (e, 0 loge dity monkey) OR YES | related to the fopic (that nie oflemn used )m in complex sentences)
 who, which,who's i i it (e, thei ot a1 complex senfences| o, 5 (), i
- (og, ol memonloss NO
_____iNno T asiy swing fom imb o fmb.) -
2instances of relative 2instances of Zinstonces of causal vords -
pronouns immediately | YES INo dnm“ pecic words | YES temporal words ('11:':";1:](0?:'""2‘:‘5::;)'" YES ! ""r;':‘“’“:]:’“ Yes
g er ours o o sinledscpve relted o the tonic +2) | (1o e often ued in o o w5
(o, Hary stoks e n s ! log, o YES | o ELM Flowchart
NO 24 insias'('gs of sfi:gle des(gplive : —1 EXPOSITORY DISCOURSE ©2023 Language Dynamics Group, LLG
moditiers arter a ver —
1 instance of relative (o, Monkeys con cimb quikl)
p'"’:}",';";",'::,':'dy s TNo df‘ INFORMATION UNITS MAIN IDEA DEFINITIONS & EXAMPLES PASSAGE COHERENCE CONCLUDING STATEMENT
[t Ol e ) | ves | —_— —
e bl 1 instance of single descriptive L© " .
L akovad e 06y modifier after a verb 1 U'e_’k o sosh numbers beow foreachinformation Does the passage have a Use of at least 1 definition Amain idea s stated and YES
none ploce.) (6., Honkeys swingcosy nte res.) unitin the somple. Refer fo the scoring manual for complete and door min D allinformation units Does the passage have
—Ino led insruct ingi i L YES e YES i O
NO TNo detailed instructions for scoring information unts. ideas direclly elated fo ves | Useofolast T example support the mainidea a concluding
© © i B i the pictures/topic or from statement?
u"d" =q ([!o;]ﬁef containing a syhuenf model passage? mﬂ’m ”:f"j" ’;ﬁ;f% i”’ 1No T
iformation, Whelhe o nat 5 irug (g, Gtplas unito ol oo o ) — fo
Information, whe ?_2109' not it is frue e ding There is no main idea but
g NO most or all of the
e.g., Tigers are comivores (1). You wanf o stay away 1N° 1 information units are
o a2, Wen s ol thgh o e ré EXPOSITION TYPE
(3), they corefull searchfor ther next ol (), Use of a definition about the same topic | YES
Beses o, oy oo for sl (5 Does the passage have o (ag, Fsvees ook R
complete and dear e R YES - 0' What type of exposifion best fits
@ @ @ @ @ main idea directly related 0] ‘O A main idea s stated and this sample?
®0® ® 1o the pictures/topic or e of | some of the information
from model passage? e of an example supports it
(eg, Homons hove e senses fo (e, Horkeys andgrles ore @i
@ @ @ @ @ help them lear abouf the world.) somef o oo g gl 1N° O Description
® ® ® [no Ino There is no main idea and O Sequence
. ly some of the
Does the passage have Use of an incomplete or  only some of YES aann
@ @ @ @ @ an incomplete or undlear undlear definition or ves |ngnlm|:‘||an units are "O O P
® @ @ main idea? ‘8 example LO about fhe same opic O Cavse/Effect
(eg. Tgers e i the jungle) (eqg, Itmemnsthe aninals) )
@O ® 6 [no O Problemy/Solion
ORORCRONO 5 be © O
@O0 ®® . —
The total number of information units incuded in the
sample is the Expository Discourse Score.
EXPOSITORY
DISCOURSE SCORE:

CUBED-3 MANUAL | © 2023 Language Dynamics Group, LLC. | www.LanguageDynamicsGroup.com
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Child Nome/ID# PUNCTUATION CAPITALIZATION SPELLING

Grade:  Teacher: Number of words written Number of words written Sum of word rafings

MH””HQ\._._‘Q:mnlvma\mﬁnoﬂmn Number o_” At 0 Number o* errors 0 Number o* words writfen 0
YEAR MO DAY PUNCTUATION SCORE CAPITALIZATION SCORE AVERAGE WORD RATING

Sampling Context: Subtract number of errors from fotal Subtract number of errors from total Divide the sum of word ratings by the

Date Tested number of words writfen. number of words writfen. total number of words writfen.

