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Philosophy of Effective School Practices

P =

Teachers are responsible for student learning. .
The curriculum is a critical variable for instructional effectiveness.

+

3. Effective teaching practices are identified by instructional research that compares
the results of a new practice with the results of a viable alternative. ..

4, Experiments should not be conducted using an entire generation of Americans.
The initial experimentation with a new practice should be small in scale and
carefully controlled so that negative outcomes are minimized,

5. A powerful technology for teaching exists that is not being utilized in most -

American schools.

Effective School Practices (formerly ADI
News) is a publication of the Association for
Direct Instruction. The mission of the
Association for Direct Instruction, as stated
in the by-laws, is to promote the improve-
ment of educational methods.

The name Direct Instruction originated
- with the highly effective instructional
model first developed by Zig Engelmann in
Project Follow Through during President
Johnson's Great Society legislation. Al-
though the evaluation of Project Follow
Through showed the Direct Instruction
model to be far more effective than the
other models on every identified outcome,
education in America remained generally
unchanged.

A few educators, impressed by the ex-
traordinary results of the original Direct
Instruction model and the programs that
were developed as DI evolved, formed the
Association for Direct Instruction in 1981

Today, this organizationis a vanguard in
promoting school practices that have been
validated as effective through the use of the
scientific method in educational research.
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.+ From the Fielc |

To ADI ‘

Iam'a member of ADI currently servmg as the
Education Director at Advocate Schools based in
Grand Terrace; California! We ire eurrently in oiir
first year ‘of implementing’ ithe use ‘of direct mstruc—
tion materials with our populatior.

. Advocate Schools has ten Non-Fublic School cam-
puses: and servesstudents referred from publicschools

di 'gno'es qf SED and DD.
emely mterested in becnmu}g involved

gTbWth

Yy

, methodoiogy and want to substantlate these fmd—
mgs T N
I would appremate he a:mg from soineone at ADL

Smcerely,
Susan L. Barker, NMA
Education Director” -

and studles W : have alfeady seen

Déar Suigan:” 7 cf T
In this issue wejust happento have se{eral di
ent data presentatiori forms'that you '
from. Berta Bender (pages 16~ 19) yer
effechvely presetits her data in giapl ﬂlustrahng
individiials’ acadermc growth‘ over time in'different
programs. This i$ & rather unCOmphcated ‘method
and, therefore, a useful one for prachtmners who
may have too httle time or may And iti imprac calto
orgdnize a compansom ‘study as ﬂlustrated int the
Vitale ‘st al. study (pages 26-31) “The” Colvm,
Greenberg, and Sherman atrticle’ {pages 20+ 25)
illustrates several other ways to present dat
individual growth. I hope you find these miodels
useful. We invite you to organize your. data and
subn:ut it for pubhcatlon in our jou Weeng
age you to el ersonalize. these data mto success storles.
There are still $100 awards for success StOI‘IES
Sincerely,
Bonnie Grossén, Editor

If you have questions regarding specific functions of ADI, these gré the pe:)pleto contact

THLT THL WO¥d

President Geoll Colvin, Ph.D., Research Assaciate, University of Oregon . ,
Vice President Ann Glang, Ph.DD., Research Associate, Oregon Research Institute’ -
Secretary Tracey Hall, Consultant, Trainer, Doctoral Student, University of Otegon
Conferences Ann Glang, Ph:D:; Research Associate, Oregon Research Institute

. , Gary Daws Teacher, Eugene 4] School District
Membership Cliris Thurmond; Teaéher, Eigene 41-Sthool District :
Effective Schoot Practices Bonnie Grossan, Ph.D., Research Associate, University of Oregon
Consultant. ‘ Ed Kameenui, Ph.D., 'Associate Dean, University of Oregon -
Errata:

Vol. 11, No. 4, page 9, column 2, last sentence the foilowing words in italics were omitted. The sentence should read: “1
was now sure that the data demﬂnstratmg DI's effectiveness would convincé the educarmna[ esrabhshment to embrace DI,
What logic had told me, now scn:nuf c analysm had confirmed.” o

Val. 11, No. 4, page 33, column 2, hne 3. The sentence should have read: “Unfortunately, this research. ugenda is now

(instead of “not”) driving the design of the nation’s basal mathematics programs,” The pomt is tha research agendas are not

something that should be carried out, with the whole natjon. Research agendas Shﬂl.lld
h:ldren. thus mxmm;zmg the nsks 1nvo]ved 1n trymg somethmg new,

Vol 11, No. 5, page 23. The publisher source list contains some significant omiﬁsions:" Co .
Engelmann Becker Cerp. SRA "
805 Lincoin. PO Box 543

Eugeng, OR 97401 Blacklick, OH 43004 - e L
Phone: 1-503-485-1163 Phone: 1-800-843-8853 o L
FAX: 1-503-683-7343 FAXC: 1-614-860-1877 o,
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i | Contributor’s Guidelines

Effective School Practices provides practitioners and
decision-makers with the latest research and development
news on effective teaching tools and practices. The
journal emp_igasizes practical knowledge and preducts that
have proven superior through scientific testing. Readers
are invited to coniribute to several different columns and
departments that will appear regularly:

FROM THE FIELD: Submit letters describing your
thrills and frustrations, problems and successes, and so
on. A number of experts are available who may be able
to offer helpful soluuons and recommendations to persens
seeking advice.

NEWS: Report news of interest to ADI’s membership.

SUCCESS STORIES Send your stories about success-
ful instruction. These can be short, anecdotal pieces.
$100 will be awarded for each success story that is
published this year. '

PERSPECTIVE: Submit critiques and perspective
essays about a theme of current interest, such as: school
restructuring, the ungraded classroom, cooperative
learning, site-based management, learning styles, hetero-
genegus grouping, Regular Ed Initiative and the law, and
50 On:

- RESEARCH STUDIES Present data from your

classroom or the results of scientific research. The data
should guide other practitioners and decision-makers in
evaluating alternative options for school reform.

TRANSLATING RESEARCH INTO PRACTICE:
Integrate a larger body of empirical research into a

~ defined practice that can be implemented in schools.
' BOOK NOTES: Review a book of interest to mémbers.

NEW PRODUCTS: Descriptions of new products that
are available will be featured. Send the description with a
sample of the product or a research report validating its
effectiveness. Space will be given only to products that
have been field-tested and empirically validated.

LIST OF DEMONSTRATION SITES: We wish to
maintain an on-going list of school sites with exemplary
implementations and impressive student outcomes.
Submit the name of the exemplary school or classrooms,
the names of the proprams being implemented, and
contact information so that visitations may be arranged.

. MANUSCRIPT PREPARATION :

Authors should prepare manuscripts according to the third
revised edition of the Publication Manual of the Américan
Psychological Association, published in 1983, Copies
may be ordered from: ’

Order Departmcnt
. American Psychological Association
. 1200 Seventh St., NN'W.

Washington, DC 20036

Send an clectronic copy, if passible, with a hardcopy of
the manuscript. Indicate the name of the word-processing
program you use, Save drawings and figures in a
separate file. Electronic copy should preferably replace
text that is underlined according to the APA format, with
italic text.

" THustrations and Figures: Please send drawings or

figures in a camera-ready form, even though you may also
include them in electronic form.

2. . Errecrrve ScuooLl Pracrices, WiNTER, 1993

Completed manuscripts shouid be sent to:

Bonnie Grossen, PhD.
Editor, Effective School Practices
ADI
PO Box 10252
Eugene, OR 97440

Acknowledgment of receipt of the manuscript will be sent
by mail. Articles are initially screened by the editor for
content appropriateness, The author jis usually notified -
about the status of the article within a 6- to 8-week period. '
If the article is published, the author will receive five
complimentary copies of the issue in which his or her
article appears.
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Research Brief

individual mlsconceptmns as they occurred.

Smith, E.L., Blakeslee, T.D., and Anderson, CW. (1993). Teaching strategies associated with cof®
change learning in science, Journal of Research in Science Teaching, 30(2), 111-126.

Summary: Thirteen 7th-grade life science teachers
taught units on photosynthesis, cellular respiration,
and matter cycling in ecosystems in their regular
classes under conditions varying as to whether cur-
ricular materials were provided or not. Teacher
training worksheps in conceptual change strategies
were provided in both treatments. The two half-day
workshops illustrated conceptual change strategies
in teaching situations.

Teachers receiving only the training wereto apply
these strategies in spontaneous response to specific
misconceptions that individuals develop in theclass-
room.

Teachers receiving the training and the curricular
materials applied the conceptual change strategies
in a pre-planned, non-individualized format. The
curricular materials were designed to target com-
monly held misconceptions according to the au-
thors’ analysis of “key issues on which students
commonly hold misconceptions” (p. 118). The cur-
ricular materials included a student workbook /text,
teacher’s guide containing a running commentary
for teachers, overhead transparencies, and labora-
tory activities. In most classrooms, the student texts
were read aloud and students wrote predictions,
choices, or explanations in response to the questions
in the text. The questions were usually used as a
basis for discussion. Additional discussions were
based on the overhead transparencies and the labo-
ratory activities.

The teachers using the curricular material achieved
better learning outcomes than the teachers that were
given no print materials. Approximately twice as

Table 1. Mean Percentage of Students Understanding Goal Conceptions after Instruction a

Students learning from teachers using a planned curriculum had better conceptuai understanding in 'i.e.ﬂﬁé thﬂﬂ '

: : b,
many students understood the goal nceptmns af-
ter instruction using the curricular aterials. How-
ever, the overall frequency of andrstanding was:
still not very high (see Table 1). fligher levels. of
teacher-student interactions and bgtter implementa-
tion of conceptual change strate les were also ob-
served in the classrooms where i curncular mate—e
rials were used. T S

Comment: This study is sigijificant because it
conflicts with a view emphasize{ in the conceptual
change literature that teachers mnust individually
analyze each misconception andspontaneously re-
spond toit, using the principles ciconceptualchange
(Stavy & Berkovitz, 1980; Whit & Horwitz, 1988;
Zeitsman & Hewson, 1986). The findings further
corroborate the findings of a stuty by Muthukrishna,

1

earlierissue of ADINews (8 er, 1991, volume 10,
number 4). In the Muthuknsl]na etal, study usinga
DI curriculum, over 90% of th.. students understood
the goal conceptions, bette%performance than was

.Carnine, Grossen, and Mille;tj)ﬁ:c was reported in an

obtained in this study (see Table 1)

Other studies have shown that individualized
concepl‘ual change strateglgm are generally unsuic-
cessful in teaching a scienfific principle (no higher
than 29% of the students dnderstood the goal con-
ceptions), even with small groups of students (Brna,
1987, 1988; Finegold & Gorsky, 1988; Hewson &
Hewson, 1983; Roth & Anderson, 1988; Stavy &
Berkovitz, 1980; White & Horwitz, 1988; Zeitsman &
Hewson, 1986). Furthermore, the logistical prob-
lems of identifying the nature of the individual mis-
conceptions and tailoring instruction to eac

Unit ) With materials Without materials Sigmificance level b
Photosynthesis 58 28 0,03
Respiration 30 14 0.20
Matter cycling {none available) 17 -

0 Mean of class percentages.

bSlgmficancc level for treatment, based on ANCOVY A of posttest percentages using pretest percentages as a.

covariate,

ErFEcTIVE SeHo0L PrRACTICES, WINTER, 19
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individul's specific misconception seem unrealis-
tic for a cissroom teacher (Hawkins & Pea, 1987).

_A currjular material, by its very nature, must
incorporab instruction for the group as a whole,
anticipatirg predictable misconceptions, rather than
the instrucion being a spontaneous response to a
presumabljunpredictable misconception occurring
in the classpom, as conceptual change strategies
have generaly been applied. It has been generally
assumed thalmisconceptions develop ina random,
unpredictabl{ manner, and, therefore, cannot be
adequately déit with using a planned curriculum.
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Food for Thought

If the world’s population were
represented by a village of 100
people, it would consist of:

* 56 Asians

- 21 Europeans
9 Africans’
8 South Americans
6 North Americans

Of these people:

30 would be Christian

17 Moslem

13 Hindu

5 Buddhist

5 Animist

9 miscellaneous

21 atheist or without religion

Of the 100 people:

¢ 6would control half of the total
income

* 50 would be hungry

s 60 would live in shanty towns

o 70 would be illiterate
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Focus: Hetemgenemﬁs Grouping and

Curriculum Design -

Overview
What counts is what you do with them,
not where you put them

Heterogeneous grouping has come into vogue in
America. In heterogeneous learning groups students
most “unlike” in skill level are placed together for
instruction. Schools are scrambling to put specdial
education kids back into the regular classroom so
that these students can work with more able students
in the same learning groups (called “full inclusion”).
Nongraded primary models even advocate mixed-
age grouping of children from Kindergarten through
third grade-—-not to allow for more homogeneous
groupmg by skill level, but to maximize the differ-
ences in skilllevels of children ininstructional group-
ings (e.g., the model promoted by the National Asso-
ciation for the Education of Young Children),

Are these extensive heterogeneous grouping ar-
rangements really productive? Will heterogeneous
grouping help American education achieve world-
class standards? In this issue, we examine these
questions. The effectiveness of specific grouping
arrangements interacts closely with the design of the
curriculum. Heterogeneous grouping assumes
wholistic, nonlinear approaches to skill develop-
ment. Homogeneous grouping assumes a more lin-
ear progression in thé development of knowledge.
Another closely related topic will be featured in the
next issue of Effective School Practices: Discrimination
and curriculum design. The message contained in
these two issues is that the source of discrimination
in education runs deeper than the design of class-
room grouping arrangements. Educational discrimi-
nation results more directly from curricula that rely
heavily on the child to initiate and design learning,
which in effect rely heavily on the chlld’s home
milieu.

The sound byte one often hears as the justification
for heterogeneous grouping, “homogeneous group-
ing doesn’t work,” is generally supported by the
research findings (see Gamoran, pp. 9-15). Thatis to
say, there is usually no difference in the learning of
homogeneously grouped students.versus heteroge-
neously grouped students. However, these results
do not mean that heterogeneous grouping will work.
The problem is that neither has worked very well,
The important question is “why do grouping ar-
rangements not seem to make any difference?”

An important point made by Gathoran is that
research studies on grouping often do noteven men-
tion curriculum. Studies do not mention whether the
same or a different curriculum was used with differ-
ent homogeneous groups, nor do they describe the
nature of the differences in instruction at all, Cer-
tainly, if no attempt is made to mpdify the curricu-
lum and instruction to match the needs of a specific
homogeneous group, then no adyantage can be ex-
pected fromhomogeneous grouping. Ifan attemptis
made to modify the curriculum to match the needs of

groups of students, then the results should be inter-

preted as an evaluation of that particular curriculum
modification. .

Assume for a moment that some teachers of the
“no-difference” homogeneous groups described by
Gamoran used the same curriculum to teach the
groups with learning difficulties, In this case, the
results would indicate that the curriculum remained
ineffective even when the children with learning
difficulties were grouped separately from other chil-
dren, The results further indicate that sometimes
these separately grouped children even do worse,
because perhaps the teacher assigned to teach that
group was the most inexperienced or uninspired
teacher in the school.. '

What if a different curriculum is used to teach the
low groups? Kavale (1987) reviewed the studies of
special education programs that have used a differ-

ent, but non-academic curriculum, such as percep-.

tual motor training, and found that these non-aca-
demic programs have had essentially no effect on the
learning of students receiving this differential treat-

" ment. However, just because this type of differential
treatment hasn’t worked, doesn’t mean that all types:

of differential treatments are ineffective.

Look at the student performance data reported in
the riext three articles in this issue, where an appro-
priate, effective, academic curriculum was used for
homogeneously grouped children. First, review Berta
Bender’s data (pp. 16-19) where an appropriate, ef-
fective, academic curriculum was used for special
education, one that the special education children
could actually learn from. These data indicate that
the instruction in the special placement accelerated

Errecrive ScHooL Practices, WINTER, 1993 B
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the learning of the low group children so that they

rather quickly caught up with other students their

age and were reading at grade level.

Similarly, the datareported by Colvin, Greenberg,
and Shermian (pp. 20-25) indicate that separately
grouped, severely emotionally disturbed students
_ improved not only in academic skilis, but also in

behavior and affect, when placed in an effective

academic curriculum, as opposed to anon-academic,
behavioral curriculum, as often occurs in SED spe-
cial programs, However, the academic curriculum
these students were able to succeed in, was designed
differently from the curriculum thatis typically used

i1 a mainstrearn.classroom where the original failure

and need for pull-out was created.

The experimental study by Vitale, Medland, Ro-
mance, and Meshbane (pp. 26-31) also reports the
results of a pull-out Chapter 1 program that used an
effective academic curriculum. The results indicated
that the Chapter 1 students learning from a different,
more effective curriculum exceeded the performance
of the average students and ‘matched the perfor-
mance of gifted students on measures of higher-
order thinking. The Chapter 1students in the control
group using the same regular education curriculum
showed negligible achievement gains and fell fur-
ther behind average achieving students. Obviously,
curriculum design can make a big difference in stu-
dents’ ability to learn. Should children who became
successful by leaming from a different academic
curriculum now be placed back into the curriculum
that they originally failed in?

In an earlier issue (Spring, 1992), Lynn Helmke -

reported results similar to those reported by Vitale et
al. Resource room children learning from a different
curriculum for reading Jearned to read better and
faster than the general education children. Conse-
quently, the general education teachers in that dis-
frict have decided to use the resource Toom Curricu-
lam in their general education classes.

Now that the same effective curriculum is being
used in both general and special education in that
school, does that mean that grouping is now hetero-

geneous? No. The effective curricula in a]l of these

studies used a Direct Instruction design. The imple-

mentation of a Direct Instruction curriculum requires

flexible subject-specific homogeneous grouping in
some subjects, and allows heterogeneous grouping
in others. That is, children are grouped according to
the reading skills they have, in order to receive
instruction in the reading skills they don’t have.
These groupings are temporary, just for part of the
reading period, and all instruction may occur in the
sameroom. Similarly, the grouping for mathematics
instruction is a different homogeneous arrangement,

6 ErrecTive ScuooL PrRAcTICES, WINTER, 1993

one that is based on student performance in math-
ematics. In a Direct Instruction curriculum students
can be grouped heterogeneously for assignments
that donot require special skills, such as might occur
with a field trip or an art project. The research on
grouping (see Gamoran'’s synthesis and the conclu-
sions from Johnson & Johnson and Slavin in the
insert) supports the effectiveness of these kinds of
subject-specific “ability-grouping atrangements, as
opposed to tracking or grouping by general ability.

We've reprinted a piece from Barbara Bateman
that is sure to become a classic (pp. 32-41), Readers
with questions about the Special Education laws
regarding placement and grouping decisions will
find the answers here. No, the law does not require
that severely handicapped childrenbe placed in regu-
lar classrooms. Quite the contrary, the law prohibits
categorical decisions about grouping arrangements
and special education placement. School districts
that categorically place special education studentsin
the regular classroom under a “full inclusion” policy
are in violation of the law. The law still requires that
each placement decision be made individual by indi-
vidual. Readers may also be surprised to see that the
courts place great importance on the teacher’s pro-
fessional judgement in making these placement deci-
sions. In fact, it is a violation of the law to rely
entirely on the handicapping label or some formula
using test data to make placement decisions.
~ Dr. Bateman provides a valuable historical per-
spective on wherewehavebeenin Special Education
and expresses some hopes for where we might go.
She recommends shifting aftention from grouping
and placement issues to issues in curriculum design
as the area where change could result in real educa-
tional gains in the future.

In order to achieve real educational gains for all
students, some level of homogeneous grouping ac-
cording to performance in specific subjects seems
unavoidable. Grouping children heterogeneously at -
afl times seems possible only with very soft curricu-
lum standards. As Gallagher (pp. 42-43) states inhis
commentary, “There’s that small matter of common
sense.” We might use exclusively heterogeneous
grouping if our goal were only to teach everyone
basic literacy and numeracy and nothing more. But
we want some world-class scientists and inventors
as well. It is one thing to reduce our illiteracy rate
from 30% to nearly 0%. This type of equality in
educational outcomes is achievable. It is quite ab-
surd to try to make everyone into a Nobel Prize
winner. Providing everyone with the same educa-
tional foundation is a responsibility; limiting every-
one to that education will not inspire individuals to
realize their diverse potentials.



Heterogeneous Grouping and Curriculion Design Overview  ©

Continued

Providing equal educational opportunity for di-
verse learners is a complex challenge. We aren’t
meeting that challenge by simply providing a medio-
cre education for the sake of equality. Mediocrity is
what we provide if we delay Sally in becoming an
electro-physicist, by having her try to teach Johnny
and Susie how to read. Yet that is what current
heterogeneous grouping models seem to dictate. - )

“Mediocre” describes how business views Ameri-
can education and the current educational fads, for
example, wholistic reading and invented learning.
In spite of the current media hype about restructus-
ing education to prepare students for the high-tech
job market of the 21st century, the two reprints from
Forbes magazine and The Economist indicate thatbusi-
ness is quite sceptical of the direction these current
educational reform fads are taking us.

Forbes' writer Janet Novack contrasts two school
districts (pp. 44-46). She criticizes West Carrollton
for teaching students a course called Dress for Suc-
cess while asking parents to take over instruction in
spelling. She praises Oakwood for neither rushing to
buy all the new “gadgets and gimmicks” such as “the
latest “whole language’ reading books” nor using
computers as “glorified math books.” Shenotes that
although Oakwood has no-air conditioning and the
school is so crowded some students eat lunch in the
hallway, students still score above the 50th percen-
tile on standardized national tests.

After reviewing education around the world, the
British publication Economist (pp. 47-59) concludes
that an investor with an “eye to human capital”
should look past the Anglo-Saxon world to some-
where “between the Pacific Rim and Germanic Eu-
rope.” Germanic Europe comes out ahead because of
_its “unrivaled ability to churn out skilled workers.”
" The Economist attributes this success to Germany's
“cheerful division of schools into three kinds: gram-
mar schools, technical schools, and vocational
schools.” This sounds like tracking, but “the transi-
tion between school and work, so traumatic else-
where, is rendered almost painless. Above all the
system reinforces a culture in which training is cher-
ished and skilled workers revered.” ‘

It is clear that The Economist regards the idealistic
American attempt toprovide everyone with the same
education as an unsuccessful experiment. The same
education does not prepare students for the diverse
demands of a national work force. The scores of the
15 nations assessed by the second NAEF (p. 60)
provides student performance data that supports
The Economist’s qualitative evaluation. The Economist
finds that not only do American students spend too
little time learning, but “even when they are working
they are not being stretched. The lack of a core

curriculum encourages a shopping-mall approach to
education: pile up the soft options and leave the hard
stuff on the shelves. Ghetto schools are churning cut
children whose lack of mental skills and surfeit of
emotional problems would render them unemploy-
able in the third world, let alone the first.”

It seems quite ironic that the strongest argument
for school reform is the need to prepare a more
technically skilled workforce, yet little or no attempt
has been made to evaluate which of the currently
wide-spread school reform ideas will consistently
result in higher levels of achievement. Heteroge-
neous grouping is but one example of a wide-spread
reform idea that does not result in higher achieve-
ment. Reformers promote heterogeneous arrange-
ments for the sake of equality, not for the sake of
improved learning: “The answer to the debate on ability
grouping is not to be found in new research. There
exists a body of philosophic absolutes that should
include this statement: The ability grouping of stu-
dents for educational opportunities in a démocratic
society is ethically unacceptable” (Hastings, 1992, p.
14). PO

The argument that heterogeneous grouping pro-
vides equal educational opportunity is flawed, as The
Study Group for the Intérnational Institute for Advo-
cacy for School Childrén argues (pp. 61-62). To argue
that separating children by ability denies them equity
in education assumes that the classreom is much like a
bus: If students have equal accéss to a seat in the
classroom, equity has been established. However, this
only allows equal opportunity for exposure to the les- -
son. Access to mastery of the-lesson is not the same.
Mastery is much farther from the reach of the low .
performers. Equal access to the content of the lesson is
only possible if the students have equal preparedness for
the lesson. For low performers to gain access to the’
curriculum, they should be placed in lessons that per-
mit them toachieve mastery and build skillsand knowl-
edge as rapidly as possible. In heterogenecus groups
they are discriminated against because (a) they are
required to learn at a faster rate than the higher per-
formers, (b} they are placed in a setting where they
constantly observe students who are able to master the
material with far less ledrning. ' :

Of course, we all know that homogeneous group-
ing can be used to discriminate, when one group
receives better instruction than another. The pointis
that grouping heterogeneously does not solve the
problem of poor instruction. And moreimportantly,
there is clearly no relationship between heteroge-
neous grouping and our national goal to produce the’
best-trained work force in the world by the year200C.
Reforms with a goal'to improve learning must rather
look at the features of the programs that result in

L
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improved learning. Based on the studies reported
here, those features include the use of an appropri-
ate, effective, academic curriculum properly imple-
mented by a committed teacher. What counts for
academic excellence is not where schools put stu-
dents, but what they do with them. The use of
individualized non-academic programs in homoge-
Reous environments has not improved learning out-

comes (Kavale, 1987). On the other hand, improved '

learning has been consistently achieved using Direct
Instruction and subject-specifichomogeneous group-
ingin reading and mathematics, as the Bender, Colvin
et al., and Vitale et al. reports show. :
This does riot mean that Direct Instruction is the
only instructional system that could possibly result
in improved learning. However, the current fad to
be innovative as opposed to effective, ignores the ef-
fects of reforms and risks wide-spread national dis-
appointment, as the writers from Forbes and The
Economist already forewarn. Doug Carnine, director
of the National Center to Improve the Tools of Edu-
cators (NCITE), also recognizes the strong possibil-
ity that current educational reform efforts may fail to
produce the highly skilled workforce that is needed
for America to remain a world leader into the 21st
century. For those who seek to improve education
rather than simply change it, Dr. Carnine presents a

model for a more thoughtful and business-like ap- .

proach to the implementationand evaluation of edu-
cational reforms (pp. 63-65). NCITE will offer assis-

tance to any parties interested in carrying out the:

educational reform management activities he de-
scribes. Bonnie Grossen, Editor
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Food for Thought

According to LISA Today, the U.S.

" spends $46 million a day on educa- -

tion and $3.5 million a day on tortilla
chips. - - g ,
Vending Times reports that Ameri-
canstossed more than $24 billion into
tovending machines last year—that’s
$65 million a day. The publication
also counts one vending machine for
every 55 people in this country.
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Is Ability Grouping Eqmtabie"

Adam Gamoran

Reprinted from Educakional Leadership with permission. October 1392, pp. 11-17,
Copyright ® 1992 by the Association for Supervision and Curriculum Development. All rights reserved.

Ability grouping is one of the most common re-
sponses to the problem of providing for student
differences, but is it an equitable response? Few
guestions about education have evoked more con-
troversy.

Grouping has different effects in different circum-
stances. As currently practiced, it typically leads to

.inequitable outcomes. To place the debate inits proper

perspective, we must remember thatdecisions about
grouping are preliminary and that what matters
most comes next: decisions about what to do with

students after they've been assigned toclasses. Given
poor instruction, neither heterogeneous nor homo-
geneous grouping can be effective; with excellent
instruction, either may succeed.

Drawing on the best research we have on group-
ing, I want to describe conditions that make one
system or the other more likely to result in high
achievement that is equitably distributed. Then I'll
look at the challenges educators face depending on
which approach to grouping they take. But, first,
let's clarify two terms.

Tracking and Ability-Grouping vs.
Subject-Specific Grouping

“Curriculum tracking” and “ability grouping” are
sometimes used interchangeably. I use “tracking” to
mean broad, programmatic divisions that separate
students for allacademic subjects, Forexample, high
school tracks divide students into academic, general,
and vocational programs, Elementary schools “track”
students when they divide them into separate classes
for the entire day.

Tuse “ability grouping” torefer todivisionsamong
students for particular subjects, such as special class
assignments for math or within-class groups forread-
ing. “Ability,” strictly speaking, however, is not
usually the criterion for grouping. Rather, students
are typically divided according to measured or per-
ceived performance in school. Because school per-
formance is related to social inequality outside the
school, such divisions contribute to the separation of
students from differentracial, ethnic, and social back-~
grounds (Oakes et al., 1992).

“Subject-specific grouping’ ’ refers to grouping in
a specific subject based on performance in that sub-

ject only. Students with the same skill level are
grouped together for instruction in that specific sub-
ject. '

Achievement Effects of Tracking

To consider the effects of tracking and ability
grouping, we need to keep two questions in mind.
First, how does grouping affect the overall level of
achievement in the school? This is a question about
“productivity.” Would the school produce higher
achievement if ability grouping were eliminated?

Second, how does grouping affect the distribution
of achievement in the school? This is a question
about “inequality.” Would achievernent be more
equally distributed in the absence of ability group-
ing? In the past, advocates of ability grouping have
tended to focus on the first question, and critics have
emphasized the second. To engage in a balanced

© discussion, we must examine both.

Tracking and productivity. Little evidence supports
the claim that tracking produces higher overall
achievement than heterogeneous grouping. At the
elementary level, most tracking systems fail to raise
achievement. Theissue has received less attention at
the secondary level, probably because almost all
American secondary schools have some degree of
tracking (Oakes, 1985).

In a well-designed British study, Fogelman (1983) .
. and Kerckhoff (1986) followed more than 9,000 stu-

dents in tracked and untracked secondary schools for
a five-year period, finding little difference in average
scores on standardized tests of math and reading
achievement.! The absence of overall differences be-
tween types of schools, however, masked important
differences that occurred within the grouped schools.

Tracking and inequality. In the British study, there
were no average differences between tracked and
untracked schools because within the tracked schools,
high-track students performed better than similar stu-
dents in untracked schools, but low-track students did
‘worse. Students in remedial classes performed espe-
cially poorly compared to untracked students with
similar family backgrounds and initial achievement.
With low-track losses offsetting high-track gains, the
effects on productivity were about zero, but the im-
pact on inequality was substantial.
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In the United States, high school tracking results
in similar increases in inequality. In a national sur-
vey that followed more than 20,000 students from

-grades 10-12, academic track studénts gained signifi-
cantly more on tests of math, science, reading, vo-
cabulary, writing, and civics, compared to similar
students in general and vocational tracks (Gamoran,
1987)2 In fact, achievement gaps between students
in different tracks widened miore than the overall
disparity betweenstudentswhodropped outofschool
after 10th grade and those who stayed inschool. This
means that which program a student pursued in high
school mattered more for achievement than whether
ornothe orshe was inschool! Unfortunately, studies
like this one do not show whether increasing in-
equality occurred in the context of rising or falling
achievement for the school asa whole, because tracked
and untracked schools were not compared.

Elementary school studies also show increasing
inequality over Hme {(Weinstein, 1976; Hallinan &
Sorensen, 1983; Gamoran, 1986). Even when overall
achievementrises, inequality may grow because high-
track students often gain more than students in low
tracks (Oakes et al., 1992).

Slavin‘s “best evidence syntheses.” Perhaps the most
comprehensive and careful reviews of research on
ability grouping are Robert Slavin’s reports of group-
ing and achievement in elementary {1987) and sec-
ondary (1990) schools. Atthe elementary level, some
forms of subject-specific grouping—particularly
within-class grouping for math and cross-grade
grouping for reading—tend to have positive effects
on overall achievement (Slavin, 1987). Generally,
Slavin argued that ability grouping has no effects on
either productivity or inequality: grouped and
ungrouped schools produce about the same level of
‘achievement, and neither high, nor low, nor average
groups obtain any special benefit or suffer a particu-
lar loss due to grouping. Slavin reached these con-
clusions after examining a diverse array of studies
conducted over a 60-year period. Some of the studies
showed positive effects; others yielded negative re-
sults, for productivity and inequality, as a result of
ability grouping. Because theresults averaged out to
zero, Slavin concluded that ability grouping has no
effects and that the effects that appeared in many
studies resulted from random or systematicerrors of
measurement {Slavin, 1990). )

I think another interpretation is more likely: the
diversity of results does not mean the true effects are
zero but, rather, that ability grouping has different
effects depending on where and how it is imple-
mented. The studies Slavin reviewed provided al-
most no information on what occurred inside the
classrooms after students were assigned. In some

]
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studies, teachers may have provided exactly thesame
instruction to the grouped and ungrouped classes,
and there would be little reason to expect achieve-
ment benefits or detriments to ability grouping. In
otherstudies, teaching quality may have favored one
group or the other, leading to outcomes that differed
by group:. Slavin’s ultimate conclusion echoes a
finding that is more than half a century old: ability
grouping has o effects on achievementunless teach-
ers use it to provide different instruction to different
groups, '

7 . N

" “For ability grouping to be effective at
the elementary level, it must create true
homogeneity on the specific skill being
taught, and instruction must be closely
tailored to students’ levels of performance”
(Slavin, 1987, p. 323).

“The lesson to be drawn from research
on ability grouping may be that unless
teaching methods are systematically
changed, school organization has little
impact on student achievement” (Slavin,
1990, p. 491). ‘

“The results of ability grouping seem to
depend less upon the fact of grouping itself
than upon ... the differentiations in [curricu~
lar] content, rethod, and speed, and the
technique of U e teacher” (E.L. Cornell,

1936, p. 304).
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Is Ability Grouping Equitable? *  Continued

1 conclude that grouping and tracking rarely add
to overall achievement in a: school, but they often
contribute to inequality. This finding is most consis-
tent for high school tracking, but it is not uncommon

The studies Slavin reviewed provided
almostno i_riformati on onwhat occurred
inside the classrooms after students
were assigned. R

in other forms and at other levels. Typically, it means
that high-track students are gaining and low-track
students are fal].mg farther behind. But the effects of
ability grouping are not the same in every context,
and we need to discover how they come about in

order to improve productivity and reduce inequal- -

ity.
Sources of Achievement Inequality

Why does tracking often benefit high achievers
but not their counterparts in other groups? Most
research on grouping and achievement has failed to

...ability grouping has no effects on
achievement unless teachers use it to
provide different instruction to differ-
ent groups.

consider how students were treated after they were
assigned to their classes. Fortunately, a number of
case studies and a few surveys provide information
on what goes on in different groups and tracks.
These reports suggest that the quality of instruction
and the climate for learning favors high-level groups
and honors classes over low groups and remed1a1
classes.

Unequal mstrucftan At the elementary level, sev-
eral researchers have documented fast-paced read-
ing instruction in high-level groups and slow-mov-
ing progress in low groups. This occurs ‘for both
within-class and between-class grouping {Barr and
Dreeben, 1983; Gamoran, 1986; Rowan and Miracle,
1983). From these studies, one cannot tell whether
slower instruction in low groups meets the needs of
these students or unnecessarily holds them back.
When middle- and low-group students of similar
prior achievement are compared, middle-group stu-
dents gain more, suggesting that slow-paced instruc-
tion contributes to the low-group deficit. This inter-
pretation is bolstered by a recent survey of elemen-

tary school mathematics classes, in which middle-
and low-group students were significantly more ikely
than high-group students to say their class was too
easy (Coley et al., 1992). Other researchers indicate
that low reading groups offer a less conducivelearn-
ing environment, with more .interruptions than
middle and high groups (Allington, 1980; Eder, 1981).

Differences in context and climate have also been
described at the secondary level. First, college-track
students take more academic courses than students
in other tracks, contributing to their achievement
advantage (Gamoran, 1987). Second, observers re-
port that high-track teachers are more enthusiastic
and spend more time preparing (Rosenbaum, 1976;
Oakes, 1991). Teachers may compete for the oppor-
tunity to teach honors and accelerated classes, and
those with more experience or better reputations
tend to win the privilege (Finley, 1984; Oakes, 1991).
Although problem solving and critical thinking are
not especially commion, they are more likely to occur
in high tracks thanlow tracks (Oakes, 1985; Gamoran
& Nystrand, 1990). In contrast, low-track instruction
tends to be fragmented, emphasizing worksheets
and recitation (Page, 1992). Teachers in low-track
classes spend more time on behavior management
and less time on instruction {Oakes, 1985).

Unequal behaviorand attitudes among students, These
differences cannot be ascribed solely to teachers,
however, because students’ responses to instruction
also differ across tracks and ability groups. Low-
track students are off-task more often, spend less
time on homework, and tum in fewer assignments
{Oakes, 1985; Gamoran and Nystrand, 1990). Cur-
rentdata do not indicate whether low-track students
respond less well because instruction is less engag-
ing or whether instruction is less engaging because
students are not responsive. Both processes are
probably at work. Case study writers have long
contended that tracking polarizes the student body
into “pro-school” and “anti-school” groups (for ex-
ample, Lacey, 1970; Abraham, 1989). The latest sur-
vey research supports this claim: Berends (1991)
found that college- and noncollege-track students
differ more over time in the extent of disciplinary
problems, in engagement with schoolwork, and in
expectations for future schooling,.

What Can Be Done?

Although the research is not definitive, it does
suggest two actions: reduce the use of tracking and
improve the Way ability grouping is used where it is
retained.

Reduce the use of iracking. Generally, the morerigid
the tracking system, the more research studies have
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found no benefits to overall school achievement and
serious detriments to equity. Students who report
being assigned to different tracks in high school
become more unequal in their achievement over
time, and the increase in inequality is greatest in
schools where students rarely change tracks
(Gamoran, 1992). In elementary schools, between-
class grouping for the entire school day is least likely
to show any benefits (Slavin, 1987). As Slavin (1987)
explains, rigid tracking systems are likely to fail
because when a single division by ability is made for
all subjects, classes remain heterogeneous on most

- skills, so there is no improvement in the fit between
students’ needs and the provision of instruction. In
addition, rigid tracking systems may be more likely
to induce polarized attitudes toward schooling
(Gamoran, 1992). In moving to reduce the use of
tracking, then, the first step should be to eliminate
the most rigid forms of tracking, such as broad,
inflexible program assignment in high schools and
between-class tracking for the whole day in elemen-
tary schools.

...rigid tracking systems are likely to
fail because when a single division by
ability is made for all subjects, classes
remain heterogeneous on most skills,
so there is no improvement in the fit
between students’ needs and the provi-
sion of instruction.

Efforts to reduce tracking must grapple with the
fact that in at least some cases, high-track students
perform better than similar students in heteroge-
neous classes. The elimination of grouping must be
accompanied by staff development opportunities for
teachers to learn strategies for enhancing the learn-
ing of all students in classes that are more diverse
than those to which they are accustomed. At the

. same time, those who strive to maintain ability group-
ing out of concern for high-track students must come
to grips with the growth in inequality that occurs in
many cases.

Improve the use af ability grouping. To the extent
that grouping is not completely eliminated, it must
be implemented more effectively than is typical.
First, it is essential to avoid locking in teachers and
students to their track assignments. Permanent as-
signments result in a vicious cycle, in which the
expectations of teachers and students enter a down-
ward spiral (Page, 1992). Schools must make at least
two sorts of investments tobring greater flexibility to
their grouping systems: (1) they must reassess stu-
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dents’ capabilities and take new information into
account when making assignment decisions, and (2)
they must enable students to make up curricular
material they may have missed—for example, in
tutorials during the school year or the summer--so

/7 )
What to Say to Advocates for the Gifted ]

For those who fear that cooperative leamning is
detrimental to high-achieving students, here are
research-supported answers to some of the most
frequently asked questions.

“When discussing whether or not high-
ability (the acadernically top 33 percent) and
gifted (the academically top 5 percent} students
should learn in cooperative groups, three points
are important. (The terms ‘high-ability’ or "high-
achieving' include gifted students.) First, high-
achieving students should not always work in
cooperative groups (see Johnson and Johnson,
1991). There are times when high-ability
students should work in isolation from other
students, and there are times when gifted
students should compete to see who is best.

Second, when high-achieving students do
work in cooperative groups, the groups should
not always be heterogeneous. Sometimes these
students should be prepared for fast-paced
accelerafed work.

Third, well-structured cooperabive leaming
groups are quite different from traditional
classroom grouping and poorly structured |
cooperative groups (Johnson, johnson &
Holubec, 1950). To be most effecive, cooperation
must be structured so that group members:

» believe they are responsible for and benefit

" from one another’s learning;

» promote one another’s learning face-to-face
by helping, sharing, and encouraging;

* are accountable to do their fair share of the

work; B

» practice the required leadership, communi-
cation, decision-making, trust-building, and
conflict resolubion skills required for the
group to ensure the success of each member;

* regularly process how effectively the group
is functioning” (Johnson & fohnson, 1992),
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Is Ability Grouping Equitable? =  Confinued

thatthose who are ready to advanceare not held back
by lack of curriculum coverage. The latter requires
investment not just by schools, but by students as
well, who must undertake extra work to catch up.
Implementing more flexible grouping systems also
means rotating teachers so that all shudents have
opportunities to learn frorm the most effective teach-
ers and to prevent the loss of morale that sometimes
occurs for teachers who are assigned to low tracks
year after year. '

Second, those who use ability grouping must im-
prove instruction in low groups. This could, at the
same time, reduce the inequality that often results
from grouping and raise the overall Jevel of achieve-
ment in the school. This recommendation is ex-
tremely difficult to follow—indeed, were it not so
difficult, ability grouping would be a lot less contro-
versiall It is difficult because (1) by virtue of their
assignment, teachers and students in low trackshave

Jlow expectations for academic work; and (2) low-

track students oftenresist challenging academicwork.
One observer found that low-track students pre-
ferred worksheets to discussion because the seatwork
kept private what students did and did not know
{Metz, 1978),

..those who use ability grouping must
improve instruction in low groups.

Is it even possible? Can high-quality instruction
ever take place in low-status groups? We have many
more examples of unsuccessful low-track classes
than successful ones, but there are some circum-
stances under which low-group students receive ef-
fective instruction. At the elementary level, group-
ing systems that divide students on the basis of skills
closely related to the curriculum and those that ad-
just curriculum and instruction to addressstudents’
needs are more likely to be effective. This conclusion
is based on studies of within-class grouping for math
and cross-grade, subject-specific grouping for read-
ing (Slavin, 1987), but the conclusion is probably
generally valid.

At the secondary level, a few case studies suggest
that low-track classes may serve their remedial pur-
pose—that is, they allow students to catch up, or at
least prevent them from falling further behind—
under the following conditions:

 Teachers hold high expectations, mamfested by
their emphasis on academic work. -

* Teachers exert extra effort, compared to then'
efforts in other classes.

¢ Teachers and students have opportumhes for
extensive oral intéraction.

 Thereisnoprocedure in place that a551gn5 weak
or less experienced teachers to the lower track (Page
and Valli, 1990; Gamoran, 1991).

These case studies rely on private schools mostly
with middle-class students, and we have as yet no
evidence that they generalize well to other situa-
tions. '

One 9th grade English teacher I observed, whose
low-group students kept pace with their peers in
other classes, told her students: “1know it’snoteasy,

Atthesecondarylevel, a few case stud-

ies suggest that low-track classes may
serve their remedial purpose—that is,
they allow students to catch up, or at
least prevent them from falling further
behind—under the followmg condi-
tions:

e Teachers hold high exPectations_.'
manifested by their emphasis on aca-
demic work.

e Teachers exert extra effort, com-
pared to their efforts in other classes.

s Teachers and students have oppor-
tunities for extensive oral interaction.

e There is no procedure in place that
assigns wealk orless experienced teach-
ers to the lower track (Page and Valli,
1990; Gamoran, 1991).

...grouping systems that divide students
on the basis of skills closely related to the
curriculum and those that adjust curricu-
lum and instruction to address students”
needs are more likely to be effective.

" you guys—I know it’s not easy—but we're not going

to read Weekly Reader in this class. All right? You'
deserve to have this information, so stick with it.”
With such a persistent teacher, and equally persis-
tent students, low-track classes may be effective, but
the phenomenon is too rare for one to have confi-
dence that it will become the general case anytme
soon.
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1 The British study is remarkable in Its comprehensive-
ness: It began with nearly every child born in England,
Scotland, and Wales during thé first week of March 1958
and followed them from birth to age 23. The analyses
coverad the period from age 11 to 16. The study is aiso
espacialiy valuable becausa it includes a large number
of comparable schoals that used and did not use
tracking, or "streaming” as It Is called in Britain. In the
United States, it is impossible to find a representative
sample of secondary schoals in which students are not
tracked in math and Engiish.

2 These differential gains occurred for students who
were statistically equated in prior achievement and
background characteristics. In general, students in the
different tracks are far from equal In these areas, so the
gross differences between tracks were much larger.
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'W‘hat Makes a Pull«out ngr‘am Work? .

Roberta Bender _
Carmel River School, Monterey County.

Abstract: The following report describes a very successful resource room. The teacher implemented an
effective, appropriate curriculim with energy and high expectations. The.students she tnught learned at
an accelerated rate, even though they were classified as specinl education students.

“Pull-out Resource Specialist Programs (RSP) do
notwork.” That is what [ keep hearing. When I first
heard that, I began to take a harder look at our puil-
out Resource Program. : '

When we consider placing students in RSP, we
hope that the outcome will be an increase in the rate
of skill acquisition. But how much must the learning
rate increase before it can be said that a program
#works”? 1stll don’t know the answer, but this is
where the question took me.

I used a graph (Figure 1) to compare grade level
achievement and grade placement for each student.
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Figure 1.

The diagonal line indicates, given one year’s
progress per year of instruction, grade level achieve-
ment. The dotted line indicates the progress rate
while enrolled in regular education. A solid line
indicates the achievement rate while enrolled in this
pull-out program. Grade level scores were used from
the Brigance Test of Written Spelling and Key Math-r.

Figures 2, 3 and 4 are typical of students from
regular education. Dramatic increases in achieve-
ment are quickly obtained from special placement in
a resource room where a different curriculum (Direct . Year in School
Instructon) was in place.
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Figures 5, and 6 are from students who entered
our school already placed in special education. The
student for Figure 5 began special education in first
grade. The figure 6 student had been enrolled in a
private special education school in grades 2-3 and in
adifferent private special education schoolin grades
4-5. The dotted line indicates the progress of these
students while in these other programs. These other
programs emphasized self-esteem and getting along
with others. The solid line indicates progress the
students made in our program where a different
curriculum was used—the same Direct Instruction
Curriculum we used with the students iri Figures 2,
3, and 4.
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The student in Figure 7 began a special education
pull-out program in first grade in another school. He
began working in our program in second grade, then
he left. He returned to our school this week as a
fourth grader, allowing us to compare his growth
rate in another program after working in our Direct
Instruction program. His scores on the reéading and

spelling subtests of the Brigance Comprehensive In-

ventory of Basic Skills over the 4-year period are
shown in Figure 7.
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Figure 7. Brigance Comprehensive Inventory of
Basic Skills subtést scores in reading and spelling.
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 Theincrease in learning rate certainly varies with
! ttendince, attitade and severity of disability. Overall,
it applaredfthait students were averaging a year and a
half o progress for each year of instruction in our
progrim; It Was possible that they would get to grade
Jevel iyentually. So, is this a pull-out program that
mworkd™? Maybé, maybe not.

Ficiire 8 is from a student who moved to our school
with#n IEP. She entered special education early in
secméi grade. ‘At the end of that year, it was decided
tha'she be retained in second grade. She transferred
inb our school at the beginning of the retention year.
Ste has réceived help in Spelling, Reading and Math.
Fgure8 shows only the reading progress. Her [EP was
rviewed early in third grade. The team récommended
:nat RSP reading continue.

.
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Figure 8.

Why? She had grade level scores, grade level work, a
great attitude, good behavior and study skills. I found
myself asking, “Good grief, what do they expect?”

Ilooked at the scores from the Comprehensive Test
of Basic Skills (CTBS) for all students in grades 3-5 for
the last four years. Mean Grade Level and Median
National Percentile tend to be higher than average and
get higher each year in all areas of instruction. Figure
9 shows the general picture for Total Reading scores
over the last four years. ‘
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Average third, fourth and fifth graders are above
grade level and increasingly so every year. .These
children are taught by excellent teachers who use a
combination of direct instruction techniques and
whole language. Their high performance level may
also be attributed to the high economic level of our
community.

Figure 10 compares the CTBS scores of the same
student with average, regular.educaton progress.
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Figure 10.

It is clear now. The student has an increased rate
of progress. The student is at grade level. However,
the student has not caught up

s not with her peers who are, on the average, a -
year above grade level, and '
» not with the instructional level geared to the
average student in the class.
Indeed, she may never be far enough above grade
level to be caught up. '
- Pull-out programs do not work. Did they mean
that students learn nothing, never get to grade level
or never catch up with their peers?

I do not know what they meant. But if getting out
of special education is what must happen before a
pullout program is said to “work,” then maybe we
have failed . ., failed to do the impossible.

The remaining figures represent students new to
our school this year. All of these students were
retained before entering our school. All three werein
special education last year. The first had been in
special education for three years.

The first student (with a three-year spedal educa-
tion history and a retention) is now a third grader. In
math, shecanadd. Shecan+1and+2ifthe firstnumber
is under ten, She does not seem to have heard of
subtraction. In the classroom, they are doing subtrac-
tion with three digits and borrowing across zero.

In spelling, she can spell some two-letter words and
some CVC words. In class, they take notes when they
watch movies.
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The other students’ stories are just as distressing.
The discrepancy between their skill levels, that of
their peers, and the instructional level in the regular
classrooms is overwhelming. I do not believe that
this gap can be closed more rapidly or at all with a
push-in program, cooperative learning and /or peer
tutoring.

Idoknow thatall these students will eventually be
placed in our pull-out program. I de know that we
can increase their progress rates as we have with past
students. We will do it with the Direct Instruction

programs. lalso know that earlierinterventionyould
produce similar and possibly better results. ' '

Education programs vary in quality, e'ff;etti};eness
and the challenges they are expected to meet. We
should compare the resulting progress rates of dif-
ferent types of programs before selecting, or chang-
ing program models, _—

TSy

[

T

Direct Instruction is a precise technology ", |
involving theapplication of knowledgeabout
the relationship between teaching and learn-
ing to the design of effective schooling. It is
concerned with the ways teachers behave,
the curriculum they use, the use of time and
other resources, the role of administrators—
all of the factors that influence school
effectiveness. Direct Instruction is not a spe-
cific teaching strategy or method. It is the
specific matching of a whole array of re-
search-based teaching strategies and methods
to aspecific purpose and a specific context in
education. B.G.
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The Forgotten Variable: |
Improving Academic Skills for Students
“with Serious Emotional Disturbance

Geoffrey Colvin
University of Oregon

Stuart Greenberg .
Broward County School District, Ft. Lauderdale, Florida

Ron Sherman
~ Lane School, Eugene, Oregon
Reprinted with permission from the Oregon Conference Monograph, 1993.

We are becoming all too familiar with outcome
data for students identified with seriously emo-
tional disturbance (SED) or with severe behavior
disorders (SBD). These students have a higher fail-
ure rate than any other group of special education
students, and about 4 in 10students drop-out-nearty
50% higher than the next special education category
(U.S. Department of Education, 1990). Approximately
one third of these students neither work nor receive
job training when they leave school (Neel, Meadows,
Levine, & Edgar, 1988). More than 40% have ¢rimi-
nal records within three years of leaving school (Jay
& Padilla, 1987); Bellamy (1989) reported this figure
is increasing,.

The impact of working with these students is also
reflected in data on SED teachers. Carriker (1989)
reported that 30% of SED teachers are on emergency
certificates, and that one third of all SED teachers
quit after 4 years (Jones, 1992).

Tt is disturbing that the SED population is doing
* very poorly in school, the work place, and in the
community. These data should prompt profession-
als and service providers to seriously evaluate the
present service models and their components. The
job is not getting done.

The purpose of this article is to examine the rela-
tionship between the disability of serious emotional
disturbance or behavior disorder, and academic per-
formance. The basic premise is that this relationship
is central to the disability and is largely ignored in
both research and practice. Descriptive studies are
presented to demonstrate the relationship between a
curriculum intervention with SED students and aca-
demic and behavioral gains. The article is divided
into five sections:

1. An analysis of the relationship between the
definition of the disability serious emotional

20 EFFECTIVE ScHooL Pracrices, WinTEr, 1993

disturbance and academic performanece; im-
plications for interventions also are consid-
ered.

2. Areview of classroom practice and research
on academic interventions for SED students.

3. Academic skill deficits of SED students and
implications for curriculum design.

4. Descriptive studies using Direct Instruction
curricula to teach academic skills to SED stu-
dents. ‘

5. Summary and conclusions.

The Relationship between Serious Emotional
Disturbance and Academic Performance

Serious emotional disturbance in the Education of
the Handicapped Act is defined in terms of educa-
tional performance, and the first characteristic for
eligibility is described in relationship to learning:
“Serious emotional disturbance is defined as a condi-
tion exhibiting one or more of the following charac-
teristics over a long period of time and to a marked’
degree which adversely affects educational perfor-
mance: an inability to learn which cannot be ex-
plained by intellectual, sensory, or health factors”
{Federal Register}.