Date of Birth

Check all that apply

Add up capitalization errors : Rate each word in the written
i A O Oral Calculate Errors Calculate Errors oS ooty Rating Scale Sonmols ssing the robrc elow
[ Written @ﬁw@@ﬁﬁﬁ?ﬂﬁ%@wzm wﬂm&%ﬁ&\w@v\ Lowercase for reaular word @@@ @ Unconventional symbol. Contains vertical line,
[ Generation (0 = not needed) g

dot, circle instead of letter or number.

O Retell Period at end of sentence @@@@ Uppercase T @@@ Conventional symbol. Contains o least one real

Expository Discourse Score: N letter or number, but is unrecognizable as a word.
postlory O With pictures Examples: “47, “J", “1s”, “B3n

[ Without pictures Question mark @@@@ Uppercase fo first word of sentence @@@ @ Phonetic representation. Contgins one or more

letters that are phonefically related fo a recognizable

[ Other: Apostrophe @@@@ Uppercase for proper names @@@ word. Examples: “bb” or “bd” for bird,“r” for are

TOTAL SCORE Uppercase for hofdays, days, and @ _=<m=_mm %w___x:%_. mﬁss.a ;@2 more \%@M that
X : , days, represent most of ffie phonemes of a recognizable
Average Word Rating: SC+ED] Quotation mark @@@@ months @@@ word, Must have a vowel and be easy A figure out.
Examples: “bir” for bird, “gol” for girl

Comma i a st @@@@ Uppercase for acronyms @@@ @ Conventional spelling. Spefled correctly.

Sentence Complexity Score:

Punctuation Score:

Capitalization Score:

SENTENCE COMPLEXITY

RELATIVE PRONOUNS VERB/NOUN MODIFIERS VOCABULARY TEMPORAL TIES CAUSAL TIES TRANSITIONS
3 + instances of relative 1+i ; 3 + less- 3 + inst f 3 + inst f causal 2 +i f
" . + instances of 2 consecutive + 1ess-common + Insiances o + INSIances or causa + Instances 0
pronouns immediately | YES descriptive modifiers domain-specific words | YES temporal words | YES | words (that are often used | YES transition YES
after nouns J@ (e.q., a lage diny monkey) OR YES | related to the topic l@ (that are often used in L@ in complex sentences) L@ words/phrases ¢@
amﬁ“ﬂ__ﬂm@_ﬁgﬁy 2+ instances of single descriptive >3 | g, e natural habitat; they complex sentences) i, s (ht) shee, (e.., herefore, similay, as o
Ted i iti when, afte;, before, while, as, unti 4 ’ f 4 ,
reatures, Mssm@ in the frees.) sog_*_ﬂm w&oqw gqﬁ_u o\“ a noun %ﬁ%ﬁﬁ&é (when, after, before, wii, as, unti) g g ae““%ﬁﬁ ﬁwo m%\m
) i he 1o trees. mefamoiphosis. 4
Ino e e ING [No ___NO__ [N
i i : instances of causal words
o e Thomom Troed | [Pt | Tmeds
after nouns . : - domain-specific words | YES (hat are ofen used n [+(2) complex sentences)  £5(2) ransition YES
her nouns 5(2) |1 H___.dm_g_”m*& single H_%m:_u__é related o the topic  [-(2) complex senfences) (because, s (that), sinc, wordy/phrase 5(2)
(e.q., Many snakes live in trees that modifier berore a verb or a NOUN | ygg | (eg, high body femperature; fhey . ) unless, although, even though) (e.q., therefore, similarly, as
Have enough leaves to disguise them.) (e.g., The lorge monkeys) OR L@ grow rops) (when, dfter, before, while, as, unti) h S e o
N 2+ instances of single descriptive INo examp, ikewise, in contst)
- - modifiers after a verb iNoO - 1 instance of a causal [NO
1 instance of relative (e.g, Monkeys can climb quickly) 1 less-common ves | 1 instance of a temporal s word (that is often usedin | YES @
pronoun immediately | ygs NG domain-specific word L)) word (that is often used complex sentences) (1)
after a noun J@ related fo the topic in complex sentences) L@ (because, so (), since,
(e QA_rmx\i\q%?%_wm_ﬂwmﬁ”@uw‘v\%:m ._ __._m—n_._nm O* wm—._@_m &Own—.m_ﬁzm Iv% mm.Q.\ frash qgoes fo g& «s\bm:\ Qb,ms\ vmmcsm\ S\E\m\ as, ::aé ::\mmm\ Q\RQF&N\ even QSFQS
cities, w 3\\2“& ‘was to stay ﬂ go&:ﬁ n_;m—..\ a ,\%qw » h NO [NO INO
In one piace. €.g., Monkeys swing easily In e irees.
Ino TNo © © ©

© © SENTENCE COMPLEXITY SCORE:




EXPOSITORY DISCOURSE
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INFORMATION UNITS

Check or slash numbers below for each information
unit in the sample. Refer to the scoring manual for
detailed instructions for scoring information units.