Javorsky (1992) conducted an extensive review of
research which demonstrated the significant correla-
tion between deficits in basic academic skills (reading
and language specifically) and behavioral /emotionat
disorders. Other studies have reported that SED stu-
dents are underachieving in academic areas (Epstein,
Kinder, & Bursuck, 1989; Kaufman, 1985; McDonough,
1989). Moreover, the gap in academic performance
levels between SED students and general education
students increases with age. Coutinho (1986), in a
follow-up study, reported that the reading levels of a



group of elementary SED students was 1.5 to 2 grade
level below that of their non-handicapped peers.
The discrepancy with the same students had in-
creased to 3.5 grade units by the time these students
had reached secondary level.

Approaches or systematic interventions for the
treatment of SED students should address the central
problem of the relationship between the emotional
problem and the educatonal performance of the
students. In effect, we should expect to see academic
interventions designed to address educational per-
formance in research literature and in classfoom
practices.

Classroom Practice and Research on
Academic Intervention

Knitzer, Steinberg, and Fleisch (1990) conducted a
nationwide study (based on surveys and observa-
tions) of current teaching practices in self-contained
classrooms in public school settings and found very
little systematic teaching or instruction in academic
areas. The teaching activities were centered around
behavior management goals (such as point systems,
level systems, contracts, and self-management plans)
to the relative exclusion of academic goals. In addi-
tion, the instructional activities were largely in the
form of seat work administered by a teaching assis-
tant. In effect, the classroom teacher functioned as a
“casemanager” responsible for teaching and manag-
ing behavior. The following educational perfor-
mance outcomes from other research also wereiden-
tified in the study:

1. In many cases, neither behavior nor academic

performance improved.

2. Less than 30% of students were functioning at

or above grade level in any academic area.

3. Seventy-three percent of students were read-

ing below grade level, and deficits were more
severe with older youth.

4. Forty-five percent of high school students

failed at least one subject.

Ruhl and Berlinghoff (1992) reviewed pub-
lished experimental research on improving
academic performance of SED students, iden-
tifying four criteria for considering these stud-
‘ies:

1. Subjects in the study had to be identified BD

or SED. .

Subjects needed to be in grades K-12.

. Subjects had to be placed in public school
settings or university-affiliated programs, as
distinct from private resideritial or psychiat-
ric settings.

w N

4. Studies measured the effect of academic
intervenbons on academic skills.
Berlinghoff and Ruhlmade two conclusions: First,
there is a scarcity of published experimental re-
search in the area of academic interventions for stu-

dents identified as behavior disordered or seriously

emotionally disturbed in public school placements.

The teaching activities were centered
around behavior management goals
(such as point systems, level systems,
contracts, and self-management plans)
to the relative exclusion of academic
goals...In many cases neither behavior
nor academic performance improved.

The search procedures produced only 12 articles through
1988 using these criteria. Second, the research essentially
addressed motivation variables and some instructional
techniques, such as methods for delivering instructon
and providing feedbaclk. '

There did not appear to be any published research on
the effectof curriculum interventions orspecific curricular
approaches as an independent variable and subsequent
changes in academic skill {performance) levels as the
dependent measure.. Engelmann (1992) and Carnine
{1992) pointed out in the context of school reform, that
curricular approaches represent a potent variable which
needs to be addressed more systematically and rigor-
ously.

Academic Skill Deficits of SED Students and
Implications for Curriculum Design

The academnic skill deficits for SED students presents a
challenging profile to educators. Rhode, Jenson and
Reavis (1992) reported that SED students are on task 60%
less than their peers. These students are significantly
lacking in academic survival skills of attending to tasks,
following directions, remaining on task and eompleting
assignments (Foley, & Epstein, 1992; Greenwood,
Delquadri, Hops, & Walker, 1977). In astudy measuring
acadernic learning time, Fisher, Beliner, Fibby, Marliave,
Cahen, and Dishaw (1980), reported that the range for SED
students varied from 4 to 52 minutes per day. Academic
under achievement also has been well documented
(Epstein, Kinder, & Bursuck, 1989; Kaufman 1985;
Mastropieri, Jenkins, & Scruggs, 1985). In a survey of
school psychologists, Gleason, Colvin and Archer (1991}
found that SED studenis exhibit a high rate of “spotty” or
splinter skills in basic academic areas. The overall class-
room profile of an SED student could be characterized as:
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1. Off task.

2. Poor academic work-related skills.

3. Splinter skills in basic academic areas.
4, Under achievement.

' Itis possible that these skill deficits interfere with

instruction or make the delivery of instruction very
difficult. Consequently, managing behaviorbecomes
the primary function in the classroom at the expense
of instruction. One possible remedy might be to use
curricula with design features that directly address
the skills deficits exhibited by SED students. On this
basis, an appropriate curricula for SED students
should have design features that:
1. Obviate or preempt the impact and influence
. ofbehavioral problems exhibited by SED stu-
. dents during instruction.

. 2.. Enable teachers to instruct SED students so
that academic achievement occurs at a level
commensurate with their ability.

3. Strengthen academic skills that are weak,

. 4. Enablestudents functioningbelow gradelevel
to “catch up.”

. Direct Instruction curricula possess anumber of design
features that should be particularly suitable for imple-
mentation with SED students to meet these challenging
needs. Direct Instruction is a highly structured, intensive

curriculum intervention designed to increase learning

and to set the stage for students to acquire new knowl-
edge. The curricula involve activites that build under-
standing, “In this process, mechanistic skills evolve into
flexible strategies, concepts combine into schemata, and
success in highly structured situations develops into suc-
cessful performance in naturalistic, unpredictable, com-
plexenvironments” (Carnine, Grossen, & Silbert, in press).

The Direct Instruction model grew out of research
conducted by Siegfried Engelmann and Carl Bereiter in
the mid-1960s, ont teaching at-risk preschoolers. A com-
prehensive model was developed consisting of curricutar
materials, teaching techniques, staff development, and a
data management system (Camine, Granzin, & Becker,
1988). The success of this model in terms of student
achievement inbasic and cognitive skills, self concept, self
psteem, and in parental approval has been well docu-
mented (Abt Assodates, 1977; Becker & Engelrnann, 1978;
Hariey, 1977).

Engelmann & Carnine (1989} presented in detail the

critical design components of the Direct Instruction

Programs. Some of these design features that have
particular application for instructing SED students are
as follows:
1. Concepts are presented to control for misin-
terpretations. ‘
2. Skill components are carefully sequenced to
ensure the students leam the basic building
blocks. '
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3. Procedures are specified in detail to assist
teachers in presenting the content.

4. Correction procedures are carefully specified.

Sufficient practice is prescribed.

6. Cumulativereview and practice is systemati-
cally built into the curricula.

¢

Studies Using Direct Instruction Curricula to
Teach Academic Skills to SED Students

Asearchwas conducted for research studies which
met the following criteria:

.1. Direct Instruction curricula were used as the

independent variable.

2. Changes in academic performance were used
as the primary dependent measures. Behav-
ioral changes were used as secondary or
covarying dependent measures where avail-
able. ‘

3. Subjects were identified as seriously emo-
tionally disturbed according to the criteria
specified by the federal definitions in .L. 94-
142,

Only three studies were found using these crite-
ria. Bach of these studies are presented as descrip-
Hve research in that experimental-control conditions
were not present.

Study One

La Cava (1992} implemented the Direct Instruc-
tion Corrective Reading Program (Engelmann, Hanner,
& Johnson, 1989) for a daily fifty minute period of 18
weeks with 25 seventh grade students classified as
behavior disordered according to the guidelines of
the state department of education in Florida. On the -
average the students were three to five grades below
grade level in reading. Twelve students remained in
the program over the intervention period. Most of
the students who dropped out of the study either
were excessively truant or had received a placement
change during the course of the study. Pre-Post
measures were taken using the SRA Reading Tests.
At the end of the 18-week intervention period,
using the Science Research Associates’ Correc-
tive Reading Program, the overall reading grade
ability increased from three years eight months
to four years and six months. That is, on the
average, these students made gains of 10 months
in an 18-week period of insiruction. In addition:
an overall gain of 30% on-task behavior and an
increase of 50% in average points earned were
reported. In summary, the students certified as
seriously emotionally disturbed made significant
gains in reading through the implementation of a

" Direct Instruction program (Corrective Reading) and,

at the same time, made gains in behavior.
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Study Two

Jones (1992) implemented two Direct Instruction
programs (Corrective Reading and Fast Cycle Reading)
with 21 elementary-aged studentsidentified as emo-
tionally handicapped according to the criteria of
Broward County School District, Fort Lauderdale,
Florida. The classes ranged from grade one to grade
five.

...the students certified as seriously
emotionally disturbed made significant
gains in reading through the imple-
mentation of a Direct Instruction pro-
gram (Corrective Reading) and, at the
same time, made gains in behavior.

The Corrective Reading lessons were conducted
five days a week for a 50 minute period. Students
wereinstructed in six groups within each class based
on performance on the Corrective Reading Placement
Test. This test also was used for pre-test measures on
reading rate (number of words read correctly per
minute). All students showed an increase in the
number of words read correctly. The average per-
centage increase in rate {(number of words read cor-
rectly per minute) from the pre- to the post-test was
79% (range 38% - 102%).

Similar gains were obtained with the Reading Fast
Cycle Program. These lessons were conducted with 6
students (Grades 1-4) for 30 minutes per day, five
days per week, Pre-Post measures were taken on
Lesson 81 comprised of 104 words.
showed improvement in reading rate: The average
percentage gain in numbers of correct words read

per minute per group was 125% (Range 81%-173%). -

Jones (1992) also reported the 10 students in her
classroom made substantial gains in behavior mea-
sures. From the period of January 1991 tothe end of the
school year the students met their daily goals during
the reading periods (such as: “stay on task,” “follow
directions,” and “complete your work™) on an average
of 95% of the time. Two of the students were main-
streamed at grade level in reading and three others
were given schoolwide responsibilities (such as safety
patrols). Itis evident that, as the students made gains
in their reading, their behavior improved.

Study Three

Sherman (1993), conducted a single case study
with a 14 year old, 6th grade student certified seri-
ously emotionally disturbed according to the state of
Oregon guidelines. This student was 4 to 5 years
behind grade level in basic skill subjects {reading,

All students -

math, language arts, and written language) and was
classified as a non-reader. A Direct Instruction read-
ing program was implemented, The Muitis: yllabic Word
Reading Program (Archer, 1988) for a 30 minute pe-
riod, 5 days per week, over 10 weeks. A homework
program also was introduced at the same time i
which the student was required to practice reading:
list of sounds and words to his parent. This list w
comprised of items that had been newly taught'c
criterion at school and a cumulative review of pref
ously learned skills. A sound screener compnssg—s

70 sounds, beginning and ending word parts

words was used for pre- and post- testmeasures/

student scored 10% correct on the average for/prd
testscores and scored 97% correct for post-test sored
Towards the end of the program the studext me
critéria to-begin the Reading Mastery III pogran
(Engelmann & Hanner, 1988) and was able o rea
several pages with minimum assistance at scho%

and at home. Improvement in behavior ako w
reported. At the time the sound screener jre-t

was given, the student was averaging one regati

consequence per day for behavior infractions. Atje
time of the post-test, the negative consequence pr
behavior infractions had been reduced to-one pr
week. Parent reports also indicated a signifimnt
improvement in the student’s cooperation withhe
homewaork routines and behavioral expectations er
the ten week period. ‘

Summary and Coneclusions

QOutcome data for students with serious emdgnal
disturbance or severe behavior disorders igrim.
These students are doing very poorly in schogf the
community, and in the work place. '

There is a paucity of research in which aglemic
interventions -are used as an independent ffiable
and academicimprovementis used as the dendent
measure. Similarly, reviews of literature f class-
room practices show instruction on acadejc basic
skills areas has low priority. Teachers offD stu-
dents are largely engaged in teaching b vior or
addressing problem behavior in some wj: These
results are puzzling in that serious emoti 'diSt'UI'-
banceisdefined in terms ofed ucational pedrmance.
It should be expected that instruction jgcademic
areas and measurement of educational yformance
should have high prigrity in research artlassroom
practice. Such is not the case. It shild also be
expected that one dependent measure f classroom
interventions for SED students shoy be educa-
tional performance. Or perhaps, thatiterventions
or treatments for SED students shoulbe vahdated
in terms of educational performanc
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The skill deficits in academics and behavior of
‘SED students have strong implications for curricu-
lum design. Itis possible thatinstruction onjacadem-
ics has a low priority in research and classroom
practice because of inadequacies of the structure or
wrriculum design of the instructional programs. 1f
\tie curriculum is designed to address the specific

iill deficits of SED student, then there is more
‘Sﬁ]elihood that these programs will be implemented
sucessfully, The Direct Instruction programs for
halic academic skills appear to have the curriculum
Hesgn features that should be effective with SED
students.

While these studies lack experimental-
control conditions, there appears to be
astrong relationship between the struc-
tured detail of curriculum design of the
Direct Instruction programs and gains
in basic skill areas and behavior for
SED) students. It is imperative that
urther research documentthis relation-
hip.

\ome descriptive studies were presented in which
Dict Instruction programs were implemented as
thindependent variable and gains in academic per-
fodance were used as dependent measures. Im-
dement in behavior measures also were noted as
ing dependent measures. In each study, sub-
Ial gains were made in both academic and be-
%al measures. While these studies lack experi-
_control conditions, thereappearstobeastrong
relatnship between the structured detail of cur-
h design of the Direct Instruction programs
s in basic skill areas and behavior for SED
. Itis imperative that further research docu-
ment}s relationship. Ultimately, we woulid hope
that €ictive instruction in academics becomes a
rity in classroom practices and that stu-
serious emotional disturbance may be-
e successful in school. We cannot be satis-
iffhe present practices where instruction has
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Accelerating Reading and Thinking Skills
of L@w—_achievmg FElementary Students:
Implications for Curricular Change

Michael R. Vitéle, East Carolina University
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Nancy Romance, Florida Atlantic University

Helen Parke Weaver, East Carolina University

, Abstract: Low-achieving Chapter 1 students in grades 4 through 6 were assigned one of two levels
(Level A: N=12; Level B: N=14) of a direct instruction remedinl reading program, Corrective
Reading, emphasizing higher-order thinking skills in combination with decoding strategies. Perfor-
mance of the students after an 85 day freabment period revealed a substantial achievement acceleration
(vs Chapter 1 comparison students) on both ITBS reading (1.6 months per month grade equivalent gain
vs .8) and ITBS vocabulary (2.1 months per month grade equivalent gain vs .6), with parallel findings

. on error reductions on the program criterion-referenced decoding and thinking performance tests.
. Additionally, in interpreting the patterns of achievement levels, the mean end-of-treatment criterion-

v referenced test performance by the experimental Chapter 1 group (pre-treatment ITBS Reading
percentiles below 35) exceeded those of average (ITBS percentiles 50-65) students on decoding twhile
equaling those of gifted (ITBS percentiles 85-99) students on thinking. Results were discussed in terms
of curriculum implications for both remedial and querage achieving students.

Recentresearch has profiled low-achieving students as
generally “at-risk” because of a history of continuous
academic failure and previous grade retention coupled
with ineffective traditional instruction (Means & Knapp,
1991; Resnick, 1989; Rothman, 1990). For these students,
the decision to drop out of school is a cunulative one
based upon the culmination of these ongoing school (and
associated out-of school) factors. Yet, surprisingly, the
characterization of at-risk students as being less able to
learn has not been substantiated in the research literature
(Pogrow, 1990). Thus, suchstudents would be expectedto
relate positively to motivationally strong and education-
ally rich remedial instructional programs that reverse
their prior pattern of educational failure and establish a
foundation for future school success (Means & Knapp,
1991). :

Despite an expressed intent to jmprove all aspects of
schooling, the ongoing movement toward educational
reform has focused primarily upon improving teacher
behavior in the classroom and raising student achieve-
ment standards (Carnine, 1992). One unfortunate conse-
quence of this limited focus has been the redirection of
attention away from qualitative changes in school cur-
ricula (vs “moare of the same”) that may be required to
solve most significant school problems (e.g., Carmine &
Kameerui, 1992). With regard to low-achieving elemen-
tary students who are potentially “at-risk,” among the
most important of these problems is the identification of
remedial reading practices whose goal is to accelerate the

26 Errecrive Scyoot Practices, WINTER, 1993

mastery of reading and thinking skills necessary to com-
petesuccessfully within regular classrooms during subse-
quent years in schools. o

With the preceding in mind, the present study was
designed to explore the effects of using a research-based
remedialreading program, Corrective Reading, withinwhich
advanced comprehension and thinking skills in combina-
tion with decoding strategies are taught to low-achieving
students using direct instruction design strategies (Engel-
mann & Carnine, 1982). In doing so, the study addressed
two complementary research questions:

*  Would the direct instruction reading program
accelerate the decoding and higher-order think-
ing skills of low-achieving remedial students -
in relaton to remedial, average, and gifted
comparison students, as measured by program
criterion-referenced tests, and,

Would the direct instruction reading program
accelerate the reading comprehension and vo-
cabulary achievement of low-achieving reme-
dial students in relation to comparison stu-
dents, as measured by a nationally-normed
achievement test.

Method
Subjects .
Thestudy was cond ucted in a K-6 elementary school in
a large urban school district in the Southwest that offered
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studentratio) foratotalof85days during January through
" May of the school year. Because delivery of the program
required specialized teaching skills, the experimenters
initially served as instructors, with the classroom teachers
observing. Eventually, over a 4 to 8 week period, the
regular classroom teachers assumed responsibility for
their classes, with technical supportbeing provided by the
experimenters. Attheend of the 85 day treatment period,
the experimenters administered the criterion-referenced
tests to both sefs of students and to appropriate groups of
controls within the school and to the reference groups of
studentsin the comparisonschool. Inaddition, the perfor-

marice of the experimental Chapter 1 students was com- .

pared tothedistrictwide population of Chapter 1 students
on District-administered standardized ITBS Reading
subtests. Table 3 summarizes the overall design of the
study. '

Table 3. Design of the study.

Treatment Criterien Design Focus
Comparison Mensure
Experimentel ITBS reading, growth rawe {manthimonth)

v All District vactbulary nssociated with regular

Chapter | - Chagpter | program

Experimental progrum decoding, prawth during 85 day

s within School thinking skills trentment period associated

Chupter 1 with reguler Chapier | pregram

Expesimental - program decoding,  end-of-tretment perfarmance

vs Companion thinking skills tevels re: ange of
School: Chapt.1, pért‘urrnuncc
Average, Gifted i

Results

'Reading Achievement on Standardized Tests.
Table 4 shows the standardized ITBS achievement
gains for experimental and district Chapter 1 control
students in Reading Comprehension and Vocabu-
lary. As Table 3 shows, the achievement of the
experimental students was accelerated to 1.6 and 2.1
months gain per month instruction (over 85 days) in
reading and vocabulary, respectively, compared to
the district Chapter 1 students who averaged less
than one months gain per months instruction over
the school year (considered conservatively as 10
months). Thus, the accelerated rate of achievement
of the Corrective Reading students would allow
them to “catch up” to their more successful peers, the
ultimate goal of a remedial program. But, in com-
parison, the lowered achievement rates displayed by
the control students would insure that they continue
to fall farther and farther behind their classmates.
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Table 4. TTBS Grade equivalent achievement gains
for experimental and control students.;. ..

Pre-post B

Group Subtest ‘Gu'i'_n per Month
of Instruetion |~ Treatmélﬁt Perind
Expertmental Reading 1.6 B5 days
Students Vocabulary 2.1 - 85 days
Chapter 1 Reading 3 10 months
" Controls 10 months

Vocabulary ]

In interpreting these results, it should be kept in mind
that the accelerated rates of achievement displayed by the
experimental students are not due to statistical regression
effects. Rather, any expected statistical regression effects
for the total Chapter 1 population would imply a conserva-
tive treatment comparison. This is true for the following
reasons. First, the eligibility of all Chapter 1 students
(including the experimental students) was determined -
from a common administration of the ITBS tests the
preceding spring; thus, there is no differential regressiort
effect associated with sample selection. Second, since the
TTBS pre-test used for experimental students was adminis-
teredjust prior to the85day tréatment period at themiddle
of the school year, these pre-test scores would reflect
regression effects. Thus, while the post-test scores are
comparable, the pre-test scores of the experimental stu-
dents would bespuriously higher (due to regression) than
the pre-tests of the controls. As a result, any regression
effect would cause the pre-postscores of experimentals to
be lower than controls rather than the same. ‘

Achievement on Criterion-Referenced Tests. Table 5
shows the pre-postimprovementindecodingerrorsmade
by the Corrective Reading students compared to Chapter 1
controls sampled from the same school on the criterion-
referenced program test which included story reading,
word reading and blending. For the experimental stu-
dents, decoding ertors (word omissions, word repeti-
tions, mis-identifications, line-skipping, and sound-out
errors) were reduced to one-half their pretest after the 85
days of instruction, during which the error rate of the

Table 5. Program decoding and thinking skills
achievement for experimental and control
students. :

Group Subtest Pre-Post Pre-post

Error Treatment
Reduction Period

Experimental - Decoding 28-14 (-14) 85 days

Students Thinking 18-8 (-10) 85 days

Chapier | Decoding 33-31 (-2 85 days

Conirols Thinking 21-19 (-2) 85 days



districtwide remedial reading services through a variety
of programs. The experimental students in grades 4-6
consisted of 25 black and 1 white (N=26) Chapter 1
students assigned to remedial reading classrooms whose
reading scores on the Jowa Test of Basic Skills (TTBS}
ranged from 15 to 3.0 years below grade placement (ie,
a percentile rank below 35 which determined Chapter 1
eligibility). ,

Three different student groups were used as controls.
First, comparable Chapter 1 students within the experi-
mental school in grades 4-6 served as direct controls.
Second, additional Chapter 1, average, and gifted stu-
dents in grades 36 in a comparison school provided a
more general interpretative context for programeffects. In
this group, low-achieving Chapter 1 students were those
with ITBS percentiles below 35, average students, those
with ITBS percentiles between 50-65, and gifted students,
those with ITBS percentiles between 85-99. And, third, all

District Chapter 1 students provided a standard of com-

parisen for standardized test achievement in reading.
Experimental Treatment

Portons of the decoding and comprehension series of
SRA’s Corrective Reading Program: Decoding (Levels
A,B)(Engelmann et al., 1988) and Cormprehension (Levels
A,B) (Engelmann, Osbomn, & Hanner, 1989) served as the
experimental curriculum. The Corrective Reading series
materials were selected for use in the study because of a
number of key curriculum design features. First, the
materials were designed for directinstruction by teachers
in a fashion that was consistentwith the existing empirical
research on teaching. Second, the series was designed
spedifically for remedial (vs initfal) leamners and contained
. specific instructional tracks for teaching not only decod-
ing, butalsohigher-orderthinking (comprehension)skills.
Table 1 outlines the major instructional tracks included in
. Levels A and B of the remedial series. -

Table 1. Overview of Levels A and B of the Corrective

Reading series, :
Program Level A Level B
Focus (60 Lessans) (140 Lessons)
. : ! [ .- g 1 B .‘ D N S T
Decoding Emphasizes basic rending . Emphasizes critical letter

skills: sounds, thyming,
sounding-out, word ond
sentence reading

cnd word dizcriminations,
letter combinations, story
reading, and questions

Comgrehension

Thinking Basi
Emphasizas orul Innguage
skills: deductions,
inductions, anglogics,
vocubulary building,

- inferenceg

C hension Skill
Emphusizss liternl and
inferential/thinking skills,
reading for informatien,
following sequenced
instructions, analyzing
contrudictions, [zaming
information

Instruments

Both program criterion-referenced and standardized
achievement tests were used as criterion measures. The
criterion-referenced tests measured student mastery of
decoding and thinldng skills. Skills on the decoding test
were assessed through oral tasks in story reading, word
reading (e.g., “liked”, “never”, “rested”) and blending
(e.g. “fam”, “rog”, “wef”, “dup”). Skills on the thinking

test were assessed by items focusing on analysis, classifi-

cation, logical reasoning, and information items (see Table
2). Inorder to assess skill application, all specificdecoding
and thinking items in the criterion-referenced tests were
new to students in that those items were not specifically
taught in the Corrective Reading program itself. Comple~
menting the criterion-referenced decoding and thinking
tests, the ITBS Reading Comprehension and Vocabulary
subtests were used to measure student performance in
relation to national norms in those areas.
Design and Procedure

Based upon the series program placement tests admin-
istered individually by theexperimenters, studentsntwo
randomly-selected regular Chapter 1 classrooms were
regrouped and assigned to either a Level A dassroom
(N=14) or a Level B classroom (N=12). These class sizes
were typical of Chapter 1 classrooms throughout the
district. Immediately after the initial grouping, theappro-
priate Level A or Level B instructional materials, respec-
tively, were presented during daily 1 hour periods within
awhole-groupinstructional format (ie,, 1:14ar1:12 teacher-

Table 2. Exampleé of items on criterion-referenced
thinking test.

l.  Mame three ways thut an 1o,
ice-crenm cone Is different 1b.
from o kamburger, - le.  Oneis swest

' 1d.  One hus meat
le,  Anice-crenm cone hus

One is hot
A humburger bus i bun,

acone,
If e
3, Nome three ways thotntree 3o, They are alive.
is the same o3 1 eat ' 3hb.
‘ 3c.  Bothdie.
'3d.  Both hove coverings.
Je. el .

5. Finish this sentence; ‘ 5.  Animaols, food, ete.
An nirplone is to vehicles
as o fish iy to...

(6. Here'sarule, It hos silly 160,
words, but you con still 16b.
nnswer the questions,

Listen: All lerbs have pelps.

Listen again: All lerbs hove pelps, .

n.  Tom hos alerth. What do you
know ahout his lerh?

b. What would you look for to
find out if something is
olerh? -

Ideq: It has pelps.
Iden: Pelps.
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test, which included analysis, classification, logical rea-
soning, and information items (see Table 2). As with
decoding, the experimental group reduced their errorsby
- approximately one-half, while the controlsshowed negli-
gible improvement across the 85 day treatment period.
Continuing to parallel the results on the decoding skills
test, Figure 2 shows how thinking skills errors for typical
Chapter1,average,and pifted students changed develop-
mentally from year to year across grades 3-6. Again,
inspecting these data shows how the thinking skills of the
Chapter 1 studentsserved by the districtremedial reading
programs remained deficient throughout the elementary
levels when compared to average and gifted students.

However, in comparison, the post-test performance for
the Chapter 1 experimentals on the thinking skills test
exceeded not only those of the within-school Chapter 1
control group, but those of theaveragestudentsaswell. In
fact, after the 85 day treatment period, the thinking skills
of the experimental Chapter 1 students reached the level
of the gifted students whose TTBS Reading percentiles
ranged from 85 to 99. B
Discussion

The overall pattern of results showed that students
enrolled in the Corrective Reading program for 85 instruc-
tional days achieved highly accelerated rates of progress
onboth thedecoding skills commonly presentin remedial

THINKING SKILLS

Reference Group Corrective Control
Reading Group
Group
, May May May Jan May Jan May
30 30 30
25

10 N

Errors on Criterion Test

N —

5 -
- -1
0 | 0
-2 oS o @ @
2 PR =2 2 2
QOn S o) = w
5] gu:: @ n. ‘g
z <3 g
a Level Aand B
Ch. 1 Studenis
Figure 2.

Q3
—_—0— G4
0
I I + G5 -
g 2
E a —MN——G6
o
Comparable
Ch. 1. Students

Mean number of errors on Corrective Reading test measuring

thinking skills (see Table 2). G3, G4, G5, and G6 denote student

groups at given grade level.
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Remediating Reading and Thinking Skills =

Continued

Chapter 1 control group remained unchanged. This
provides strong evidence for the effectiveness of the Cor-
rective Reading program design.

Inadditionto the pre-post comparison with the within-
school Chapter 1 control group, Figure 1 also shows how
decoding errors for typical Chapter 1, average, and gifted
students changed developmentally from year to year
across grades 3-6inacomparison school. Inspecting these
datashows that Chapter 1 students continue tomakehigh
numbers of decoding errors throughout the elementary

levels, even though they are receiving regular district-

provided remedial reading services. In contrast, the ex-

perimental Chapter 1 students broke the stable error

patternina relatively shortinstructional ime period, with -
their performance falling between the Chapter 1 and

average student performance levels,

Paralleling the results for decoding, Table 5 shows the
pre-post improvement in thinking skills made by the
Corrective Reading studentscompared to the within-school
Chapter 1 controls on the cntenon—referenced program

DECODING SKILLS

Reference Group Corrective Control
Reading Group
Group
May May May Jan May Jan May
30 = 30 30— '
i ]
A I
1
25 Ef 25 ., 525
. :
1
§ 20 20 120
: . i
8 T
f. | I
2 ! ! '
£ 15 15 i 115
o S
[ = . P 1 | ’
(=} t 1 e
E a : b= mpm-
o 10 AN 110 10
w l
S
I 3 '
' re-- g 5
5 T L |
|
.ﬁ-‘\‘:‘Mi i
“—[ - —— G4
0 i 0 0 :
e . p2 g=p-} 0 W I b7 + G5
g% g2 &= g 8 g 8
On 5 Ta L @ [ 7] —A— GB
@ Lo @ o a o T
g X8 8
[=}
E Level Aand B Camparabie

Ch. 1 Students

Figure 1.

. Studants

Mean number of errors on Corrective Reading test measuring

decoding skills (story reading, word reading, blending). G3, G4,
G5, and G6 denote student groups at given grade level.
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Remediating Readine and Thinking Skills

Continued

reading programs and on advanced thinling skills typi-
cally not included in remedial reading instruction, This
effectalsocarried overtovocabulary and reading compre-
hension performance on the standardized ITBS on which
experimental studentsdisplayed 1.6and2.1months growth
per months instruction on national norms. Compared to
the alternative remedial reading treatments received by
other Chapter 1students, the jointemphasis upon decod-
ing and thinking in the Corrective Reading program was
very powerfulindeed. Incontrast,unlike theachievement
progress of the experimental students which showed

them catching up to their on-grade-level peers, the Chap-

ter 1 conirol students showed negligible achievement
gains on decoding and thinking, while falling farther
behind average achieving students,

An even more important finding, however, was the
level of performance achieved by the experimental stu-
dents in the category of higher-order thinking skills, Not
only did the thinking skills performanceofthe experimen-
tal students exceed that of control groups of Chapter 1 and
average studenits, but, more importantly, it also equaled
that of more gifted students. Implications of this finding
strongly suggest the necessity of augmenting the curricu-
lum of remedial reading programs to include specific
instructional tracks on advanced thinking skills, Addi-
tionally, however, the pattern of comparisons between
experimental Chapter 1 students, average students, and
gifted students is strongly suggestive that regular stu-
dentsalso would benefit from an expansion of the regular
basal reading curriculum to include the thinking skills
taught by Corrective Reading as well.

Although the general importance of introducing the

additional thinking skills materials into the remedial read-

ing curriculum was anticipated, some findings of the
study werenot. First, inspection of the average and gifted
students across grade levels on the thinking skills test in
grades3,4,5,and 6inrelationto the experimental studentis
clearly points toa major curriculum deficiencyin this (and
other} regular basal programs that warrants more careful
exploration {e.g., Carnine & Kameemui, 1992). And, sec-
ond, since most remedial reading programs focuis upon
decoding skills, the dramatic superiority of the Corrective
Reading program in decoding as well as thinking was not
anticipated. Again, further exploration of this finding is
worthy of furtherdifferential comparisons of the effective-
ness of the Corrective Reading program with other tradi-
tional remedial reading programs not designed in accor-
dance with direct instruction principles (Engelmann &
Carnine, 1982).

Finally, it should be noted that only a portion of the
Corrective Reading seties was covered across the 85 day
freatment group (80 of 140 lessons in Level B for the higher
group and 60 lessons in A plus some 25 lessonsin B for the
lower group). Clearly, an important future question
would be to assess the achievement gains for a more

complete implementation of the series over an extended
two-year treatment period that would include Level C of
the program in addition to levels A and B. This last
question is being pursued by the authors as a major
research project. ‘
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Learning Disabilities:
The Changing Landscape

Barbara Bateman

From the ]ourna! of Learning Disabilities, 25, 29-36. Copynght 1992 by Pro-Ed Inc
Reprinted by permission.

Editor's comment: This sage of Special Education, Barbarn Bateman, reflects on the progress of Special Educakion
as a field. She updates us on the progress in the courts’ interpretation of the law and comments on application of

the lnw and the Regular Ed Initiative, She ends with sound advice for the fubure of the feld: Itis time to examine
the effects of curriculum on learning with the same intensity that we have given fo examining children’s biological

problems for the last 30 years.

To stand back and view learning disabilities from
afar is to see a landscape of rugged and diverse
terrain. Over the past quarter of a century the field
has grown up; that is, the young schoolchildren
whose parents banded together in the early 1960s to
get services for them are now thirty-something and
going to their children’s [EP meetings. Conferences
onlearning disabilitiesnow include sessions on tran-
sition, college programs, and employment.

Some corners of thelandscape have beenrepainted.
“Hyperactivity” and “short attention span” have
become “attention deficit-hyperactivity disorder” and
“attention deficit disorder.” Some rugged canyons
are untouched, Many people still do not believe that
learning disabilities are real. The classroom teacher
who recently scrawled across his student’s IEP the
words “he is just poorly motivated and could do the
work if he only tried” is far from unique. The
disciplinarian who suspended the chronically late
student with learning disabilities saw only a poor
attitude, not a temporal disability. Many regular
educators are quite amenable to the concept of learn-
ing disabilities, until they are required to do some-

thing differently than they would otherwise. Thena

learning disability dissolves into a fancy excuse for
getting undeserved special consideration.

Drastic winds of change swept across the field of
learning disabilities in the mid 1970s, reforming the
entirescene. With theadvent of the Education for All
Handicapped Children Act of 1975 (now the Indi-
viduals with Disabilities Education Act, or IDEA),
learning disabilities moved from the clinic to the
classroom. The numbers of children identified as
learning disabled grew from a few thousand to over

2 million. Theaverage level of expertise of the people -

serving thechildren could only plummetdisastrously.

The fundamental problems facing the field have
not changed. First, there are too few teachers ad-
equately trained in effective teaching strategies. Sec-
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ond, most curricular materials are inadequately de-
signed for use with low performing children. Third,
there are still gaps in our basic knowledge about
learning disabilities. Lastly, one major problem has
been added to the learning disability scene—a su-
perb federal law (IDEA) not yet correctly imple-
mented. This law and its implementation are funda-
mental to all of special education, including learning
disabilities, and it, in turn, provides a framework
from which the whole field can be viewed.

The Legal Aspects of Learning Disabilities

Whether IDEA will survive the onslaught of the
Regular Education Initiative {(Fuchs & Fuchs, 1991)
intact remains to be seen. If the law islost to this full
integration movement, it will be said that wide-
spread failure to implement it correctly contributed
much fuel to the critics’ fires. The law itself is far
superior to practice.

- One of the most visible of the major implementa-
tion failures has been the overidentification and
misidentification of children with learning disabili-
ties. Many of the observations, concerns, and criti-
cisms voiced by Dunn (1968) about children being
inappropriately labeled mildly mentally retarded -
have now been shifted, as have been the children
themselves, tolearning disabilities (General Account-
ing Office, 1981). The key to preventing further
overidentification and misidentification is. to exer-
cise trained professional judgment. Our widespread
reluctance to use this essential professional judg-
mentin determining eligibility has been due not only
to the eligibility teams” lack of experience, butalso to
a fear that courts expect objecive quantification as
the sole or major basis for decision making. Nothing
could be further from the truth. The courts show the
highest respect for professional judgment, originally
of medical doctors, and now of most other qualified
experts, too.




A second failure of implementation has its roots in
special education history, rather than in
misperceptions about the workings and values of
another discipline, Barsch (1968) spoke eloguently
to this history when he observed:

Educators of the deaf, blind, physically
handicapped, emotionally disturbed,
trainable and educabie mentally
retarded have spent many years
.developing spercifically defined cur-
ricula to meet the educational needs of
these different groups of children.
These curricula have a well-established
rationale and, for the most part, are
enacted by teachers in a high degree of
comiort. A preat deal is known about
- effective teaching methods and tech-
niques for each of these groups, (p. 15)

The belief was that appropriate programs (i.e., spe-
cial classes and special teachers with special cur-
ricula) existed by disability category, and, therefore,
proper special education was done categorically,
The practice followed suit—we determined or diag-
nosed the disability and placed the child in a special
program for her or his type of disability. The model
presented by IDEA (then P.L, 94-142) in 1975 was
very different and probably much better. However,
it violated a venerable principle that holds that law
should not lead attitudes, beliefs or practices by too
much, nor should it lag too far behind. IDEA argu-
ably led by too much. As seen in Figure 1(A), it
required (a) the evaluation and identification of an
eligible student; (b) the development of a truly indi-
‘vidualized education plan (IEP), without regard to
the category of disability or the availability of ser-
vices; and (¢} an individual placement decision based
on the IEP, noton disability or administrative conve-
nience. OQur common practice both before and after

Piacement
Based an
IEP

' Individualized
~ _Education Program
" (IEP)

 Eligibility Evaluation Start
(A)

IDEA Flequirements

thelaw is seenin Figure 1(B). Qur response to thelaw
included the human, and very understandable, error
of trying to implement the law with as little change
in practice as possible. Conse guently, we main-
tained our old ways and said, “Joe is learning dis-
abled, we'll puthim in the resource room forlearning
disabled and then have the resource teacher write up
one more copy of the ongoing program in that room

... when a child is mainstreamed she or
he is entitled to all the supplementary
aids and services necessary to enable
her or him to earn passing marks, pass
examinations, and legitimately move
from grade to grade.

and call it the IEP.” Instead, we should have said
“Joe is eligible, Joe’s individual needs arex, y, z and
can be met by services A, B, C and his IEP, providing
those services can be impleinented in placement P.”
We tried tofit children into programs, just as we had
long done, rather than flexibly and creatively creat-
ing new programs, one child at a Hme.

The first special education case to reach the U.S.
Supreme Courtwas the well-known Hendrick Hudson
District Board of Education v, Rowley (1982), dealing
with a very capable deaf student. In that case the
court declared that the standard all public agencies
must meet in providing an “appropriate” program
was that it be (a) developed ina procedurally correct
way, (b) individualized, and (c) reasonably calcu-
lated to allow the child to receive educational ben-
efit. The court explicitly declined to address the
issue of how much benefit children with disabilities
are entitled to, except in one circumstance. The one
situation for which the court established a benefit
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LFigure 1. IDEA requirements versus common practice.

FIGURE 1. IDEA requirements versus common practice.
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standard affects the huge majority of children with
learning disabilities. Unfortunately, this part of the
court's ruling has gone relatively unnoticed. It is as
though the education world has not been ready to
learn the lesson the court taught, namely, that when
a child is mainstreamed she or he is entitled to all the
supplementary aids and services necessary to enable
her or him to earn passing marks, pass examinations,
and legitimately move from grade to grade. Justice
Rehnquist wrote for the court: '

When that “mainstreaming” preference
of the Act has been met and a child is
being educated in the regular class-
rooms of a public school system, the
system itself monitors the educational
progress of the child. Regular examina-
tions are administered, grades are
awarded, and yearly advancement to
higher grade levels is permitted for
those children who attain an adequate
knowledge of the course material. The
grading and advancement system thus
constitutes an important factor in
determining educational benefit.
Children who graduate from our public
school systems are considered by our
society to have been “educated” at least
to the grade level they have completed.
" (458 US 176, at 202)

The reality is that special educators mainstream
hundreds of thousands, if not millions, of children
with learning disabilities, and other children, with
no expectation that they perform at grade level and
with nothing near the support that would be essen-
tial to increasing their chances of performing near
that level. The discrepancy between what the U.5.
Supreme Court believes mainstreaming practice to
be and what it actually is, is a mile wide and equally
deep.

The reality is that special educators
mainstream hundreds of thousands, if
not millions, of children with learning
disabilities, and other children, with
no expectation that they perform at
grade level and with nothing near the
support that would be essential to in-
creasing their chances of performing
near that level.

The court in Carter v. Florence County School Dis-
trict Four (1991) addressed the IEP of a high school
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student with severe learning disabilities and dpplied
Rowley (supra) admirably. Tt found that her IEP did
not provide her with an appropriate program be-
cause .-

even if all of the goals of the document
had been met, Shannon would continue’
to fall behind her classmates at an
alarming rate. The stated progress of
only four months in her reading and
math skills over an entire school year
ensured the program’s inadequacy from
its inception. Furthermore, the district’s
offer of only three periods of itinerant
study a week failed to meet Shannon’s
educational needs. Ata minimum,
which is all the EHA requires, the
district was obligated to provide
Shannon an individualized program
that would allow here to receive passing
marks and advance from grade to grade.
(17 EHLR 452, at 455)

One can only imagine the impact on the field if
parents and professionals were suddenly to under-
stand the extent of support required when a child is
mainstreamed.

Other areas pertaining to learning have been
treated in state education agency hearing decisions,
court cases, and federal agency rulings. Determin-
ing eligibility and the limits of required assessments .
has been troublesome. Among the recent important
clarifications is that a processing deficit or disorder
need not be established for eligibility (Office of Spe-
cial Education Programs, 1990). Many questions
have been raised about whether children with ADD
and ADHD are eligible under IDEA or under §504,
and whether they have learning disabilities. In spite
of all the words, written and spoken, the legal stance
has always been simple and the same: If such achild
needs special education, she or he will be eligible
under an existing IDEA category of disability, possi-

‘bly as learning disabled or emotionally disturbed

and almost certainly as other health impaired. Eligi-
bility under §504 is assured if the ADD or ADHD
constitutes a substantial limitation in a major life
activity,

Discipline, and determining when misconduct is
related to the learning disability, has predictably
drawn its share of attention. The majority rule is that
an attenuated relationship, such as when the learn-
ing disability causes self-esteem problems, which in
turn cause misconduct, is sufficient to present long-
term exclusion. Only the Ninth Circuit requires a
direct, causal relationship. _

Many issues have arisen, and more can be ex-
pected to, around problems of competency testing
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and graduation requirements. Schools have been
caught in a very narrow bind between being allowed
to establish and enforce reasonable standards for
credit or graduation on the one hand, and also being
required to make.reasonable modifications and ac-
commodations on the other.

Predictably, many legal battles have been waged
over the financing of private and residential place-
ments. The rulings for students with learning dis-
abilities are no different than for others, that is,
placement decisions must be individualized, resi-
dential placements may be appropriate for a given
student, and the private or residential program must
be provided at no cost to the parents if it is appropri-
ate and if the district’s offering is not appropriate.

All of these issues can be expected to persist and
undoubtedly there will be an increase in litigation
over the kind and amount of support services to be
delivered when students with leaming disabilities
are placed in mainstream settings.

Educational Perspectives .

Much has happened in the education of students
with learning disabilities since the early days of the
field. In the 1960s much effort was focused on
defining the population and developing new evalu-
ation tools that would point clearly and specifically
to the necessary individualized instruction. Meta-
analyses of the research on that effort, including
much of the work of Barsch (1967), Cratty (1981),
Delacato (1966), Kephart (1964), Frosting and Hormne
(1964), Ayres (1968}, and others have shown that the
hopes and expectations of that effort were not real-
ized (Kavale & Forness, 1985). In an interesting
sidelight to that era, the once-preeminent Illinois
Testof Psycholinguistic Abilities (ITPA) (Kirk, 1968)
was attacked heavily on technical adequacy grounds
(e.g., Hammill & Larsen, 1974, 1978), and yet rela-

Perhaps the 1990s will see, finally, the
all-important focus on curriculum.

tively little effort was made to investigate critically
the remedial effects obtained from employing the
ITPA model. Nevertheless, the model was largely
swept away with the debris of the diagnostic-reme-
dial or process-training approach, ‘

The 1970s saw both the widespread acceptance of
task analysis and behavioral approaches in special
education and the passage of the Individuals with
Disabilities Education Act (originally the Education
for All Handicapped Children Act of 1975).

In the 1980s the field once again examined the
definition of learning disabilities {e.g., Hammill,
Leigh, McNut, & Larsen, 1981) and ‘the technical
adequacy of evaluation instruments and procedures.
Many legal disputes centered on whether a child did
or did' not have leaning disabilities. By the mid
1980s, major attention had shifted to the issue of
where ‘children with learning disabilities—or any
other disabilities—should be served.

Perhaps the 19905 will see, finally, the all-impor-
tant focus on curriculum. Perhaps. The evolution of
the field of learning disabilities has seen shifting
emphases among at least three education-related
topics: (1) the definition and evaluation of the chil-
dren to be identified as learning disabled, (2) the
instruction to be provided té them, and (3) the place-
ments or service delivery models to be employed.

| :

Definition and Evaluation

A persistent issue, clearly articulated by Barsch
and still debated today, has been whether learning
disabilities should be conceptualized as a category of
disability, paralle] and analogous to visual impair-
ment, mental retardation, or orthopedic disability,
or whether it should be a “safety net” concept, catch-
ing and including children who have “Plain vanilla
learning disabilities” (no known cause for persistent
learning difficulties), and all children with other
categorical disabilities who present learning prob-
lems beyond those of other children with that dis-
ability (e.g., a blind child not progressing in the
curriculum for blind individuals). Barsch fought
hard but unsuccessfully for the latter concept. How-
ever the categorical definition now embodied in fed-
eral law does include most, if not all, the children
Barsch (1968) described. He wanted to define a child
with a leaming disability as “any learner who fails to
benefit from an existing curriculum into which he
has been placed.” He warned that a narrow defini-
tion would lead to massive exclusion and would be
an “entrapment” in traditional thought. Neverthe-
less, the field adopted, with greatreluctance by many,
a categorical discrepancy definition. This definition,
as operationalized in federal regulation (34 CFR
300.541), has been soundly criticized on almost every
conceivable ground except undue exclusion of chil-
dren, .

Rather, its critics claim the diagnostic use of the
federal definition has included too ‘many children
who do not really belong, rather. than excluding
those who do belong (Generat Accounting Office,
1981}, Inaslight variation on this themie, other critics
(e.g.. Ysseldyke et al., 1983) have argued that there
are no clear psychometric differences between low
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performers who are labelled learning disabled and
those who are not. There is little reason to-dispute
this psychometric finding per se. However, caution
should prevent us from concluding that children
with learning disabilities cannot be diagnostically
distinguished from others. The fact that many diag-
nosticians (perhaps psychometrician isabetter word)
do not distinguish learning disabilities from generic
low performance does not mean it cannot be done.
When we examine the actual experience and training
of many teams required to make learning disabilities
eligibility determinations, and add into the equation
the evidence that teachers have relatively little influ-
ence within the team, it becomes clear why confusion
abounds. In many states the learning disabilities
eligibility decision is actually made by someone,
often a school psychologist, who has never taught
and who has little frame of reference m which to
evaluate a child’s response to instruction. Further-

But it is that same experienced teacher
judgment that is too seldom heard and
even less often relied upon in eligibil-
ity decisions.

more, in far too many instances the “assessment”

consists of a WISC-R and a Woodcock-Johnson ora -

PIAT. There may be little real diagnosis, no explora-
tion of response to instruction, of error patterns or
correlated disabilities, and so forth. Two children
can score similarly on certain tests but perform sig-
nificantly differently from each other in the class-
room. Many experienced teachers can judge readily
that one child is leamning uniquely (learning dis-
abled) and that the other is having only common,
ordinary, and predictable difficulties. But it is that
same experienced teacher judgment that is too sel-
dom heard and even less often relied upon in eligibil-
ity decisions.

Academicians will probably continue to be less
than satisfied with each other’s definitions of learn-
ing disabilities. The heterogeneity of the population
we are attempting to identify and the practical im-
possibility of requiring a definitive, hard neurologi-

cal criterion means that we will continue to need a -

larger emphasis on professional judgment than many
people wish to employ. The common feature we are
probably seeking is that children should be labelled
learning disabled only when they are not mentally
retarded but have more severe difficulty in acquir-
ing, applying, and retaining information than we
would predict from the other information we have
about that child and his or her instruction.
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This discrepancy concept has been at, or at least
near, the heart of learning disabilities since the incep-
tion of the field (Kirk & Bateman, 1962; Bateman,
1965). Once “severe discrepancy” between ability
and achievement was imbedded in federal law as a
necessary feature of a learning disability, some be-
gan fo attempt to quantify “severe,” apparently in an
effort to limit the numbers of children who would be
identified and to avoid the need to rely on profes-
sional judgment. Atleast four methods of quantify-
ing severe discrepancy have been employed, includ-
ing deviation from grade level, expectancy formulas,
standard score comparisons, and regression analy-
sis. :

The problems in using a formula to identify stu-
dents who have learning disabilities are many, seri-
ous, and too often disregarded. First, if not foremost,
itis a violation of law to rely on anything other than
professional judgment. Experience suggests that
when a formula is used, it too often is the sole basis
for the eligibility decision. In the event of a legal
challenge, the burden on the school to show that it
did not rely on the formula often proves impossibly
heavy. Ironically, some professionals’ reliance on a
formula is mistakenly premised on the belief that a
courtroom would respect it more than professional -
judgments. Of course, exactly the opposite is true.

Further, it is arguably true that the more elaborate
and technically adequate a formula seems to be, the
greater is the tendency to rely upon it. Thus, if a
quantitative guideline were desired, it would be

The problems in using a formula to
identify students who have learning
disabilities are many, serious, and too
often disregarded. First, if not fore-
most, it is a violation of law to rely on
anything other than professional judg-
ment.., Ironically, some professionals’
reliance ona formula is mistakenly pre-
mised on the belief that a courtroom
would respect it more than professional
judgments. Of course, exactly the op-
posite is true.

advantageous to use a crude measure, such as years
discrepancy between estimated potential and actual
achievement. Most professionals are aware of the
serioustechnical inadequacies of such a measureand
therefore would be far more likely to use it as the
mere guideline it mustbe, and to temper it with other
considerations. .
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Yet another problem involves the assumptions in
the use of a fermula. Reliance on a formula presumes
that the computation {even if made easy by tabled
values) is based on real data, that is, that the original
scores putinto the formula are accurate and that they
meaningfully represent the child’s performance. This
is of course not the case for the majority of children
with LD, because of their erratic performances and
because learning disabilities inevitably affect most
or all test scores. And, yet, IDEA requires that tests
be selected so that the results reflect whatever the
test purports to measure, rather than reflecting the
child’s impairment.

Another practical problem with quantifying learn-
ing disability eligibility decisions involves commu-
nicating with parents. Often, parents are put off by
an explanation of their child’s status or are unable to
fully grasp it, which are good reasons to look dili-
gently beyond a formula for other aids to
operationalizing discrepancy. :

The immediate future, according toa nearby Crys-
tal ball, will see continued simplistic, quantified, and
often erroneous identification procedures, contin-
ued debate over definition, and new and growing
obfuscation of the identification sceneby the increas-
ing use of “prereferral” intervention strategies. These
will muddy the waters surrounding the legal re-
quirements of notice and consent prior to evaluation.
When do prereferral interventions become evalua-
tion activities that require notice and consent? When
do they become special education, which cannot be
provided without due process protections?

The crystal ball also indicates continuing and in-
creasing use of curricular-based assessments (CBA).
This approach to assessment has grown from the
skills-training position and is consistent with Barsch’s
desire to identify as learning disabled any child who
is not progressing From a legal vantage peint, it is
-vital to recognize that CBA is valuable for academic
program planning, but not necessarily for eligibility
determinations, unless or until the legal definition is

changed.

Educational Interventions for Children with
Learning Disabilities

Finding a learning disability is easy, according to
Barsch (1968). The difficult part is overcoming it.
The key, he said, is the daily curriculum, as recog-
nized by every sophisticated teacher. The final prod-
uct of the learning disability endeavor “must be a
compact curriculum capsule, magnificent in simplic-
ity and yet profound in complexity which can be
comfortably manned by a teacher.” Kameenui {1991)
assessed our progress toward thatessential final product:

Although we have made progress in
recognizing the complexity of learning
disabilities as a psychological, historical,
and theoretical construct, very little

~ progress has been made in recognizing

' the structure of curriculum as an’

- empirical, not to mention, conceptual

¢ construct important to the development
of a pedagogy (scientific or not) of '
learning disabilities. (p. 365)

Wha we have been doing by way of intervention,
if not diveloping curriculum? A bit of background
helps pif this in perspective.

. The prenomenal increase in numbers of children
identified as having learning disabilities—currently
more thay 2 million—over the past two decades is
- In the early 1960s a few children were

identifiedind served by public schools as brain.

injured anda few as perceptually handicapped. Some
children wée tutored privately, and a few wereseen
in-clinical sttings, such as the Marianne Frostig
School in LoyAngeles and the Institute for Research
in Exceptiong Children at the University of Illinois,
where Kirk di{ his pioneering work with the Illinois
Test of Psychoj guistic Abilities. The disabilities of
the children sen in those settings were far more
pronounced andglear-cut than those of most of the 2
million children)ow identified as learning disabled.

The central focusbf rauch of the work in those early
days was deve!np\ng rducational interventions de-
51gned from dmgno\sné ests and developmental theo-
ries. One of the eaily‘isues in teaching these chil-
dren was whether teaciing should focus on their
strengths or weaknessed. The failure of researchers
to find the answers inaptiude-treatment interaction
investigations (Lloyd, 1983 was a leading factor in
the widespread shift towad task analysis. If the
answer to how to teach wanot to be found in the
students’ patterns of aptitude or abilities, perhaps it
was in the task itself. Skilltraking, based on the task
analysis model, was largely t win out over ability

and process training, based o:the diagnostic-pre-

scriptive model, much as was f(.eseen by Ysseldyke

and Salvia (1974).