Unit = a clause, containing a subject
and a verh, that conveys one piece of
information, whether or not it is true
or accurafe.
e.g., Tigers are camivores (1). You want fo stay away
from \mms (2). When tigers stroll through the jungle

(3), they carefully search for their next meal (4).
Besides food, they look for shelfer (5).

ONONORONO
ONONORONO
ONCHORONO
ONOCNOROND
ONONORONO
ONONORONE)
ONONORONO
ONONONONO
ONCHRONONO
® &6

The fotal number of information units included in
sample is the Expository Discourse Score.

EXPOSITORY
DISCOURSE SCOR

MAIN IDEA

Does the passage have a
complete and clear main
ideas directly related to
the pictures/topic or from
model passage?

(e.g., Caterpillars tum info
butterflies during metamorphosis.)

YES

NO

Does the passage have a
complete and dear
main idea directly related
to the pictures/topic or
from model passage?

(e.g., Humans have five senses to
help them learn about the world.)

YES

NO

Does the passage have
an incomplete or unclear
main idea?

(e.g., Tigers live in the jungle.)

YES

O

)

O

DEFINITIONS & EXAMPLES

Use of at least 1 definition
AND
Use of af least 1 example

(e.g., Flora refers to the plants that
live in an area. In desert climates,
the flora includes a variety of cacti.)

YES

O

| NO

Use of a definition
(e.g., Flora refers to the plants that
live in an area.)

OR

Use of an example
(e.g., Monkeys and gorillas are
some of the fauna living in jungles.)

YES

| NO

Use of an incomplete or
undear definition or
example

(e.g., It means the animals.)

YES

O

|No

O

PASSAGE COHERENCE

A main idea is stated and
all information units
support the main idea

YES

O

|no

There is no main idea but
most or all of the
information units are
about the same topic

(]
A main idea is stated and

some of the information
supports it

YES

.—ZO

There is no main idea and
only some of the
information units are
about the same topic

YES

O

|no

O

CONCLUDING STATEMENT

YES

n®

Does the passage have
a concluding
statement?

| NO

O

EXPOSITION TYPE

What type of exposition best fits
this sample?

O (omparison
(O Cause/Effect
(O Problem/Solution

O

Use the non-scored information above to provide feedback to the student about their passage quality and cohesion and the space here to take notes about expository discourse instruction and intervention.
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APPENDIX C

ALPS Less-Common Domain-Specific Word List

algae
allergy/ies
alpha

Arctic
ampbhibious/ian
bacteria
bioluminescence
blubber
camouflage
canopy (within the context
of a forest)
carnivore/s
cartilage
chemical/s
chrysalis
cocoon
compost
condensation
creature/s
currents (ocean)
crop/s
decompose
degrade
digest/ion
dumpster
earth
echolocation
ecosystem
embryo
endangered
environment
evaporate
exercise
exhale
expedition
experiment
extinct/ion
fatigue
features
fertilize

fungi

gas/es
germinate

© 2023 Language Dynamics Group, LLC. |

gills

habitat
harvest/ed/ing
hatch

helium
herbivore/s
hibernate
hydrate
hygiene

inhale

immune system
in/vertebrate
Jurassic (any prehistoric
time period)
landfill/s

larva

life cycle

litter
mammal(s)
mammoth
mature
metamorphosis
meteor
migrate/s
mineral/s
molecule/s
molt

nectar
nocturnal
nutrient/s
ocean zones (sunlight,
twilight & midnight)
omnivore
organ/s
organism/s
oxygen
particle/s
pasture/s
photosynthesis
plankton

pollen
pollinator/cross-pollinator
pollywog

poison
pollute/tion
precipitation
predator
prehistoric
prey

protein

pupa

pupil
recycle/ing/able
reproduce/tion
reptile/s
reservoir

roots

sapling
scavenger
scientific names of animals
scientist (any type)
sense (only if “five” is NOT
preceding it)
shelter

skull

sodium

soil

sound wave
spawn

species
spore/s

sprout

surface

survive
tadpole
tentacles
thorax

toxin/s
translucent
universe
vegetation
virus

vitamin/s
waste
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