A consistent thread throughot the'short history
of learning disabilities has beenthe recognition of
both the desirability and the d1ft-u]ty of having a
truly multidisciplinary team appnach Undoubt-
edly, a few exceptional ad successful
multidisciplinary teams exist. Howver, a common
pattern in the public schools is tat one or two
“specialists,” usually including a scho] psychologist,
see the child briefly, hold a meeting at wich the child’s
teacher says little, and produce areporticommending
a high degree of structure in the classrgm.
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The variety of interventions promoted for hil-
dren with learning disabilities makes the drearp of a
versatile, multidisciplinary team seem almosta ne-
cessity. Silver (1987) reviewed current treatpents
for learning disabilities, including special eduation,
psychostimulant medications, and psychobgical
therapies, as preferred and accepted treatmengs. The
controversial approaches include neurophy ologi-
cal retraining (patterning, optometric visu train-
ing), vestibular dysfunction therapy, appliedkinesi-
ology (cranial manipulation to synchronize fie cloa-~
cal reflex and release ocular lock), and ortho leculae
medicine (megavitamins, trace
hypoglycemic diet, elimination of food gditives,
preservatives, and refined sugar). Irlen }nses and
more could well be added.

The real world of public school IEPy teachers,
students, and their parents seems frankly ntouched
by the academic world of educational erventions.
Parents are struggling to force districts togrant gradu-
ation credit for resource room Englis}, to include
decoding goals on the IEP even thouth the school
uses whole language, to get indivijual language
therapy instead of group speech ther/py, to prevent
the illegal expulsion being threatenef, to get the IEP
implemented once it is written, to, get the regular
teachers to accept the need for shoger spelling lists,
shorter oral reports and shorter fests, to get key-
boarding instruction instead of cgmputer time writ-

ten on the IEP, and so forth. ‘

Teachers want to know hov tﬂgut down on paper-
work, if it is legally correct & bring a completed [EP
to the meeting, what happos if they tell the parent
the child really does neeca tutor, how to get the
regular teacher to come tcthe IEP meeting, and if a
caseload of 70 resource rom students is legal.

‘The IEPs reflect mgoing instructional
programs and p.ckages, not the indi-
vidual student. They reflect available
services, not né'ded services. They are
not individualzed .and they are often
not taken serously. Many are only
partially impbmented, solIne are never
looked at, anl most are not distributed
to all the tiachers who work with a

student.

The IEPs refct ongoing instructional programs
and packages ot the individual student. They
reflect availale services, not needed services. They
are not indiviualized and they are often not taken
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seriously. Many are only partially implemented,
some are never looked at, and most are not distrib-
uted to all the teachers who work with a student. All
of the forementioned can be quite remedied by cor-
rect implementation of the law as written, rather
than piecemeal forcing of old practice infonew molds.
It is even possible to develop legally correct and
educationally useful [EPs by three simple changes
from current practice: (1) Begin every IEP with a
listing of the child’s unique characteristics and needs
that her or his education program must take into

It is obvious that there is a serious
mismatch between the commezrcial cur-
ricular materials so central to schools
and the characteristics and needs of
children who have learning disabili-
ties. '

account (required implicitly by IDEA in the defini-
tion of special education, but not required explicitly
as a component of the IEP); (2) list what the district
will do in response to each (this becomes the man-
dated listing of special education and relater ser-
vices, including modifications to program); and (3)
write the required goal and objectives for each ser-
vice by asking "what the child will be able to do by
when” if the service being provided is effective.
Thus, the IEP monitors the efficacy of the special
education program. This notion of specifying what
the child needs, the service or accommaodation to be
provided to meet the need, and a way of knowing if
the need is being met is a far cry from what is

commonly done. Typically, the IEP team begins and

ends with the goal. For example, from a recent,

actual, and typical IEP, “Tim will improve his behav-

ior 75% of the ime.” Apart from the other problems-
inherent in this slaughtering of behavioral language

and concepts, we see the “empty IEP"—nothing is

said about what the district will do to teach Tim to

change his behavior for the better. All the responsi-

bility is on Tim.

But all this, even if it were remedied, deesn’t yet
get to the essence of the education process—how and
what the teacher presents to Sean and Jessica Mon-
day morning. The reality is that the great majority of
students withlearning disabilities spend much, most,
or all of their Hme in regular classes. Simmons,
Fuchs, and Fuchs (1991) observed that it may well be
a practical impossibility for classroom teachers to
make all the curricular and presentation adaptations
that are prerequisite to successful teaching of low achiev-
ing childreni in mainstream settings. It is obvious that
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there is a serious mismatch between the commercial
curricular materials so central to schools and the
characteristics and needs of children whohavelearn-

...as long as we are content for chil-
dren to engage in certain activities or
processes, without regard to outcome,
we will continue to have huge numbers
of children failing. '

ing disabilities. If teachers simply cannot do all the
essential fixing of curriculum, it must fall to publish-
ers to do it. But that will happen only when schools
specify performance standards to be met by the chil-
dren and adopt only the curricular materials that
have demaonstrated ability to get the job done. In the
meantime, as long as we are content for children to
engage in certain activities or processes, without
‘tegard to outcome, we will continue to have huge
numbers of children failing.

Barsch noted in 1968 that “academic failure, learn-
ing inefficiency, anxiety barriers, dismissals, expul-
sions, dropouts, reading retardation and a host of
other problemsare rampanton the educationalscene.”
Today we mustadd drug prob lems, budgetcrunches,
and a host of other problems—and we cannot sub-
tract even one problem from Barsch’s list. Kerlinger

(1977) argued that the complexity of the human

being underlies the fact that we have not yet learned
to eliminate reading and writing problems. He also
proposed that there is little direct connection be-
tween research and educational practice, and that
the belief that research should pay off and be rel-
evant to contemporary problemsisin factan obstacle
to research influencing practice. This should be
reassuring to those of us who cannot help but note
how little direct connection there appears to be be-
tween the worlds of research and practice in the field

of learning disabilities. Discussion of the role of.

theory and basic research in learning disabilities was
well launched by Kavale and Forness (1985) and
continues in the competent voices of Swanson (1988),
Stanovich (1988), Cullinan (1988), Carnine and
Woodward (1988), and others. One can only wonder

what the impact of theory and research will be on -

practice over the next 25 years.
Placement{Service Delivery Models

Suppose every public education agency were re-
quired to have a complete, flexible range of service
delivery models available for the educational place-
ments of children with learning disabilities. And

further suppose that in every placement decision a
professional team (a) considered the quality of the
services in each delivery model, (b) reviewed the
needs of the child, (c) made a child-centered indi-
vidualized decision that was not based on adminis-
trative concerns, and {d) provided complete proce-
dural protection for parents. This, of course, is ex-
actly what IDEA presently requires. .

~Next, suppose someone said those requirements
and procedures should be dropped in favor of all
children withlearning disabilitiesreturning to place-
ments in regular classes, with no provision for par-
ents to disagree. Suppose that when the proponents
of this total return to regular education were asked
for their rationale, they said that learning disabilities
are no more relevant to the school experience than
are race and gender. Just suppose.

Barsch hoped that “children with learning dis-
abilities may :some day be served by teachers who
have been competently trained and prepared for this
specific task.” He recognized that for a number of
years to come, children with learning disabilities
would be served by those who were willing but not
trained. Little did'he imagine that the 1990s would
see us at a point where many professionals advocate
that these children be  taught primarily by those
neither willing nor trained. Many educators today
believe that almost all children who have learning
disabilities can be appropriately served in regular
classrooms with minor modifications and/or with
consultation between the regular class teacher and a
special education teacher. Another popular belief
and model is that an hour or so a day in a resource
room will appropriately address the problems of the
student who has learning disabilities. The regular
class model and the resource model can serve some
children well. However, it just may be that those
who are served well in those models do not have
“true” or severe learning disabilities. They may be
the vietims of what the International Institute of
Advocacy for School Children (1991) calls academic
child abuse—that is, the use of educational practices
that cause unnecessary failure in foundation skills
and knowledge. '

Barsch argued for learning disabilities as a third
category of education, parallel to special education
and regular education. He saw the leamning disabil-
ity philosophy of “fix and return” as distinguishing
learning disability from the rest of special education,
which primarily (then) employed a self-contained
model. He recognized the territorial imperative is-
sue and urged clarification:

The issue which will inevitably come
into focus within the next few years is
the simple question, “Is the child witha
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learning disability the responsibility of
regular education or is he the responsi-
bility of the special educator?” The
quickly voiced platitude which talks of a
shared responsibility and mutual

concern and action is indeed a highly
desirable philosophy, easily verbalized
but exceptionally difficult to implement
in the prosaic realities of every day
educational practice. (p. 19)

With the wisdom of hindsight and data from thou-
sands more studies than Barsch had available, wenow see
that the “fix and return” philosophy, based on “a finda-
mental belief that he is a temporary casualty of the aca-
demic struggle,” led us down the primrose path. It is
interesting to recall that in the early days of implementing
remediation based on the TTPA, some of us had the vision
that if only we could successfully remediate all the defi-
clent processes we would then have a normally function-
ing child. It was an articte of faith shared by the field, just
as Barsch tells us, Now itisdifficult to recanstruct why we
assumed that learning disabilities were temporary and
fixable. Perhaps we derived this from the notion that
structure could bemade to follow function. By causingthe
child to practice the deficit skill (or “process”), her or his
underlying ability would be permanently increased. And
there was the belief that attention deficits and hyperactv-
ity, often related tolearning disabilities, were outgrownby
adolescence. Experience has now shown that learning
disabilities persist throughout school and that accommeo-
dationsand excellentinstruction willberequired through-
out,

The persistence of learning disabilities, combined with
the prominence of mainstreamn service delivery models,
means that regular education teachers must be the ones to
make conbinuous accommodations. Most children with
learning disabilities will sometimes or most times need
modifications in management strategies, texts, materials,
assignments, teaching methods, tests, grades, homework,
and more. In spite of clear federal mandates that regular
educators mustprovide these accommodations, many are
still refusing to do so. Some districts erroneously believe

- that an [EP team may only make suggestions or recom-
menidations to regular class teachers, Some, equally erro-
neous, think if a collective bargaining agreement grants
teachers authority over classroom methodology, then a
teacher cannot be required to make modifications.

Barsch also said that when the battles
are over, when all is said and done, the
field of learning disabilities must come
to grips with its essential, central fo-
cus-—curriculum.
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Some Final Thoughts

A quarter of a century has elapsed since Barsch (1968)
predicted the “disciplinary conflict, semantic skirmishes,
theoretical disputes and conceptual combats” that would
plague the learning disabilities area. He can hardly be
faulted for not also foreseeing the courtroom clashes that
would come close to dominating the field of battle.

Barschalsosaid that when the battles are over, when all
is said and done, the field of learning disabilities must
come to grips with ifs essenfal, central focus—curricu-
lum. We may, just now, be beginning to do this. In 1991,
the Journal of Learning Disabilifies devoted parts of two
issues to curriculum. Kameenui (1991) noted in that series
of articles that the eventual development of the scientific
pedagogy of learning disabilities urged by Kirk and
Bateman (1962) 3Q years ago will require, at a minimum,
a recognition of the importance of curriculum. Perhaps
the field is ready now to respond. After all, human
learning, its hows and whats, is at the core of learning
disabilities. InBarsch’s (1968) words, “In {the] final analy-
sis, the issue is educational.” Regardless of all other
developments, Monday morming finds child and teacher
face to face. Whether the desired leaming happens is
largely dependent on the curriculum and the presentation
and reinforcement skills of the teacher.

Whether the desired learning happens
is largely dependent on the curriculum
and the presentation and reinforcement
skills of the teacher.

The challenges for the next generation of educators
who would deal with learning disabilitiesinclude accom-
modating even greater numbers of children. It would

- appear that ever-increasing pollubon of the earth, the

widespread, continuing abuse of drugs and alcohol, the
lack of prenatal carein this country, increasingnumbers of
children raised in poverty, and theappalling declinein the -
quality of American education—to mention only a few
factors—will insure a rising number of children with
learning disabilities in the foreseeable future.

Parallel to the necessity of providing appropriately for
increasing numbers of children is the urgent need for
better training for more teachers. And, aboveallelse, if we
are ever to teach children as wellas possible, the field must
now “examine the intricacies of designing curricula with
the sarne kind of commitment and passion it has demon-
strated in the last 30 years for investigating the etiology
and organic basis of learning disabilifes” (Kameeru,
1591, p. 370).
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When Ability Grouping Makes Good Sense

]anjeé]. Gallagher

The recent educational literature has been filled
with discussions of the effects of ability grouping,
tracking, etc., and new virtueshave been found in the
concept of heterogeneous grouping of students. The
goal of heterogeneous grouping appears to be a
social one, not an academic ene. The desirability of
that goalneeds to be argued on its own merits, which
Ibelieve to be considerable. The argument is clouded,
however, by the insistence of the proponents that
nothing is lost in academic performance by sich
grouping. This position is clearly false, in my judge-
ment, as it applies to bright students. Apart from the
meta-analyses which indicate substantial gains for

gifted students grouped for ability, there is a small -

matter of common sense.

Do we improve the skills of our Olympic swim-
mers by asking that they take time to teach nonswim-
mers how to swim? Is our plan for preparing the next
John McEnroe or Jimmy Connors to ask them to play
tennis with novices? Are our graduate classes more
stimulating if we combine the most sophisticated

Is our plan for preparing the next John
McEnroe or Jimmy Connors to ask them
. to play tennis with novices?

students with beginners, or will we put the sophisti-
cated student to sleep while we try to bring the new
students up to speed? How many teachers, given a
choice, would take a class with a range of five grade

levels of performance in it compared with one that -

would have two grade levels? .
The attempts to draw from the ability-grouping
literature a favorable reading on heterogeneous bright
students are disingenuous, to say the very least.
They fall short on the following counts:
* Different curriculum. If the students are learning
about the Fall of Rome in their special class, how do
you compare their performance with gifted students
in the heterogeneous classrodm? This has often been
handled by measuring the two groups on the knowl-
edge that they have both been taught. If the groups
achieve equally on that measure, then the gifted
group is clearly ahead since they know as much as
those in the heterogeneous class, and in addition,
have their special knowledge of the Fall of Rome,
® Measuring instruments. Standard achievement
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tests have often been the measure by which ability
grouping is tested. But gifted students clearly bump
theirheads against the low ceilings of these tests and, -
therefore, you.cannot easily determine how much
they really know. The recent move to authentic
assessment may help this problem considerably.

° Failure to use personal perceptions. Ortie of the
strongest and clearest judgements against heteroge-
neous grouping is easily available, if seldom used.
Youmerely have toask thebright students what they
think of the two different settings. The statements of
gifted students of crashing boredom, of idleness, of
lack of challenge are the most eloquent evidence in
favor of some form of ability or performance group-
ing. , ' ,

* International comparisons. The failure of our best
students to keep pace with top students in other
countries, documented by the work of Harold
Stevenson and others, should surely give people
pause before they design an educational settin g that
seems to insure a less-than-optimum performance
from our most capable students.

All of these factors are easily perceived. Can it be
that the advocates of heterogeneous grouping want
to believe so strongly in their position that they
prefer to ignore what is obvious to a first-year gradu-
ate student or any knowledgeable parent? Those

The proper solution to these dispro- .-
portions is not to eliminate programs
for the gifted, but to enhance the learn-
ing opportunities for children who are

at risk for less favorable developmen-
tal progress, so that more capable stu-
dents from all economic and cultural -
backgrounds will qualify for advanced
work, as they surely would.

suggesting, or even wishing to mandate heteroge-
neous grouping are following an unfortunate recent
American belief that “We can have what we want
most, at no cost or sacrifice.” We would almost have
to send our political and educational leaders to the
dictionary to find the definition of “sacrifice,” since
it is so little used in present dialogue.



The honest argument should be over whether the
social goals, which are presumably attained through
heterogeneous grouping are so important that they
are worth the cost of lower academic performance
from our brightest students. Thatis the frue guestion
and it can be argued on the basis of values and
desired outcomes. To believe that there are no costs
to what we wish toaccomplish is to engage ourselves
in unproductive, wishful thinking,.

Let us come to the issue of the disproportion of
minority students in the programs for students with
special needs, gifted or retarded. The only reason
why people would assume that the demographic
proportions in special classes for gifted or retarded
youths should come outeven to their proportions in
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Academic Child Abuse

by Siegfried Engelmann
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the society is to believe that intelligence is a factor
fixed at conception—an obvious untruth. The proper
solution to these disproportions is not to eliminate
programs for the gifted, but to enhance the learning

opportunities for children who are at risk for less

favorable developmental progress, so that more ca-
pable students from all economic and cultural back-

grounds will qualify for advanced work, as they

surely would.

Our sense of justice and equity requires no less, ~

and the future of our society may well depend upon

it. O

James]. Gallagher is the Kenan Professor of Educaﬁon_,
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What Do We Get for Our School Dellars?

Janet Novack

Reprinted from Forbes magazine with permission. October 12,1992, pp. 92.95,

Abstract: Ms. Novack argues that schools Should Jfocus on tenching acadentic subjects and skills aud should teqch
them well. School time ts too short to offer instruction in values and other “politicully correct” options.

At the Harold Schnell Elementary School in West
Carrollton, Ohio, there's no district money for new
textbooks this year. But there was enough money
from outside to finance a $750 grant for fifth-grade

teachers to buy reading books relating to some tur--

rently trendy topics—drug abuse, self esteem, dys-
functional families.

At West Carrollton Senior High, the band room
has just gotten a facelift and student thespians per-
form in a $2.3 million state-of-the-art theater/audi-
tortum. But the computer lab has just 36 PCs (19 of
them antiquated Commodores) and no funds to buy
more. The entire school district's only substantial
computer purchase in the past few years was $55,000
for a new state-mandated management information
system for administrators.

Inall the current furor about éducation in the Us,
too much attention gets paid to the size of school
budgets and too little to how those biidgetsarespent.

FORBES chose West Carrollton and other subur-
ban school districts south of Daytor, in Montgomery
County, Ohio, because the area is so ordinary Ameri-
can, archetypal Middle America, We weren’t look-
ing for another egregious case of administrative bloat,
as in New York City schools (FORBES, June 25, 1990).
We were looking fora fairly typical, reasonably well-
* run school system, )

The 4,100-student West Carrollton district does a
pretty good job. 1t has been spending at least 15%
less than the national average (estimated this school
year at 6,300 per public school student in average
daily attendance), and getting slightly above-aver-
age results fromitsmiddle-class student population.

But here, as elsewhere in the American school
system, we found school districts wrestling with the
cost of state laws and rising employee benefits. We
heard educators’ predictable pleas fro more money,
mixed with acknowledgments that higher spending
hasn’t been shown to produce better results and that
the 1990s will be a leaner time for education.

What we did find here was much waste. But.
maybe we did find a clue as to why the increase in
spending on edication in this country has not been
followed by rising education results. (This year’s
three-point uptick in national average SAT scores
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was the first in seven years and stil] leaves scores 38
points below 1972's levels.) Our examples are from
Ohio, and the specifics apply there, but they un.-
doubtedly find echoes across the u.s,

One clear problem, here and elsewhere, seems to
be centered on the conflict over time, The school day
is short and the school year remains limited (178 on
the average in the U.8.). Increasingly, these schools
are struggling to squeeze more and more into this
limited span. They must accommodate new politi-
cally correct fads, such as teaching self-esteem, along-
side old extracurricular favorites such as band and
orchestra and choir, Inevitably, accommodating the
new fads squeezes the time available for teaching
reading, writing and arithmetic. There are simply
not enough hours in the day, and it's the basics that
seem to be suffering,

Says West Carrollton Superintendent Vance
Ramage: “We've trimmed around the edges, but we
haven’t made hard-nosed decisions yet, where you -
cutouta program, or where youcut back on music or

- arts and put the time or money into computers. It’s

fough to set policies that upset special interests—the
band boosters, the footba]] boosters, the recreation
groups who want to use school facilities, What he
didn’t say, but might have, is that they must do this
while at the same time also satisfying professional
educators or do-gooders who want their touchy-
feely subject taught. ‘

That’s interesting: School teaches
dress-for-success, but the kids are sup-
posed to get spelling from their par-
ents. :

In nearby Kettering City School District and in
West Carrollton, despite some recent cutbacks, the
high schools still offer such courses as Dress for
Success, Interior Design, and Creative Cookery. Home
economics teachers have been happily classified as
vocational educators. Why? Because the state pays
60% or more of the cost for vocational teachers, and .
local districts are therefore less likely to cut them.




[—

For all the talk in the 1980s about “back tobasics.”
the lack of focus shows up right from the first grade,
both in spending and the pupils’ day. Says Schrell
second-grade teacher Linda Langley: “A lot of the
state requirements are really good individually. But
sometimes you feel that the curriculum s spread too
thin.”

Thinner and thinner. Ona typical day, after lunch,
recess, snack, and art, music or gym, the second-
grade teachers have at most four hours to teach their
charges. The day is so crowded that this year they
dropped a separate daily 20-minute spelling period.
Langley says that the teachers still cram some spell-
ing into the daily language arts segment, but are
relying on parents to take up more of the spelling
slack. ,

That's interesting: School teaches dress-for-suc-
cess, but the kids are supposed to get spelling from
their parents. ‘

Don’t blame the teachers. What the teachers teach
is increasingly mandated from above on political
grounds and influenced by what grant money is
available. Because federal grant money was avail-
able, Schrell students now spend at least one 45-
minute period a week on “Quest,” an anti-drug pro-
gram that at the second-grade level focuses on self-
esteem-—teaching kids to feel that they are worth-
while human beings—and on work habits, such as
how to work in a group and how to play fair. That
much less time for the basics.

The conflict over teaching time can only get worse.
Through the 1980s Chio legislators passed aseries of
education reforms (i.e., mandates on local districts),

~ topped by a massive reform package in 1989, which
mandated new curricula that are now being phased
in. The State Board has also recommended that high
school graduation requirements be expanded to in-
clude fine arts and community service. It's all won-
derful, mind-broadening, but it's not the statistics or
algebra or basic English that many will need to be
able to cope witha job in the increasingly demanding
U.5.A.

“Since we got this ‘A Nation at Risk’ report [blast-
ing the quality of public education] in 1983, politi-
cians have been falling all over themselves finding a
better way toteach. Butthey don’tteach,” says Larry

I¢'s all wonderful, mind-broadening,

but it’s not the statistics or algebra or

basic English that many will need to be
able to cope with a job in the increas-
ingly demanding U.S.A.

Campbell, an assistant principal at West Carroliton
Junior High School.

Complains Schnell fifth-grade teacher Michael
Dingledine: “There is more and more being put on
teachers that should be done in the home—sex edu-
cation, drugs, self-esteem.” Yet Day ton’s own con-
gressman, Democrat Tony Hall, has been pushing a
bill to create a national commission to recommend
how schoolsshould teach character values. Wonder-

* ful again, but is that what schools are supposed to

do? ~

Schnell’s fifth-grade teachers would naturally
cover the upcoming elections in social studies. But
.thj}s year the district is requiring that they participate
in a “Kids Voting” project designed to get offspring
to pressure their parents to vote. (Part of the course
had to be taught by the Oct. 5 deadline for voter
registration.)

Whole language? It goes something
like this: Teechers shuld getkids torite
erly witout wrying abowt speling or
gramer and stuf like that and reeding
shud be fun.

Complains Oakwood City Superintendent Timo-
thy Ilg: “There are legitimatesocialneeds. Butunder
the guise of helping kids, a lot of special interest
groups have gotten things written into law.”

It’s not just the politically correct things that getin
the way. Fifth-grade student musicians at Schnell
are yanked out of academic classes {usually social

studies, but appallingly, sometimes math and sci-

ence) for two 45-minute periods a week for band and
f)rchestra practice. That's 7% of total academic teach-
ing time. “The kids are in so many activities in and
outside school it harms some of them,” says teacher
Pamela Hallinan.

Oakwood is a tiny district perched on-the hill
overlooking Dayton, and is the highest-spending,
wealthiest (average 1989 family income of $62,300)
and, not surprisingly, highest-scoring suburban dis-
trict in Montgomery County. Yei Iig, its 48-year-old
superintendent, doesn’t rush to spend money on all
of the gadgets and gimmicks that poorer school
districts claim to require. Other superintendents
complain they don’t have money to buy the latest
“whole language” reading books. Ilg, who was
?.ix;lself educated in parochialschools, is wary of this
ad.

Whole language? It goes something like this:
Teechers shuld get kids to rite erly witout wrying
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abowt speling or gramer and stuf like that and reed-
ing shud be fun, '

The state is pushing a whole lan guage curriculum,
“I've seen a wholesale junking of the classics as part
of wholelanguage and the push tomakeall literature
relevant,” Ilg says. Oakwood tenth-graders still read
from 24-year-old anthologies. Does that make them
deprived? :

Ilg is also wary that computers, with their fancy
graphics, are being used as glorified math work-
books for second-graders. “It's dangerous.’ It fits
into this thinking that the kids won't getit unless we
make it fancy and clever.” Of his district, he says:
“We’re moving slowly in the technology areas.”

Other districts complain their schools aren’t ajr-
conditioned. Ilg says his well-heeled voters would
never spring for that, Oakwood’s newer (eirca 1928)
elementary school is so antiquated that some of its
472 students have to eat their Iunch in the hallway,
but that doesn’t seem to prevent them fram scoring
above the 90th percentile on standardized nationa]
tests.
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SRA will pay $100 to the authors of Success Stories published in the coming year.

Send your own stories of success,

It is time to make your nominations for ADJ 's 1993 Annual Awards:

Teacher of the Year
Administrator/Supervisor of the Year
Researcher of the Year

Send a letter of nomination to;

ADI Awards

P.O. Box 10252
Eugene, OR 97440

> Do You Have DJ Skills
. to

<<

Offer Others?

schod
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| Humaﬁ Capital Around the World

Adrian Woolridge

Reprinted with permission from The Economist’s Education Survey, November 21,1992, pp. 3-18.

Abstract: The Economist, an English business publication, reviews educational systems around the world and the nature of their
current reform efforts. The Economist concludes that businesses with an eye lo human capital should look past the Anglo-Saxon
world to Germanic Exrope or Asia. America has no serious vocational program for producing skilled workers. It is unlikely to

- develop one because of its dwelling focus on equality and anti-tracking idealism. England has made some very posilive changes
recently, but they are too late. The English educational system, designed by "anti-industrial snobs” and redesigned by “anti-
industrial egalitarians,” will take foo long to change. On the other hand, German efficiently produces highly skilled workers in a
kighly respected vocational program where schools and businesses share the responsibility for training. And the Asian tgers are
prepared to mix more imagination into their already high-scoring educational program, improving their competitive edge in the

ruman capital market.

~ Trying harder
Nation-states used to compete for control ever natural
resources. Today they are competing to produce the best
educated labor force.

Education reform s abooming business. In the past

decade desperate governments, left-wing as well as -

right, liberal as well as authoritarian, have taken to
reconstructing their schools and revamping their umni-
versities. In 1980 Singapore unveiled plans to turn
itself into a model meritocracy. Four years later the
Japanese Ministry of Educationsetupa National Council
 on Education Reform. In 1988 Britain imported the
reform craze to the West by introducing a national
curriculum and reorganizing school financing on an
almost-market basis. George Bush and Bill Clinton
bath championed radical changes in school funding.
Educational reform is in the air everywhere, from
France to South Korea, from Australia to Germany.

This survey will try to put this activity in perspec-
tive: are governments right to invest somuch time and
money in the business of learning? In the process it will
try to cast light on two perennial issues: What makesa
school successful? And what can be done to reduce
educational failure? The survey will conclude by rank-
ing the three powerhouses of the world economy—
Europe, Americg, and the Asian tigers—in terms of
" their ability to educate their workforces and to attract

and create high-value-adding jobs.

The reforming frenzy reflects a shift in the political
fortunes of education. Half a century ago, you knew
you were on the road to nowhere if you were made
minister of education. Today education ministers are
usually on their way up. Margaret Thatcher used the
education portfolio as a stepping-stoné to the
premiership. Bill Clinton first captured national head-
lines with his reforms of Arkansas schools. George
Bush tried to salvage his do-nothing reputation at

~ home by dubbing himself “the education president.”

Such politicians have a shrewd sense of what will go

down in the bar rooms and boardrooms. Chief execu-
tives of multinational firms hold earnest conferences
on skills shortages and training strategies, Serious
newspapersand heavyweight magazines devote pages
to education and national competitiveness. Through-
out the rich world, voters put education near the top of
their list of worTies.

This concern for change has its origins in the 1960s,
when the aim was to turn elite education into mass

education. But the terms of the educational debate -

have shifted. Governments now treat educationnot as
a consumer good but as a productive asset. They are
inereasingly unwilling to use public money to support
a gentlemanly style of education, with its emphasis on
humanities and learning for its own sake. They have
also lost their enthusiasm for promoting equality.

They are particularly worried about cost and qual-
ity. The West and the East converged on the issue of
quality from oppositedirections. In Britainand America
conservative governments turned against child-cen-
tered teaching and called for a return to basics. They
wanted more rote learning and less creative writing. In
East Asia governments now feel that they have solved
the quantity problem. They aim instead to increase the
quality of education, particularly the quality of the
education of the brightest. Hence a current Asian
fashion for such things as creative writing,.

Governments throughout the world are bullying
educationalists into providing value-for-money, shift-
ing expenditure from high-cost universities to low-cost
polytechnics, encouraging institutions to raise money
from private-sector sources, introducing a variety of
quasi-market reforms, such as per-capita funding and
a split between purchasers and providers, and empha-
sizing the accountability of educational institutions.
There is a burgeoning industry in designing league
tables of school results and producing performance
indicators sophisticated enough to deal with the myriad
activities of the modem university.

Governments have also moved their emphasis from
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education to training. If education reform in the 19605

~ took aim at the university, itis now the training college

which is in the sights of the reformers, A mixture of
technological innovations and demographic rends is
persuading governments to improve the vocational
qualifications of their workforces, The rise of informa-
tion technology (IT) mieans that many of the lowliest
shop-floor workers need 6 be able to operate a com-
puter. The ageing of Europe and the marked slow-
down in the rate of population growth in America
mean that firms will have to improve the skills of their

existing workers instead of relying on recruiting new
ones.

At the same time, the durability of skills is getting
progressively shorter. This means that governments can
no longer allow education to end at the university, let
alone the high school. Further and higher educational
colleges will have tolearn how toteach adults, particularly
those who dropped out of education years ago. Compa-

- Governments now treat education not as
a consumer good but as a productive
asset. They are increasingly unwilling to
use public money to support a
gentlemanly style of education, with its
emphasis on humanities and learning for
its own sake. They have also lost their
enthusiasm for promoting equality.

nies will have toinvest heavily in retraining. And univer-
sities will have to provide their graduates with regular
refresher courses, .
Same ends, different means

Despite thesecommon pressures, there isno consensus
on how to improve education, Many prominent reform-
€rs are pushing in opposite directions. The most compre-
hensive reform program has been the one implemented
by the British government since 1988. This is a mixture of
centralization (imposing a national curriculum and re-
duding the role of local-education authorities) and compe-
tition (giving schools an incentive to compete for pupils

and encouraging pupils to compete for results). This has -

attracted many imitators and would-be imitators. Swe-
den is reorganizing its school System into an internal
market. Denmark has introduced per<capita funding for
technical colleges. Singapore is going for league tables to
stimulate competition between schools. American re
formers wouldliketointroduce educational vouchersand
national tests, ‘

Other reformers are doing just the opposite. In
South Korea and Japan the education ministries want
to delegate power to local government. The Japanese

M .
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authorities strongly disapprove of league tables of
schools. Stll, even if govemments disagree about how
exactly to proceed, they agree on the need for reform,
Are they right to invest so much time and effort in
doing it? Does education pay, or have the politicians
merely been seduced by the professors? |
Human Capital .
The educated gre different: they earn more money,” -

The answeris yes, educaton does pay. If virtue gets
itsreward in heaven, education getsits Payoffonearth,
On almost every measure, education is a highly remu-
nerative investment, L

Take employment. The longer you spend in being
educated, the less likely you are to end.up on the dole,
In America in 1989,9.1% of people who wentno further
than lower high school were unemployed, compared
with 2.2% of people who completed university, In
Japan the equivalent figures were 7% versus 2.3%, The
troubles of peeple who fail at school are getting worse
by the decade. Over the past 30 years, each economic
downturn has Pushed a larger proportion of the un-
educated into unemployment; and each upturn has
rescued a smaller and smaller proportion of them for
the labor market, .

Or consider real incomes, Ttis hardly Surprising that
the well-educated have always been richer than fhe
poorly educated. But the gap is getting steadily bigger,
In1980a college-educated American ten years into his
career eamed 31% more than a contemporary who had
finished only highschool. By 1988 the earnings gap had
yawned to86%. Over the 1980s male college graduates
saw their real incomes rise by 10%: high-school gradu-
atessaw their incomes fallb y 9%and high-school drop-
outsby 12%. College graduates will fulfil the American
dream of earning more than their parents. Theaverage
high-school drop-out wilf not. :

Or take future prospects. Educational success in
youth seems to pay mounting dividends in maturity.
People who leave school early rapidly run out of rungs

~ on the earnings ladder; university graduates not only

find plenty of rungs, they also discover that each step,
upwards is increasingly remunerative. Orie reason for
this is that the well-educated land jobs that provide
them with more training, while the uneducated are
locked out of Opportunities to improve their skills,
Throughout the advanced world, employers com-
plain that a shortage of skilled workers is holding up
economic growth, Schools and universities seem to be
incapable of producingan adequate supply of properly
trained and technically qualified workers. The short-
ages come in two distinet flavors: quantitative and
qualitative. The general workforce is insufficiently
educated to do the jobs available. There is also g
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mismatch between the skills offered by peopleand the
skills needed by industry. the universities continue to
churn out humanities-trained generalists at a time of
soaring demand for scientists and engineers.

The skills deficits show no signs of abating, even
during today’s economic downturn. All advanced
countries predict a significant fall in demand for un-
skilled labaorers and a significant increase in demand
for skilled workers and high-grade administrators and
scientists.

Mind the gap : ‘

Why has education become such an economic asset
inrich countries? Why areskills shortages mounting at
a time of rapidly rising unemployment? The questions
can be answered in just two words: globalization and
automation. Globalization means thatmany low-value-
adding jobs are exported to poorer and cheaper coun-
tries. Automation means that jobs that stay in rich
countries are increasingly done by machines rather
than men. Having made its firstimpact in manufactur-
ing, automation is now affecting the service industries,
with some excellent results (cash points, for example)
and some execrable ones (such as automated junk
faxes). ' .

There is nothing new in the triumph of brain over
brawn. Thericher countries have long found that ever

larger proportions of their populations are employed

- in jobs that require mental power rather than muscle
power. For more than a century, relentless technical
innovation and sustained economic expansions have
been creating new and cleverer jobs and thus increas-
ing the demand for better educated workers, At the
same time, the rise in realincomes and the spreading of
wealth has increased the demand for more sophisti-

cated products and services. ‘Prosperous people em- -

ploy more people to look after their money and pander
to their whims. : .

The shift towards smarter jobs seems to have accel-
erated in the past decade, mainly because of akick from
information technology. A decade ago some people
worried that IT might, in effect make the workforce
stupid: the machines would do the thinking, the work-
ers would simply watch and wonder. In fact, the
opposite has happened. Information technology has

Throughout the advanced world, em-
ployers complain that a shortage of
skilled worlers is holding up economic
growth... the universities continue to
churn out humanities-trained generalists
at a time of soaring demand for scientists
and engineers.

not only increased the demand for scientists and engi-
neers, who invent and upgrade the machines, and for
managers and supervisors, who put them to work. It
has also put a premivm on competence for everybody.
You need intelligent workers to get the most out of
intelligent machines. .
Putting the man into manufacturing

New ways to organize production are also putting a
premium on education. For the past 30 years, most
factories have employed a system of mass produc-
tion—dubbed Taylorism, after the man who invented
it, or Fordism, after the man who perfected it. This is

You need intelligent workers to get the
most out of intelligent machines.

based on two simple principles: the division of labor
(separate complex tasks into their simplest compo-
nents) and managerial omnipotence (allow themanag-
ers to make strategic decisions and expect the workers
to do as they are told). This system has little use for
popular education, since it reduces workers to little
more than cogs in a great industrial machine.

Successful firms nowadays stand Ford on his head,
aiming at flexible rather than mass production. Rich
countries cannot hope to keep their competitive edge
through mass production: developing-country Hrms
can run the same machinery at a fraction of the labor
cost. Their only chance lies in going upmarket, provid-
ing affluent consurmers with quality, variety and time-
liness. This means reorganizing production.

The problem with Fordist firms is that they are too
dumb to exploit sophisticated technologies, too uni-
form to generate variety and too inflexible to respond
to rapidly changing demands. Successful firms de-
mand a new type of organization and the rediscovery
of the skilled worker. This points to a different set of
goals to the ones earlier educational reformers set their
sights on.

All Too Human

" Needed: a cooler assessment of what schools can achieve.

It is hard to listen to today’s education gurus without

_ feeling that it has all been said before, People spent much

of the 1960s listening to extravagant promises made on
behalf of education, and much of the 1970s wondering
howthey couldhavebeen takenin by them. Iseducational
history about to repeat itself as tragedy rather than farce? .
The trouble with the 1960s optimists is that they
promised too much. They were bewitched by the
basically sound theory of human capital, which has it
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that education is. the secret ingredient in economic
growth, Theywerebeglﬂedbypohﬁcians, who wanted
&N excuse to pour money into the welfare state. Asa
result, they made ever more extravagant claims op
behalf of education;: perpetual growth (more invest-
ment in education creates higher growth and high
growth pays for more investment i education); an end
to poverty (better pre-school education gives poor
children a head start); and a more equal society (the
abolition of selective schools and the introduction of
affirmative-action programs break down class barri-
ers). _ '

Such promises led to sobering disappointments,
Theonly self-sustaining growth produced by the burst
of spending on education. was in jobs for educators,
Unluckily pethaps, the education boom coincided with
aclattering slowdown in growth in most western coun-
tries. Educational investment failed to abolish poverty
or deliver a more equal society. The middle class
continues to get more out of educational opportunities
than the poor. And, for whatever reason, the plight of
the Poor—particularlyin America—has gotworsesince
the 1960s. The result is that the claims of the 19605
produced a backlash in the 1970s,

To prevent this from happening again, educational-
ists will have to be more modest. Theyneed to concen-
trate on basic Issues, such ashow to make schools work,
and to leave social engineering to the politicians, It is

Successful firms demand a new type of
organisation and the rediscovery of the
skilled worker. This points to a differ-
ent set of goals to the ones earlier edu-
cational reformers set thejr sights on.

® Nobody knows what makes a successful educa-
tional system. This is not because of lack of fundamen-
tal ideas; every generation produces its education gu-
rus. Nor is it because chauvinist governments are
unwilling to learn from others, Og the contrary: there
Is an international trade in educational ideas. Ameri-
can children go to German-inspired kindergartens.
English children attend comprehensives modelled on
the American high school. <

* Thereisnoclear relationship between inputs and
outputs in education. More money does not necessar-

ily produce better results, In his study of the Impact of -

the “Great Society” program in American schools in

- ‘
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ences in academic performance, Achievement de.-
pends on the student’s family background rather than
on the investment in the school. :
Aglanceat OECD figures confirms justhowwmpli—
cated is the relationship between money and resuts,
Canada devotes a higher proportion (7.2%) of its GDP
to education than any other country, without being
conspicuously Successful; Japan devotes a lower pro- -
portion (4.9%}, and is not conspicuously unsuccessful,
The German governmentspends a lower Proportion of

Educationalists need to make schools
work, and to leave socjal engineering
to the politicians.

Britain in academic olympiads,
* The most potent educational institution js notin the
hands of the government. The family accounts for educa-

sults by tinkering with schools,
* Educational expansion can be counter-produchve.

a better view—and everyone ends up with aching toes,
Thenext few years could see anotherbacklash against
educational reform. Thjs is partly because govern-

country that reacts to recessionary timeg by neglecting
its education system will lose out to jtg international
competitors when growth returns. Now take a look at
some of those competitors.
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The Drop-Out Society?
Americans have diverted themselves from the struggle for
economic efficiency.

This year’s candidates for the American presidency
were a peculiarly ill-assorted trio. But all three did at
least agree on one subject: the need for a radical reform
of education. George Bush took the unprecedented
step of summoning all the state governors to a confer-

~ence on education. (The result was a set of impressive

but implausible targets to make America the best-
educated nationin the world by 2000.) Bill Clinton first
captured nationalattention as aneducational reformer.
Ross Perot acquired his taste for domestic policies
when he took on the Neanderthal Texan educational
establishment. '

The lack of a core curriculum encour-
ages a shopping-mall approach to edu-
cation: pile up the soft options and
leave the hard stuff on the shelves. The
result is all too predictable. American
children perform poorly in interna-
tional academic tests.

This is hardly surprising, America has been in a
panic about education for at least a decade—and is
right to be worried. Talk to businessmen and they will
complain that they have a choice between providing
new recruits with remedial education or moving their
back-room officesabroad. America’s high-schooldrop-
qut rate is at least 14% compared with 5% in Germany
and 6% in Japan, The school-year is 180 days—&60 days
fewer than in some other countries. Japanese children
do five times as much homework per weck as their
American counterparts. Even when they are working,
American children are seldom stretched. The lack of a
core curriculum encourages a shopping-mall approach
to education: pileup thesoftoptionsand leave thehard

" stuff on the shelves. The result is all too predictable.

American children perform poorly in international
academic tests.

The most diamatic problem is the collapse of
inner-city education. Ghetto schools are churning
out children whose lack of mental skills and surfeit of
emotional problems would render them unemploy-
able in the third - world, let alone the first. Schools
based in crime-ridden and drug-driven neighbor-
hoods inevitably have some problems with disci-
pline. Some have to install metal detectors to keep
guns and knives out of the classroom. Drop-out rates
of 50% are not uncomimon.

Homage to catatonia

It would be perverse to blame education for this
social pathology. Children do not start toting guns
because they flunk Shakespeare. But a reorganization
of American schools might do something to encourage
the less academnic children. The most glaring structural
problem with American education is that it does not
know what to do with pupils who are not bound for
college; it has no vocational stream. In importing the
German university systemn, in the late 15th and early
20th centuries, America made the disastrous mistake of
forgetting to import the apprenticeship system as well.
Forapprenticeships smacked of class-stratification, and
America was hypnotized by upward mobility. ;

The result is that 16-18-year-olds face a stark choice
between cramming for college and getting ajob. (The
two-year community colleges too often act as cut-rate
universities rather than vocational schools.) This ar-
rangementmighthave madesense whenschool-leavers
could expect a secure and high-paid job in the local
factory. Today firms demand higher basic qualifica-
tons and more specific skills.

This malaise has begun to touch even the one bit of

~ educationin which Americastillleads theworld: higher

education. The universities face their harshest decade
since the 1930s. - Institutions which enjoyed a half a
century of abundance are starting to learn thelanguage
of scarcity. The federal government has been cutting
back on expenditure for a decade. Cash-strapped state
governments are demanding value for money out of
their investment in colleges. The budget crisis that
compelled California to contemplate closing commu-
nity colleges saw California paying its lecturers in
10Us; that could yet be repeated in other states. The
private universities have raised their fees by so much
that they risk turning themselves into finishing schools
for the super-rich. ‘

Ghetto schools are churning out chil-
dren whose lack of mental skills and
surfeit of emotional problems would
render them unemployable in the third
world, let alone the first.

The result is a spate of cuts, and notjust in Califor-
nia. The University of Chicago has imposed a hiring

" freeze; Yale University is merging departments.

Everywhere the talk is of contraction. Some aca-
demic seers have started to argue that the admired
monoliths of the post-war era—universities that com-
bine teaching with research and try to excelin every-
thing from -chemistry to classics—are too cumber-
some to survive,
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The cult of political correctness hardly helps. Its

" extremist wing wanis to stand traditional universities

on their heads. Students are tobe selected on the basis
of group identity rather that individual merits, Cours es
are to concentrate on black women because they are
black women rather than on white men because they
wrote good books, The university is to serve as an
instrument of minority liberation rather than an engine
of economic growth. .

This agenda is statting to have a practical impact, as
the student radicals of the 1960s become the tenured
professors of the 1990s. Some leading universities
admit black and Hispanic students when they have
lower test scores than white and Asian students. (The
predictable result is that many beneficiaries of affirma-
tive action eitherdrop out or take soft options.) Univer-
sities merrily discriminate in favor of minorities in
awarding academic tenure. Several non-conformist
acadernics have been hounded out of thejr jobs for
thought crimes on the subjects of race and sex,

The good news about American education is that so
many peoplehave produced root-and-branch plansfor
reforming it. The Bush administration tried to intro-
duce a national curriculum {through a school-leaving
exam) and to encourage competition (through vouch-
ers.) Italso promoted the reinvention of the highschool
by setting up a national competition for new types of
schools: Many states produced impressive schernes for

The private universities have raised
their fees by so much that they risk
turning themselves into finishing
schools for the super-rich.

raising standards. Texas led the way in improving
teacher testing; Minnesota introduced a voucher sys-
tem that allows parents to send their children across
school boundaries. Boston experimented with closer
relations between schools and local business,
McEgging them on . ' : .

Business has also produced hundreds of schemes for

- raising standards. These schemes—some inspired, some

cranky—rely on four basic ideas, First, improving incen-
tives, Well-known firms offer free hamburgersand pizzas
in return for improved grades. Brand-name philanthro-
pists offer college scholarships as a prize for graduating,
Second, helping inner-city children escape from lousy
public-sectorschools. The Hudson Institute paysforsome
poor children to go to private schools. (M. Bush tried to
turn this into rational policy.} Third, adopting schools.
Some companies donate equipment and persannel, oth-
ersofferchildrenjobs onconditionthatthey graduate with
reasonable grades.
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All this is small beer compared with the fourth idea,
something that could happen over the next few years,
Christopher Whittle, an educational enbrepreneur in
Knoxville, Termessee, wants to turn himself into the
Ronald McDonald of education. He plans to open a
national chain of profit-making schools. The schools
will charge pupils no more than the cost to the state of
a public-sector education—about $6,000 a year—and
will bring education into the age of fancy computers
and mass marketing, Other entrepreneurs plan to take
over the management of public-school systems.

These educational entrepreneurs have no shortage
of critics. The recapture of the White House by Demo-
crats will not make life any easier for them. But Mr,
Whittle has attracted a formidabie group of advisers.
Many Democrats concede that it is more egalitarian to
finance education through vouchers than through lo-
cal property taxes. Most Americans concede thatsome-
thing dramatic needs to be done about education. So
the 1990s could prove tobe decidedly useful for Ameri-
can education.

Meanwhile in Europe

Even the most successful European countries need to
beware of Eurosclerosis and Eurosmugness.

Americans in search of ideas willhave no difficulty
getting advice from the Germans. When it comes to
schooling, there is only one thing that the Germans like
talking about more than the shortcomings of American
education, and that is the successes of German educa-
tion. Bump into to them for breakfast and they brief
you on their school-leaving exam, Take them g lunch
and they boast about their tripartite high schools, Meet
them for dinner and they enthuse about their appren-
ticeship system. Join them for a late-night drinking
session and—with a brief break for Maastrich and
unification—they will enthuse still more about voca-
tional training, '

They have much to be proud of. German education
commandsadmiration abroad and enthusiasmathome.
German parents like it because it provides flexibility
and choice. Students like it because it is intellectually
demanding without being soul-destroying, Employ-
ers like it because it churns out skilled workers as well
as state-of-the-art scientists, The povernment did not
have to think twice before imposing western arrange-
ments on the new Linder in the east,

What makes the system so Successful? The first
thing s the cheerful division of schools into three kinds:
grammar schools, technical schools and vocational
schools. (Socialist-inspired attempts to introduce com-
prehensive schools in the 1960s provoked much hostil-
ity.) This division lets schools tailor their teaching to
the abilities and aspirations of their pupils. Grammar
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schools can challenge academic children without dis-.

couraging their less able contemporaries. ' Technical
schools can motivate their pupils by introducing them
0 general principles through practical examples. The
most striking achievement of this system—more strik-
irig even than its success in grooming the elite—is its to
‘engage theenthusiasmand test the ability of tomorrow’s
skilled workers, ' ‘

. “The second wholesome ingredient is the breadth of
elite- education. German sixth-formers study half a
dogzen core subjects (including mathematics and Ger-
‘man) and another half a dozen minor subjects. The
Germans do not enjoy the dubious British privilege of
miaking an irrevocable choice between the two cultures
before their 18th birthday. Even university students
study a range of minor subjects as well as a major
subject. ‘

The third successful element is the parity of esteem
between science and the arts. The Germans do not
share the British contempt for stinks and bangs. Tech-
nical universities enjoy equal status with the likes of
Heidelberg. Engineers proclaim their status on their

business cards and door plates. Leading sdentists are

loaded down with national honors and company direc-
torships.

Above all, the glory of German education is the so-
called dual system. Any 15-year-old who does not
want to go to university opts for a three-or-more-year
apprenticeship instead. It combines on-the-job train-
ing in alocal factory and theoretical educationin school
(this used to mean two days a week, but increasingly
means three). Successful apprentices are guaranteed a
job in a local factory. Their less successful contempo-
raries are more than likely to be able to put their
training to good use.

What makes the system so successful?

The first thing is the cheerful division

of schools into three kinds: grammar

schoals, technical schools and voca-
' tional schools.

Adolescents who were bored by school find their
enthusiasm reignited, partly because they are treated
more like adults and partly because they start to see the
links between learning facts and earning a living. The
cost of training is divided between the Linder, which
provides the' vocational schools, the employers, who
pump 2% of their payroll costs into training, and the
apprentices themselves, who work for only a nominal
salary. The transition between school and work, so
traumatic elsewhere, isrendered almost painless. Above
all the system reinforces a culture in which training is

cherished and skilled workers revered, For many
Germans, an apprenticeship is simply the first step on
a learning escalator which can turn them into trainers
{Meister) in their own right.

Germany certainly has its problems. The school-
leaving examination is rather lacking in Teutonic rigor.
Passes are awarded on the basis of teacher assess-
ment—an arrangement which allows teachers tosit in
judgement on their own performance—and oral ex-
aminations. Thisnot only institutionalizes grade infla-
tion (Germany could do with an educational
Bundesbank); it also tempts over-praised children to
prefer university to the dual system. Between 1984 and
1990 the number of West German youth seeking ap-
prenticeships dropped from 765,000 te 600,000.

The transition between school and
work, so traumatic elsewhere, is ren-
dered almost painless. Above all the
system reinforces a culture in which
training is cherished and skilled work-
ers revered.

Choosing to go to university is often a mistake, The
non-scientific universities are perhaps the least suc-
céssful parts of the system; they are monuments to
1960s-style Utopianism rather than engines of the
Wirtschaftswunder. The lack of proper degree structure
means that undergraduates can dawdle for a decade
over a degree. Chancellor Helmut Kohlcomplains that
Germany has the oldest graduates—the average age at
graduation is about 28—and the youngest retirees in
the world. German professors enjoy the rewards of
senior civil servants but frequently cultivate the habits
of Bohemians. ‘

The authorities are desperate to prune this Arcadia.
They want to introduce shorter degree courses and
promote technical universities (which boast well-orga-
nized courses and carefully cultivated links with in-
dustry) at the expense of traditional universities. So far
they have enjoyed little success: German politicians do
not have much experience in taking on middle-class
interest groups. '

Even vocational training is under strain. Unification
has reinforced fears that the dual system is too costly
and too rigid—perfect for old worthies like the car
industry, but too cumbersome for entrepreneurs with
bright ideas and a bank loan.

Many small firms cannot afford the $19,000 a year it
costs to train a recruit. And even those who can afford
it carnot necessarily find trainers. Germany is so short
of trainers—the Cologne area alone needs another
4,000—that it is scouring Europe for recruits. The

ErrecTive ScHoot PracTices, WinTer, 1933 53



e e K

o

e =

P

RS

emphasis is on consensual decision-making and legal
form (training codes have to be embodied in law) means
that training often lags behind technical innovation. Peri-
odic pruning by the authorities has not been enough to
emasculate special interests or modernize the laws gov-
eming training. There are still 375 officially defined
occupations in Germarny. '

The training system is not only adding hugely to the
cost of absorbing the eastern states, Itmay also be hinder-

ing the transition to a service economy driven by high

technology. Germany has the smallest service sector of
any EC country save Portugal—a statistic which will not
surprise anyone who has tried to getacheck cashed on a
Saturday.

Going one better

Toseethe Germansystem withmost of these problems
removed and some interesting improvements added, you
nieed to travel north, to Denmark, .

The Danish Iabor market has rectified the problem of
academic drift. The sight of so many geriafric graduate
students working as taxi drivers by day and completing
their dissertations by night has persuaded school leavers
of the value of vocational training. Competition for places
on training schemes is now fierce. The Danish govern-
ment has also tackled the problem of over-indulgent
universities. . In the past couple of years the universities
have introduiced a BA qualification (to speed up gradua-
tion) and imposed detailed timetables (to cut out time-
wasting), It seems to have gone down well with students,

TheDanes delightin explaining why they haveanedge
on the Germans. They argue that Danish technica] educa-
tion puts more emphasis on theory (which could last a
lifetime) than on practical knowledge (which is quickly
outdated). Technical students are based in technical
colleges but win assignments to local firms, The Danes
also introduced big improvements in vocational educa-
ton in 1991, cutting the number of apprenticeships from
300to80and changing the financing of technical colleges
so that they compete for pupils, .

This is tame stuff compared with the long-established
deregulation of secondary eduication. The Danish govern-
mmﬁtisurdquehaﬂowhgsométhhglike afreemarketin
schools. Parents who are dissatisfied with state education
¢an group together to set up their own schools and—
provided they comply with certain minima] require-
ments—expect the state to pick up 90% of the bill This
approach appeals toall segments of the politicalspectrum.
Some independent schools are based on Freudian or
Maoist principles. Others are dedicated o excellence in

language or science, All enjoy much more control over -

decision—nm]dng than is the case in the state sector.
Catching up ' '

Two big European countries have made heroic ef-
forts to bring their education regimes up to German
and Danish standards: France and Britain,

_—
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The French have an enormous advantage over the
"British in implementing reforms: the legacy of
Bonapartism. Scientific and technical schools have
enjoyed a high status in France for two centuries,
French schoolchildren have long been accustomed to
spending much of their adolescence working for the
Baccalaureat, an examination that is af once broader
than English A levels and more rigorous than the
German Abitur. ' : :

This left the government free to concentrate on the
weakest link in its educational chajn: vocational train-
ing. Thirty years ago, French vocational training was
lamentable. The academia-obsessed school establish-
ment despised it. Business was too short-sighted to
mvest in it. Apprenticeships hardly existed outside the
artisan industries, So the Bovernmentdecided to act. Jt
compelled firms to spend 1% of their sales on training,
and encouraged vocational schools to expand; it cre-
ated a clear set of vocational qualifications; and it set

Today most all school-leavers whe do

- not go to university enroll in full-time
vocational courses that lead to nation-
ally recognised qualifications.

outambitious targets for improving the technical quali-
fications of the working population, Today most all
school-leavers who do not 80 to university enroil in
full-Hme vocational courses that lead to nationally
recognized qualifications.

The British have been even more radical than the
French. The past five years have seen a frenzy of
educational innovations, No sooner has the public
digested one far-reaching reform act—invariably de-
scribed as the biggest since 1944—than another one is
prepared for consumption.

Tory policy is composed of four main elements,
First, introduce a national curriculum backed up by
regular examinabons. Second, free parents to send
theirchildren to thebestavailable school—open enroll-
ment—and finance schools on the basis of the number
of children they attract—per-capita funding, (Inciden-
tally, the government is also using per-capita funding
tobribe universities to increase thejr intake of students
from one in five to one in three school-leavers.) To help
Parents make an informed decision between compet-
ing schools, the government is making schools publish
their exam results and obliging local authorities to -
classify the schools in convenient league tables,

Third, bypass local-education authorifies and hand
budgets to individual govemning boards, Fourth, en-
courage schools to develop distinct identiies. The
government pioneered this jdea in 198¢ by co-operat-
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ing with industry to set up a new type of school—the
city technology colleges (CTCs). ltisnow encouraging
thousands of established schools to opt out of local
authority control and establish their own characters.

Tf this is all as splendid as it sounds, why is British
educabionstllinsuchamess? Partly because there was
so-much to fix. It would be hard fo imagine an educa-
tional systern more likely to hold up economic growth
than one which was designed by anti-industrial snobs
in the mid-19th century and then redesigned by anti-
industrial egalitarians a century later. And partly
because the government started reforming education
much too late—in 1988 rather than 1980. Ttalso devoted
too little energy to improving the weakest bit of the
system: like France, vocational training. A handful of
CTCs and a host of TECs (Training and Enterprise
Councils: employer-dominated bodies responsible for
organizing training in' their local areas) will not be
enough to hold the Asian tigers at bay.

Tigers Behind Desks

Japan and the Asian tigers have outperformed the West at
mass-producing educated workers. Their next task is o
mix in more imagination.

Nobody can travel in Japan and the newly industri-
alized countries of the Pacificrim withoutbeingstartled
by the cult of education. In Japan neatly uniformed
children stride to school at eight o’clock on Sunday
morning. In South Korea every other side street has a
crainming school. In Hong Kong a newspaper contains
a letter from a pediatrician blaming an epidemic of
spinal curvature on the fact that children carry such
huge piles of books home with them. In Singapore air-
conditioned buildings are cramumed with swatting chil-
dren. ' '

All this effort has paid off in spades (not to mention
grades). Glance at any league table of education perfor-
mance and you will find several Asian countriesbunched
near the top. The achievernients of the regionarea puzzle
to people who thirk thateducational success isallamatter
of public expenditure. Even in Japan most of the schools

are shabby and ill-equipped by comparison with their

To, help parents make an informed
decision between competing schools,
the government is makingschools pub- -
lish their exam results and obliging
local authorities to classify the schools
in convenient league tables.

western equivalents. In many schools in the region the
average class size is more than 40. In South Korea schools

invite parents with particularskills to come and givea few
lessonsa week. InJapanschoolscutdownonoverheads—
and impart moral lessors into the bargain—by getting the
pupils to do menial tasks such as serving meals and
cleaning the school. In some countries—Hong Kong and
Singapore are the most noted examples—there are miore
schools than school-buildings. Oneschool uses the build-
ing in the morning, another in the afternoon.

The parsimonious approach is successful because pu-
pils and teachers firmly believe that merit will be re-
warded. Japanand the Asian tigers arethemostmeritocratic’
society in the world. The universities occupy a clearly
understood position in thesocial pecking-order,andactas
powerful job brokers. People who win places in the most
prestigious departments in the most illustrious universi-
ties—Tokyo law school is the most obvious example—go
on to thebest jobs. And so on down to the janitors.

The result of this meritocracy is relentless academic
competition: Senjor high-school students prepare for
their final examinations with a methodical intensity that
unnerves western observers, The students respond: to

' failure not by giving up, but by trying again. InJapanso

many students resit exams that they have a special name:

" the ronin, or leaderless samurai. This competition for
-university places shapes the rest of the educational sys-

tem. Some high schools are better than others at winning
places in the best universities. So students compete like
mad to getinto thosehigh schools, Somejuniorschoolsare
better than others at winning places in the best high
schools. So students compete like mad to get into them.
There are even exams for places in some nursery schools.

The achievements of the region are a
puzzle to people who think that educa-
tional success is all'a matter of public
expenditure. '

The children are driven on by interise family pressure.
Parents badger their children to succeed, but they also
make big financial and personal sacrifices tohelp themdo
s0. Mothers help their children with theirhomework and
protect scholarship candidates from domestic chores.
Fathers promise fancy toys in retumn for examination
success. Families make every effort to give their children
somewhere quiet to work.

" All this competition has created a huge cramming
industry, Most children in Japan and the tigers attend a
cramming schooloremploy private tutors. Thisis particu-
larly common before crudal examinations and among
adolescenitswhohave toretakeexams. Crammingschools
(jukut) ‘are the nomm in Japan and Taiwan. The best
Japanesejuku aresohard to getintothat thereis aboorming
secondary industry of cramming people to get into
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cramming schools.) Singaporeans prefer private tutors.
In South Korea and Hong Kong parents prefer a mixture
of tutors and crammers.

The result is that the region has not one but two
education systems: one publicand one private. Thisadds
enormously to the amount society invests in education,
Families can easily sink alt theirspare money in schooling,
In Japan the average annual fee at a Juku is $650 for part-
time attendance and $3,800 for full-time university prepa-
raton, Cramming offers a lucrative career, In Japan the

jukuboast well-paid staffand millionaire proprietors, The -

leading juku have several campuses and thousands of
students. In South Korea successful tutors—many of
them university students who have recently proved their
prowess in the examination hall—buzz around in fancy
sports cars. :

Time as well as money is poured into leaming. Chil-
dren devote their spare time to ramming for exams. No
sooner have they finished their day schools when they
rush off to their juku, or home to private tutors. Weekends
and holidays are an excuse to spend yet more time in the
Jukuorwith the tutor, People who fail university-entrance
exams become full-time students in crammers,

The private sector is also an engine of innovation: it

addstothe variety of teachingmethodsavailable, The ftikas

useamixture of lectures, some attended by asmany as 500
students, and seminars. The Jjukuhave perfected diagnos-
fic examinations (which can pinpoint weaknesses) and

Japan and the Asian tigers are the most

- meritocratic society in the world...The
result of this meritocracy is relentless
academic competition.

predictive examinations (which tell thern which univers;-
ties are in their grasp). Private tutors can proceed at the
Same pace as the students, and solve whatever problems
arebefuddling them. The latest fashion in Singaporeis for
computer clubs for toddlers.

Throughout the region people take it for granted that
educationshould bedriven byamixture ofcommerce dhd
competition. The commercial principle has been devel-
oped to perfection in the Japanesejuku. The more success-
ful the school, the higher its charges; the more successfil
the teacher, the bigger his salary. Thebestteachers earnsix
times as much as the worst.

Fee-paying is common in the Ppublic sector as well, In
Japan upper-secondary schools (attended by 15-18-year-
olds) charge about $1,600 a year. The best schools also
expect parents to make hefty donations. Universities
charge fees ranging from $2,000 per pupil in national
universities to double that in Private universities. This
means that schools and universities have to compete for
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pupils just as much as students have to compete for
schools. Failure to attract enough customers eventually
results in bankrupicy. Schools often distribute brochures
advertising their wares. In several countries the newspa-
pers are full of league tables ranking schools by results,

All this competition has created a huge
cramming industry.

Thismeritocraﬁcmodelhassi@j_ﬁcantlocal variations,
South Korea and Taiwan model their universities on
Americanonesandsend theirbrighteststudents to America
to get PhDs. The American influence is omnipresent in
Japan—its school System was reorganized on the Amer;-
can model after the war, and every decent high school
boasts a baseball team—but the Japanese have reinter-
preted American democratic ideas in more meritocratic
terms,

The dominant influence in Hong Kong and Singapore
is Britain. The bestschools have the atmosphere of gram-
mar schools in the England of the 19505 or the Ulster of
today. The walls are hung with sepia photographs of old
school heroes and plaques gilded with the names of
scholarship winrers. School children take O levels (now
abandoned in England astoo elitist) and A levels. (Teach-
ers complain that A-level standards are now 5o debased
they are embarrassed by the number of students scoring
top grades.) In Singapore the star students get scholar-
ships to Oxford or Cambridge. In Hong Kong English
education is less popular than it was—visa-hungry stu-
dents prefer North America and Australia, and a growing
number of students prefer vernacular education-—but the
University of Hong Kong still has a very British feel to it.
Examination nerves

Government policy may also increase national differ

ences. The politicians of the region are divided over the

question of whether competition has gone too far, The
Japanese Ministry of Education claims thatitwants to cool
down the competition. The annual toll of teenage suicides
and nervous breakdowns is now something of an embar-
rassment. And the ministry wants toencourageschools to
put less emphasis on rote-learning and more on innova-
ton. Officials do what they can to discourage crammin g
schools and league tables (they were amused to learn that
thenew policy in Britainis toencourageleague tables), But
these reforms amount to tinkering rather than fundamen.-
tal change.

The Japanese are certainly not likely to go as far as the
South Koreans. In the 1960s the South Korean govern-
ment, desperate to exploit popular resentment of elite
schools, decreed that secondary-school places should be
altocated by lottery. This anti-competitive policy is slowly
being eased—the government has set up a handful of




Human Capital Around the World _®  Continued

super-selective scientific schools for geniuses—but com-
petition is still concentrated on the university-entrance
exal. '

In Singapore the government is kurning up the heatin
education, with a series of reforms that have been intro-
duced in stages since 1980. It started off stimulating
competition between pupils by dividing thern up accord-
ing to ability, selecting potential geniuses at the age of 9
and streaming other children by the age of 11. It's now
boosting competition between schools, publishing league
tables of academic resulis and allowing topschools to raise
their fees and become semi-independent. (One leading
school even plans to build a residential wing and require
all pupils o spend some time as boarders.) Over the past
- decade the Ministry of Education has also made the

The '}apanese Ministry of Education
claims that it wants to cool down the
competition.

syllabus more burdensome. All Singaporeans have fo
passexamsin the official language of their ethnic group as
well as in English; and university-bound Singaporeans
have to do a general paper as well as three or more
specialist A levels. .

This policy is not universally popular. The semi-
privitization of the top schools cost the government seats
in the 1991 election. People complained thatit smacked of
class-stratification rather than meritocracy. Thelanguage
policy meansthata Chinese student who speals Hokkien
at home will have to learn Mandarin as weil as English.
These contrasting policies of heatingupand coolingdown
education are motivated by a common fear: the fear that
China will steal all the mass-production jobs while the
West keeps most of the high-value-added ones. Policy-
makers throughout the region are worried that their
schools will continue o tum out the well-drilled and
disciplined operatives of mass production when what
industry needs is workers with flexibility and imagina-
tion.

Japanand Singapore are leading the packatproducing
skilled workers. Thebest]apanese firms puthugeempha-
sis on training their workers. They pay thern according to
the complexity of the tasks they can perform, and move
them from job to job in order to give them a broad
perspective as well as particular skills.. Singapore is
determined to have the best-trained workforce in the
region. The government has imposed a punitive tax on
foreign firms with ahigh proportion of low-skilled work-
ers. Tthasalso persuaded companies from countries with

good training records fo set up training institutions in .

Singapore. Other countries have much shakier systems.
South Korea has enviable labor mobility, but has allowed
its vocational schools to contract. Hong Kong has plenty

of labor mobility combined with a British distaste for
vocaticnal training,

The issue of innovation s likely to bemuch trickier. The
tradition of rote learning—and how else do you learn
thousands of Chinese characters?-combines with a cul-
ture of deference to discoui‘age students from questioning
orthodoxies. The universities have failed to develop a
powerful research tradition. In fapan the professors are
more like feudal lords (and rather smug ones at that) than
like intellectual explorers. And theé students treat the
universities as a resting station between their horrific
childhoods as examinees and their horrific futures as
salarymen. The South Korean universities churn out the

_sort of articles that give acadernia a bad name. Singapore

and Taiwanhave yet to establish a research tradition in the
humanities. '

Policy-makers are desperately trying to put the inniova-
tion back into the Orient. Japan's education ministry is
trying to make the universities more free-standing. In
South Korea the government is investing more in re-
search. HongKong's govemnment, helped by asubstantial
donation from the Jockey Club, is setting up a new scien-
tific university. In Singapore the special education pro-
gram for the gifted emphasizes leaming-through-discov-
ery. '

There issomethinga little unconvincing about this new
cult of iconoclasm and innovation. Japanese graduate
students visiting Britain or America regard the sport of
puncturing received wisdom as ill-mannered, perhaps
even immoral. In Singapore, the Straits Timtes, the semi-
official newspaper, frequently prints editorials entitled
“Be more innovative, Singaporeans—here’s how”. Bud-
ding Singaporean geniuses are taught to think “laterally”
by a disciple of Edward De Bono, a desperate last resort.
Cambridge and Harvard can rest on their laurels for a
while yet. A

Making it Work

How to improve schools and shrink the underclass

Why do some schools succeed and others fail? Thirty
years ago the answer seemed all too simple: resources.
The best schools were the ones with the most lavish
equipment and the most generous teacher-pupil ratios.
Theimplication of this observation was equally simple: to
raise educational standards, all you need to do is invest
more money in schools. '

The problem with this analysisis thatithasbeen tested

.in practice and found wanting. From the mid-1960s
. anwards, American and European governments tried to

spend poor schools out of existence. The governments
hemorrhaged cashbut the poor schools remained. Mean-
while, many Asian countries were doing fine with shabby
schools chuming out well-educated children. The expla-
nation for educational success clearly needs to be sought
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elsewhere: in the realm of psychological rather than
; Tnaterial resources.
. What marks out a good school is its ethos. To be

~sucgessful, a school needs to establish an identity and

. Theuniversities have failed to develop
" apowerful research tradition. InJapan
~the professors are more like feudallords
- (and rather smug ones at that) than like
" intellectual explorers.

-impose it on its pupils. Schools that erjoy a strong sense

- of identity pursue clear ends, and can alter their methods
.and adjust their incentives if those ends prove elusive,

.. InGermany three sorts of high schools pursue highly
distinctive goals. In Japan children are so desperate for
educational success that they happily take on the corpo-
rate identity of their schools. Tn Denmark children havea
choice between a wide variety of schools. The opposite

:seems to be true for educa tionally unsuccessful countries,
‘The traditional American high school recruits all the

-children in the neighborhood without regard to their

- abilities and educates them without regard to their occu-
patiofial destinations. This attempt to be all things to all
men robs the high school of a distinctive identity. Itis
simply the local school: no more and no less,

The best American schools are now trying to be-
come rather more than this. For the pastdecade orso
schools across the country have been brying to turn
themselves into something more distinctive, in a bid
to motivate children and reverse educational de-
cline. Magnet schools—that is, schools that special-
ize in particular subjects and draw their pupils from
more than one neighborhood—have been the pio-

~neers of this movement. Elite academic schools such
as the Bronx High School of Science and Boston Latin

-Brew famous through specialization and open en-

.rollment, The aim of the magnet-school movementis

to let more schools adopt similar principles.

How can policy-makers encourage the creation of

-such successful schools? Twoideas have won mount-
ing support among education theorists: local man-
-agementand per-capita funding. Local management
means that day-to-day decisions about running
schools are taken by headteachers rather than local
bureaucrats. This increases the power of heads to
establish a personality for their institutions. Per-
capita funding means that schools are financed ac-
cording to the number of pupils they atiract.

The market revolution is destined to have only a
marginal impact in America. Most middle-class
people do well out of a system in which schools are
financed out of local property taxes. The Democratic
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party is too committed to the idea of the universal
high school—and too tied to the interests of the
teaching profession. But these ideas are becoming
widely influential elsewhere, They formed the basis -
of the 1988 Education Reform Act in Britain. Singapore
is giving its most successful schools more power to
run their own affairs and charge higher fees. Even
Sweden is introducing per-capita funding.

For underclass, read under-educated

It is worth applying market mechanisms to pupils as
well as to schools. One way to tumn potential drop-outs
Into reasonably educated workers is to improve their
incentives. The non-academic offspring of middle-class
parents endure the pain of education (boring teachers and
intrusive homework) because they know it will pay divi-
dends inlaterlife. Those who show signsof forgetting the
link betwee;n pedagogy and prosperity are given asharp
reminder in the form of a lecture ora bribe, -

American high schools have started applying the
same methods. Some use simple incentives—a free
pizza if you learn a bit of Shakespeare, a free ham-
burger if you master some geometry. Others have
turned bribery into a more sophisticated art. The
Renaissance Education Foundation, a philanthropic
organization that supports reward-for-performance
programs in 1,500 schools, encourage children to im-
prove their grades with.a hierarchy of rewards. These
start off with simple gifts, and growinvaluetoinclude
university scholarships.

The logical conclusion of this approach is paying
children to learn. This is effectively what happens in
the German dual system: school leavers earn a modest
wage for amixture of academic instruction and on-the-
jobtraining, Ttisbe ginning tospread elsewhere, In San

The traditional American high school
recruits all the children in the
neighbourhood without regard to theijr
abilities and educates them without re-
gard to their occupational destinations,

Antonio, Texas, the Rotary Club pays $50 a maonth to
children who are at risk of dropping out of high school
for financial reasons. :

Another way to reduce failure is to improve voca-
tionaleducation, Schoolleaversare easily tempted into
taking high-paying but deadend jobs.  Apprentice-
ships discourage such disastrous decisions and also
have a number of positive advantages, They smooth

- the transition between school and waork: apprentices

€arn a wage but continue to learn. They encourage
school leavers to realize that training is a source of
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i status and prosperity. The better they do on their
-training course, the higher up the socialladder they will
-cimb:. :
-+ Eliminating failure cannot be left to loose-fisted chari-
- ties and far-sighted businessmen. Governments need to
do the odd thing themselves sometimes. But if govern-
. ment intervention is to be more successful in the 1990s
thanitwas in the 1960s, policy-makers need to think again
about what they are going to spend their money on.
. Governmentsspend toomuch onpeople whoare predes-
tined for educational success and too little on people who
are prone to educational failure.

Local decision-making increases the |
. power of heads to establish a personal-
* ity for their institutions. | :

Governments ‘could start by reducing public support
for university students. Most western countries spend
much more for each one of them than for each primary-
school student. Butuniversity studentsareusuallymiddle

class by origin and overwhelmingly middle class by-

destination. The money saved should be spent on re-
vampingcompensatory programs for deprived pre-school
and infant-school children. . These programs may have
pursued Utopian aims and adop ted naive methods in the
past. But fheir basic insight is correct: if you want big
retumns on educational expenditure, invest in the young-
est. :

Brains in the Balance
Global firms will increasingly take their custom to coun-
tries with the best-educated workers .

Investing in education is to the 1990s whatnation-
alization was to the 1940s and privitization to the
1980s—the universal panacea of the day. Right-
wingers value education partly because it promises
to make labor markets more efficient, left-wingers
partly because it gives a respectable role for state

. activism.. Economists on both sides of the political
divide insist that human capital is now the most
precious form of capital there is. ' :

They are right. In a global economy, the competi-
tive advantage of nations depends increasingly not

Governments spend too muchonpeople
who are predestined for educational
success and too little on peoplewho are -
prone to educational failure.

on their stock of physical resources but on the quality
of their labor forces. Many large firms have been
operating in this borderless world for decades. They
move menial jobs to countries where labor is cheap,
and mentally demanding ones to countries where
workers are educated. Even medium-sized firms are
starting to get in on the act. The fashion among
American banks, for example, is to move some back-
offices'to Ireland or India. '

This increase in the mnobility of firms is particu-
larly threatening to the rich world. Once upona time
rich countries could expect to stay rich because they
enjoyed better technology or easier access to profit-
able markets. Now that wages are in effect being set
by the global market rather than by local ones, the
only way for rich countries to stay rich in the long

termistohavemore pro'ductive—which oftenmeans
" better educated—workers.

Rich countries everywhere—in the newly indus-

trialized world as much as the old one—look over

theirshoulders and see people willing to do the same
work for a fraction of the pay. The reaction is first
panic and then reform. Nowhere is this more appar-
ent than in Britain and America. In both countries

. reforming politicians have concluded that they are

falling badly behind Germany and Japan. In both.
countries reformers have used various market mecha-
nisms in an attempt to improve schools and close the
gap between education and industry. And in both

courtries they have been frustrated.

The real choice for an investor with an
“eye to human capital is between the
Pacific rim and Germanic Europe.

The Anglo-Saxon world has done too little in the
1980s to catch up with the world leaders in educa-
tion. The real choice for an investor with an eye to
human capital is between the Pacific rim and Ger-
mahic Europe. Atthe momentGermanic Europe still
comes out ahead, partly because it has innovative
universities, but primarily betause it has an unri-

~ valled ability to chumn out skilled workers., Those

workers will give the Germanic countries a vital
advantage in the age of human capital, enabling
firms to exploit information technology and flexible
producton. The medieval mastercraftsmen certainly
built to last.
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How the United States Ranks op
- International Tests of Math and Science

i standards took place two years ago, when 13-year-old studente in 15 countrieg
e articipated in the second International Assessment of Educational Pro gress
i NAEIE A random sample of 3,000 students in each countr answered more
"Iﬁ than 100 questions in science and mathematics. The United States (flaced near
“Ii‘ the bottom of the competition. The average grades are displayed below:
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Heterogeneous Grouping as a

Discriminatory Practice

by The Study Group—International Institute for Advocacy for School Children
Nicholas Maddalena, Chair

Reprinted with permission.

In the current context of achieving “world-class”
standards, mastery is essential. Unless students
master content at a rate that exceeds the current rate
"of mastery, it is impossible to achieve “world-class”
standards.

The practice of heterogeneous grouping of stu-
dents within this context is counterproductive and
systematically discriminatory. Heterogeneous group-
ing places low performers {often minority students
and those who are already behind) into a situation
that will punish them (with ongoing demonstrations
that they are not competent learners) and retard their
learning compared to what is possible with sensible
homogeneous grouping. The practice also retards

the learning of others.

Facts:

1. The same “lesson” is presented to all students
regardless of ability level.

2. Alesson has the potential of being mastered if
it does not require excessive learning.

3. The less students know about the content of
the lesson, the more mistakes they make.

4. If mastery is to be achieved, the mistakes are
to be corrected.

5. The pacing of the lesson depends on the extent
to which all mistakes are corrected.

6. The lower-performing and minority children
learn new content at about 5/8 the rate of
“erade-level” progression (performing around
the 20th percentile on standardized tests of

‘achievement compared to the 50th percentile
that represents grade-level achievement).

What these facts mean is that by the time children

are in the third grade, the lower performers are at-

least one full year behind the grade-appropriatelevel
{or the level that would be required for world-class
standards) while some children perform at or above
grade level.

If these children are grouped heterogeneously for

any new learning, the teacher presents a lesson that -

will teach content that is new for all the students.
The teacher presents tasks and items that test the
children’s ability to use and apply the facts, informa-
tion, rules, and procedures that are being taught.
Although the lesson is the same for all children,
the amount of new leamning required is not the

same for all children. If the amount of learning is
appropriate for students who are performing at a
grade-appropriate level (fact 2), the amount of new
learning required by the lower performers is exces-
sive. In many cases, the amount of learning required

of the lower performers is so great that it would be

impossible to bring the lower performers to mastery
onmore than half the lesson within the assigned time
period. {Consider how unsuitable a fourth-grade
math lesson is for students who don’t even under-
stand basic number relationships, who have diffi-
culty reading 2-digit numerals and, who have virtu-
ally no understanding of fractions.)

Consider the inappropriateness of the lesson.
Lower performers are considerably behind higher
performers. Therefore, they are required to learn

more than higher performers must learn to master

the lesson. The lower performers, however, are not
merely expected to learn more, but to learn more in
the same period of time. Students who have histori-
cally learned at about 5/8 the rate of grade-appropri-
ate students are now expected to learn at possibly 2
or 3 times the rate of grade-appropriate students.

According to fact 3, the less students know about
the content, the more mistakes they make. The lower
performers know less; therefore, they make more
mistakes. According to fact 4, if mastery is to be
achieved, the mistakes must be corrected. If the
teacher corrects mistakes, which are made over-
whelminglyby lower performers, these children now
receive what amounts to continual demonstrations
that they are not competent learners.

The lower performers are not the only cnes who
suffer from the format of heterogeneous grouping.
The grade-appropriate students are also prevented
from achieving grade-appropriate progression. For
them to progress on schedule, they should master so
much content during so many school days. If the
lessons are roughly appropriate for them in terms of
the amount of new information required for them to
learn, they could achieve this goal if they werein a
homogeneous group. If they are in a heterogeneous
classtoom in which the teacher corrects mistakes of
lower performers, the pace of the lesson is reduced
substantially. It now proceeds at about 5/8 the pace
that would be possible with a homogeneous group-
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ing. The grade-appropriate students, therefore,
will learn at the rate of lower performers, even
though they are placed in a program that is appro-
priate for them and even though this rate is im-
posed solely by the presence of students who are
not appropriately prepared for the lessons.

The teacher, of course, could pace the lessons in g
way that is appropriate for grade-appropriate stu-
dents, This scenario, however, compounds the dis-
crimination against the lower performers. Without
corrections, there is virtually no possibility that they
will master the content. Which rajses the question of
why they are present in the classroom. Neither the
content, the amount of learning required for mas-
tery, nor the pacing is appropriate for them.

Different strategies are used to disguise the dis-
criminatory nature of the heterogeneous grouping.
One is for the teacher to present different lessons to
different-ability groups in the class. This format is
discriminatory to everybody because the teacher
must now teach three different lessons to three dif-
ferent groups, butdoitina single period, by allotting
nio more than 1/2 the available Hme to any group.
The teacher is now teachingall students at a rate that
is substantially less than the rate that would be
possible if the students were hemogeneously grouped
and had full periods {not 1/3 periods) to work on
each lesson. ‘

Formats that involve projects without any clear
articulation of what students are to master are re-
jected on the grounds that they are clearly discrimi-
natory. Given all the skills and knowledge that we
know students must master to maintain “world-
class” pace, activities that do not refate to these goals
‘or that can be assessed accordingly have no place in
the curriculum.

The justification of heterogeneous grouping is
supposed to relate to “democracy,” “equity,” and
“access.” The basic argument that supports the
premise seems to confuse the classroom with a bus,
If students have equal access to a bus, there is “eq-
\uity.” Unfortunately, a seat in the classroom does
not-guarantee equal access to the lesson that is pre-
sented to all students. Exposure may be provided to
all students. But if the lesson is the same for all
students, access to mastery of the lesson is not the
same. Mastery is much farther from the reach of the
low performers. Itisso unreasonably far that placing
them in this classroom all but assures that they will
not master the content. '

Equal access to the content is possible only if the
potential for mastering the content is reasonably
great, which means equal Preparedness. For minor-
ity children and low performers to gain access to the

curriculum, they should be placed in lessons that -
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permit them to achieve mastery and build skills ang
knowledge as rapidly as possible.
Teachers who use =het§r9geneou's. grouping are
Placed in ano-win sitnatior. They quickly discover
‘that they can’t teach the lower performers, Thejy
choices are therefore a) to tead1. to the grade-appro-
priate students, b) to lower the standard so that
“everybody” passes (a practice that is responsible for
some of the current academic failure), or c)todo the
best that's possible in trying to give the lower per-
formers individual help, but recognizing that the
task is largely hopeless. In any case, the Ppractice
wastes time, teaches less, and discriminates against
lower performers. ‘ , o o
Kulik’s? (1985) analysis of 102 ability—grouping
studies confirms the'advantages of homogeneous
grouping. He concludes, “These findings suggest
that homogeneous grouping is often beneficial for
talented students, may improve achievement and
self-esteem of slow learners, and has little effect on
the achievementand self-esteem ofaverage students,”
Approaches that produced the greatest gains with
at-risk students in the largest educational experi-
mentever conducted (Follow Through) grouped chil-
dren homogeneously for instruction, The most effec-
tive approach taught the lowest performers (chil-
-dren under IQ 80) at nearly the same rate as children
in the IQ range of 100. This result, according to the
sponsor of the approach, would not have been pos-
sible without strict ability grouping of students,
Paradoxically, higher performers suffer most from
heterogeneous grouping. These are the students
who are most capable of achieving world-class stan- -
dards, , ' . _ L
In summary, any practice that guarantees failure
of students is senseless. If this practice systemati-
cally fails one Broup or segment of the population,
the practice is discriminatory. Heterogeneous group-
ing, by its very nature, guarantees failure of [ow
performers, many of whom are minority children,
The practice also impedes the progress of other stu-
dents. The practice, therefore, is discriminatory and
perfectly opposed to ’'ASC’s goals of developing the
potential of all students, The specific abuses are:
* Requiring minority children to learn unrea-
sonable amounts of material. :
* Requiring them to learn the material at a rate
that is unreasonably fast, A :
* Requiring them tobeina setting with students
who master the material with far Jess learning,

Kulik, C, {1985) Effects of inter-class ability grouping an achivvement

. and self-gsteem, Paper presented at the Annual Convention of the

American Psychalogical Associatian. Los Angeles,



The Contributions of a
Scientific/Business Perspective to
Improving American Education

| Douglas Carnine
National Center to Improve the Tools of Educators, Eugene, Oregon

The educational reform movement in America
suffers from alackof accountability. Glickman (1992)
wrote in Educational Leqdership: :

.. . Most schools move from innovation to
innovation (“We are doing whole language, or
cooperative learning, or curriculum integration”)
and define success as the implementation of
the latest innovation. To be Blunt, this is
nonsense. What difference does any innova-

" tion make if a school cannot determine effects
on kids? (p. 26).

Some of our national educational organizations
promote innovation over effectiveness. The Na-
tional Council of Teachers of Mathematics, for ex-
ample, set forth an innovative set of teaching prac-
Hees as a national goal, rather than a set of learning
outcomes. Furthermore, these prescribed innova-
tive practices had never been implemented and vali-
dated as effective in achieving the goals they promise
to achieve before they became the aspiration of Ameri-
can mathematics instruction. The potential for na-
tiorial disappointment is-very real. ' :

A similar exampleis the set of “innovative” teach-
ing practices prescribed by the National Associabon
for the Education of Young Children as “develop-
mentally appropriate practices” {(DAP). In instruc-
_ tional research, these practices have usually been
found less effective than other readily available prac-
tices (see next issue of Effective School Practices),

Even if the above-cited practices did represent the
state-of-the-art in effective schooling, making them a
state or national policy would crystallize educa-
tional practice, making further improvement impos-
sible.

Mandating practices rather thanlearning outcomes

is unbusinesslike and unscientific. The basis for
reform should be expressed in terms of results, not
practices. Administrators should be provided with

3

achievement goals based on reasonable assessment”
tools and samples of students’ actual behavior. Ad-~"
ministrators should receive the mandate to use what-’
ever verified practices and procedures are necessary
to meet these goals. Information about the latest

effectiveness studies should be made readily avail- -

able to guide local decision-makers.

A scientific/business perspective can help educa- |
tors make better decisions about contemporary “sol
lutions” and develop more trustworthy solutions!:
From this perspective, the focusisnoton implement-"
ing the latest faddish solution but onhow to develop '
and make decisions about solutions. Such a perspec--
tive can be operationalized with six educational ac-

countability criteria that should be applied to exist-"

ing as well as proposed educational tools and prac-
tices: |

1. Cleardefinition of an educational goaland its -

benefits for students, with indications of how

achievement of the goal will be determined. -

2. Effectiveness data on a proposed solution.
The data can include authentic assessmert,’
learner verification, comparative research, and "
so forth. This information must not only be

generated, but also made availableina usable”

form.

3. Manageability—a solution should have rea-"
sonable requirements for implementation!
Staff development and organizational sup-"*
port should be provided to ensure a succéss-
ful implementation of the solution. Cord

4, Cost effectiveness—educational outcomes -
from a solution should be achieved in the
most economical fashion. An example of the
need for this criterion is found in many large
districts where less than 50% of the education
budget is spent on teachers and materials in
the classroom. Is the expenditure of the other
50% cost effective? . ’

¥
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5. Equity—solutions need to benefit diverse
learners and not discriminate againstany iden-
tifiable group. Educational solutions tend to
be mandated or endorsed forali students, yet
children of poverty often do not benefit from
these solutions, '

6. Coh'erencéu—various solutions should be .

complementary, not contradictory. For ex-
ample, state and district mandates of prac-
tices which are ill-defined, not Proven to be
effective, or discriminatory, contradict the
intention of site-based decision making, where
school staffs are to have responsibility for
running the school and be accountable for the
results, Mandated practices greatly restrict
their freedom, yetleaves them accountable, in
effect undermining the intent and potency of
site-based decision making;

The implementation of these educational leader-
ship criteria would not be simple or quick. The
criteria are complex and their interactions are even
more complex. However, the criteria do signal an
intent to change the way in which decisions are
made, about expectations and about practices. Such
achange, over tirme, will greatly benefit teachers and
students. )

Implementation Activities

A scientific/business perspective can be applied at the
federal, state, and loca] level. The National Center to
Improve the Tools of Educators is prepared to help
interested parties carry out such activities,

Federal Level

e Naﬁonal curriculum standards {policy initia-
tive). National curriculum standards committees

~-should specify learning outcomes related to specific

content to be taught and should not specify how that
content.is to be taught.

* Educational research (legislative). A knowl-

" edge infrastructure should be developed, possibly

following the lead of medicine, The institutions
responsible for the knowledge infrastructure of medj.
cine and education are compared in Figure ],

At the federal level, the .5, Department of Educa-
tion funds ten regional educational labs, which have
great latitude in deciding how they spend their funds,
and a national Program Effectiveness Panel, which
evaluates proposals seeking validation as being effec-
tive, While these educational institutions could serye
functions analogous to those of the National Institutes

~of Health and the Food and Drug Administration, they

Function . Mﬂmmg

Identifies problems

Fund the evaluation
of possible solutions

Center for Disease Contro]

National Institutes of Health

Education

National Center for
Educational Statisties

Regional Educational
Laboratories and
Centers -

Carry out research on
possible solutions

Evaluates solutions to
determine effectiveness

‘ Figufe 1. Analogous functions of organizations in medicine an

- .
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Al potential solutions
must eventually be
evaluated.

- Research unijversities

and comipanies -

Food and D'rug"

Administration

Evaluates all pfo'posed

‘solutions before they

are endorsed and
disseminated.

Only solutions of
interest to researchers
are subjected to
extensive research,

Research universities
and companies

Federal DOE Program
Effectiveness Panel

Submission of solutions
is optional. Dissemina-
tion is possible without
either an evaluation or
an'endorsement.

d education,.




Contributions of a Scientific/Business Perspective o

Continted

donot. The federal research apparatus is not doing an
adequate job of promoting the development of educa-
tional tools and practices that meet the accountability
criteria. Moreover, the meager information that exists
oneffectiveness is usnally not made available to educa-
tors, let alone used in the selection of educational tools.
Minimal changes in legislation for the ten regional
educational laboratories would enable them to take on
a role analogous to the National Institutes of Health.

State Level

¢ Education legislation (legislative). The educa-
tional accountability criteria can be incorporated in
legislation. For example, new educational initiatives
would have to include disclosure for all six criteria.
The disclosures would be considered by legislatures
before enacting a particular initiative and by depart-
ments of education in preparing regulations.

‘s Education agencies {policy initiative). In the
absence of legislation, departments of education,
state textbook commissions, and state boards of edu-
cation could be lobbied to apply the educational
accountability criteria in the evaludtion of educa-
tional policy issues that are directed towa.rd student
learning,.

' ® Organizations interested in education, such as
state educational administration groups, interested
busmess groups, ete. (policy initiative), Coalitions
cotild be formed to support the implementation of
the accountability criteria in legislation and policies
of education agencies. One form of support might be
a scientific advisory panel to assist in interpreting
and synthesizing relevant research.

Local Level

* Districtadministrative and board policy (policy
initiative). School boards can be encouraged to
operate according to the educational accountability
criteria in a functional and effective manner.

Failing Grades

produced by Dr. Joe Freedman, M.D.

"A hard-hitting video that exposes the growing disaster of progressive education..."
- Alberta Report

Two Canadian doctors present an analysis of the data from Project Follow Through, the largest educational
study funded by the US Government in a very graphic, easy to understand format, as they identify and
debunk the main myths that are keeping North American students from excelling. These myths include: that
coaching students individually works better than addressing the whole class at once; that children’s self-
esteemn is prerequisite to learning; that a spiral curriculum, that recycles the same information every year, is
superior to a sequential program; that student performance will improve if children are encouraged to work .
at their own pace rather than meet the expectations of the teacher.

For a copy of the 76 minute VHS videotape and the two accompanying booklets (the essay and annotated
bibliography), please send check or money order for $17.95 US ($19.95 Canadian funds), payable to the

Society for Advancing Educational Research, to:

Society for Advancing Educational Research
¢/o VICOM Limited
11603—165 Street
Edmonton, Alberta
CANADA T5M 371

The annotated bibliography may be ordered separately by sending $3.00 US tor
‘Society for Advancing Educational Research
57 Allan Close
Red Deer, Alberta
CANADA T4R 1A4
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Begﬁﬁming Reading for At-Risk Students:
An International Perspectiver

Evelyn Shatil and David L. Share
University of Haifa, Israel

Baljit Kaur
- M.S. Univel;’sity of Baroda, India

American educators often forget the context in
which innovations for at-risk students are consid-
ered. For beginning reading, the context is particu-
larly important—broadened by the research base,
yetnarrowed by the fact that beginning reading is an
issue in many other languages, including those with
different alphabets,

Theextensiveand Ion g-runningresearch program
on beginning reading with the English language is
usually taken for granted, and sometimes igrored.
For example, the recommendations and mandates
for using a whole language approach to beginning
reading for at-risk students (e.g., California State
Department of Education, 1988) seem at odds with
most reviews of the research, e, g, Stahl and Miller’s

1989): :

( It)appears clear from the reviews of Adams
(1990), Anderson et al. (1985), Chall (1983),
and others, that children need to go through
intermediate stages of mastering word recog-
nition abilities to better develop the reading
abilities necessary to read good quality Litera-
ture with enjoymentand understanding. These
intermediate states appear to be better served
with direct and systematic phonics instruc-
tion (p. 109).

Regardless of one's position on how to Orgarnize
and conduct beginning reading instruction (Adams,
1991; Altwerger, Edelsky, & Flores, 1987; Goodman,
1986; Mather, 1992; and Perfetti, 1991), English lan-
guage educators here and in other countries (Byrne,
Freebody, & Gates, 1992; Goswami & Mead, 1992)
have at their disposal a substantial body of research
torefer toand to debate about, For example, one line
of research points to the importance of developing
proficiency in reading as early as first grade (Tuel,
Griffith, & Gough, 1986; Juel, 1988) as well as by

! The préparation of this Faper was supported in part by Grant
HI1BOM10006 from the U.S. Department of Eduration, Otfice of
Special Education Programs to the National Centertolimprove the
Tools of Educators.
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fourth grade (Stanovich, 1986). In fact, Juel (1988)
reported that a poor reader in first grade has a
likelihood of almast 90% ofbeing apoorreaderat the
end of fourth grade.

The purpose of this article is to briefly sample the
Status of reading research and the findings for at-risk
students in non-English speaking countries, The
selection of countries was neither systematic nor
extensive, Of the fwo Countries selected, Israel hag g
modest program of research, while India is just be-
ginning to organize and implement research on be-
ginning reading for at-risk students. These over-
views contrast the research bases that are available to
educators grappling with beginning reading for at-
risk students. The contrasts pointout the constraints
of limited research findings in making decisions
about innovations to enhance beginning reading.
The overviews are also suggestive in how research
on beginning reading in other languages aligns with
findings based on the English language. '

Beginning Reading Instruction and
At-Risk Children in Israe}

To the memory of our esteemed colleague, the lte
Professor Dina Feitelson

In Israel, formal reading instruction begins atage
six when children are introduced to the vowelized
form of Hebrew writing.? Hebrew, which is read
from right to left, exists in both vowelized and
unvowelized forms. With the exception of sacred
texts and poetry, almost all books, magazines, and
Newspapers are printed in unvowelized Hebrew,
which consists of a (primarily) consonantal alphabet
of 22 letters, In vowelized 'script, the vowels are
Tepresented by diacritical marks (dots and dashes)
inserted under, above, or between letters. Vowel-
ized Hebrew has ahnost perfect one-to-one letter-
sound correspondence (Navon & Shimron, 1984),
and probably for this reason, most children master




decoding well within the first year of schooling
(Feitelson, 1989). This tends to confirm research
undertaken overseas (e.g., Venezky, 1973; Thorstad,
1991} indicating that more “transparent” or regular
scriptsare acquired morerapidly. Only later, around
grade 3, are children gradually exposed to
unvowelized texts.

According to Feitelson (1973), the establishment
ofthe modernstate of Israel in 1948 saw the abandon-
ment of the traditional “alphabetic” method of learn-
ing to read (reciting letter names before reading
words aloud) employed for centuries in orthodox
Jewish communities in favor of a naturalistic, “cen-
ter-of-interest” approach based on the visual recog-
nition of whole words and phrases focused on a
child’s own interests. This method, which borrowed
heavily from prevailing North American viewsabout
reading instruction, actively discouraged the teach-
ing of word-attack skills. According to Feitelson
(1973), most children learned to read without undue
difficulty. However, with the massive influx of Jews
with little formal education from Arab countries n
the early 1950s, reading failure grew to crisis propor-
tions and led to a government-sponsored inquiry.
This investigation found major differences between
classrooms in immigrant areas in the proportion of
children failing and furthermore attributed these
differences mainly to teaching methods. “Success-
ful” classes had diverged from accepted “center-of-
interest” practices and were engaging in explicit
teaching of symbol-sound relationships. In addi-
tion, many children from well-educated homes were
being supplied at home with the symbol-sound
knowledge absent at school. As a result of these
findings, a new generation of structured, sequential,
code-emphasis programs rapidly became the norm.
Follow-up standardized testing indicated that the
change in method had largely eliminated mass read-
ing failure (Feitelson, 1573).

Although explicit, code-emphasis instruction re-
mains the dominant approach today, there exists a
wide variety of programs of initial reading instruc-
tion. According to a recent national survey (Spector
etal., 1990), approximately 40 different instructional
methods are presently being used in Hebrew-lan-
guage schools in Israel. Six of these methods have
earned a prominent place in the educational scene
and are used by at least 80% of the first-grade teach-
ers. The most widely used program is a basal called
“No Secrets” employed by approximately 48% of
elementary schools in the Jewish sector. Ne Secrefs is
primarily phonic with whole-word and meaning-
emphasis instruction playing secondary but signifi-
cant roles. An additional 37% of children are taught
by means of five major programsranging from heavily

phonic to whole-language approaches. The remain-~
ing 15% share approximately thirty additional read-
ing programs. Subjective teacher ratings of the effec-
tiveness of the most popular beginning reading meth-
odsindicated that pupils exposed to systematic phon-
ics instruction acquired reading faster than students
learning in a whole-language environment (Spector,
Katz, & Yaacov, 1990). Unfortunately, no objective
measures of reading were available to validate these
findings. Neither were data reported regarding the
level of achievement of disadvantaged children en-
rolled in the various programs. However, there are
several unpublished research dissertations that have
explicitly addressed the efficacy of different instruc-
tional methods for disadvantaged children.

One such study undertaken at Ben-Gurion Uni-
versity by Tov-Li (1990) compared two instructional
approaches, whole language and explicit phonics, in
a sample of 523 pupils who had been selected as
either advantaged or disadvantaged. At the end of
second grade, the disadvantaged children who had
been taught via the phonics method showed better
reading comprehension than disadvantaged chil-
dren taught via the whole-language approach, Con-
versely, the advantaged children in the whole lan-

- guage classes obtained superiorreading comprehen-

sion compared to advantaged children taught via
phonics. (For similar aptitude-treatment interac-
tions in English, see, for example, Freebody and
Tirre, 1985.) By fourth grade, however, disadvan-
taged children taught via the whole-language method
were superior to their phonics-trained peers on sev-
eral qualitative measures related to love of reading
and quality of written expression, although there
were no significant differences on a standardized
measure of reading comprehension.

Another graduate dissertation recently completed
at the University of Haifa compared whole-language
versus explicit phonics methods in a sample of 150
disadvantaged children. By the end of grade one,
children taught via the phonics method outscored
their whole-language peers by a factor of three on
both word recognition and text comprehension. In
fact, many children in the whole language group
were quite unable to read unfamiliar text even at the
end of the school year. Differences in reading com-
prehension remained highly significant when chil-
dren were retested a year later at the end of second
grade.

These dissertations, taken together with the ea:her
work of Feitelson and thesurvey by Spectoret al., paint
a fairly coherent picture—low-aptitude/. disadvan-
taged children tend tobe penalized, atleast in the eazly
grades, by unstructured, meaning-emphasis programs
that avoid explicit teaching of the alphabetic code.
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This general conclusion is also consistent with rese arch
in the English language (Adams, 1990; Chall, 1983).
Nonetheless, in view of the notorious difficulties asso-
ciated with conducting, rigorous research i classroom
settings and the small numiber of Israelistudies, conclu-
sions must be con-sidered tentative at best. In contrast
to the United States, there has been no systematic,
nationwide attempt to evaluate differences between
programs of initial reading instruction, such as the
USQE Cooperative Research Program in First Grade
Reading Instruction. With new reading programs
being introduced into schools, this means that children
routinely embark on learning “adven tures” with mate-
rials and methods which have not been systematically
evaluated.

Allied to the work on instructonal method compari-
sons is somie important research conducted recently on
the early prevention of reading failure. There are now
a growing number of studies showing that pre-school
phonemic awareness is a significant predictor of later
reading ability in Hebrew (e.g., Kozminsky &
Kozminsky, 1990). A landmark study by Bentin and
Leshem (in press) has demonstrated a causal link be-
tween pre-school phonemic awareness and later de-
coding skill. Preschoolers with poor phonemic aware-
ness were randomly allocated to a control group and
two experimental groups {(phonemic awareness, only,
and phonemic awareness plus letter-sound knowl-
edge). Children were trained over a series of sessions

in the final months of kindergarten, Follow-up testing

at the end of grade one revealed dramatic and highly
significant gains for both experimental groups. If
replicated, this work suggests that phonemic aware-
ness has an important role to play in learning to read
both regular scripts (such as vowelized Hebrew) and
irregular scripts (such as English). To our knowledge,
there has been no systematic attempt to incorporate
phonemic awareness &a.irdng into either pre-school or
first-grade reading curricula.

- Despite abundant research evidence both in Israel and
abroad, several dubious practices still existin many Israeli
schools, Classroomﬁbmﬁsaresﬁ]lnotu:ﬁversal(l’eitdson,
1989). Unacceptably large first grade classes (typically 35
to 40 children) are directed by unassisted teachers with
individualized one-to-one assistance available only to a
fortunate few. A nation-wide program of early identifica-
tion and individualized remediation for struggling first

graders (such as New Zealand’s Reading Recovery, Clay,

1985} remains a teacher’s dream.

Beginning Reading Instruction and
At-Risk Children in India

Poor attainment of literacy skills is a widely recog-
nized problem associated with schooling inIndia, The
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national rates for drop outand stagnation are phenom-
enally high. Studies on children who do continue to
remain in schools have consistently shown that a large
percentage ofthem donot learn toread and write by the
end of grade four or even five (Mistry & Mohite, 1982;
Kaur, Limdi, Rozario, & Maheshwari, 1992), Such is
the case irrespective of the geographic location of the
sample, when the children under study attend the
government aided /run public schools. The story is
somewhat differentand positive fora small proportion
of children attending expensive private schools, But
for a large majority of children in the public school
system, school is not assaciated with success.
Reading is construed very narrowly in most Indian
schools, Teachers are not trained in the teaching of
reading, Children are generally taught the alphabet,

~ thatis, individual letters, their sounds, and words thar

can be formed with these letters in the initial position.
Over-learning of basic units is emphasized—both in
terms of the recognition of symbols and the formation
of letters. The debate between the top-down and
bottom-up approaches which raged in the West in the
1960s-70s has never been an issue in India. To our
knowledge, there is no research investigating the ad-
vantages of using one approach to readin g instruction
over the other.

Since the mid-1980s, the first grade textbooks have

beenmodified. The letters arenow grouped togetherin
terms of their visual similarity and taught in clusters,
instead of being organized traditionally, which was
based largely on the similarity of sounds between the
letters.
Children are expected to learn three languages by the
time they complete eightyears of schooling, which creates
confusion formany children. Concern about the gradesat
which differentlanguages should be introduced inschool
has been raised and debated frequently by education
policymakers,

Concem for poor achievement in general has been
raised consistently since the political independence of
India in 1947, and one can hear frequent pleas from
educationalistand administrators for improving the qual-
ity of education. However, concern for better teaching of
reading in particular is of relatively recent origin. One of
the first organized attempts to address the issue of im-
proving reading instruction was the Reading Project
launched by the National Council of Educational Re-
search and Training (NCERT), New Delhi, in the early
1960s (Oommen, 1973). NCERTisan apexadvisory body
which plays a leadership role in research and personnel
preparation in the area of school education in India. The
Reading Projectresulted in the preparation of a number of
instructional materials, a re ading readiness test ba tteryin
Hindi (the national language of India), and a book of
readings (NCERT, 1966).




Beginning Reading for Al-risk Students o  Continued

Another major project which included assessment
of reading skills was the Developmental Norms
project of NCERT, initiated in the late 1960s {1969-
78). A total of 7,000 children from first, second, and
fifth grades were tested on a variety of tasks in their
multicentric study conducted in several rural, urban,
and industrial areas. The results revealed a dismal
picture vis-a-vis reading skills of elementary school
children, although this was not the focus of the study
and has not been discussed by the authors of the core
study (Malani, Muralidharan, & Bevli, n.d.). Despite
geographic and other variations, it is evident that
children were not learning to read and write at the
expected levels for any of the grades.

Barring the two projects cited above, there has
been very little activity on the reading research scene.
Chinna Oomimen reported in 1973 that the research
in reading was meager. The statement holds true
even today. There may be several reasons for this
state of affairs:

« Although educationalists and policymakers
realize the importance of reading skills for
success in school and in later life (at least in
urban areas), reading is not studied intensely
by any group of researchers—be it education-
alists, special educationalists, educational
psychologists, or child development special-
ists. There is no independent discipline of
reading,. ,

» Teachers arenot trained in the theory or prac-
tice of teaching reading. Teacher educationis
organized in terms of the school curriculum
(content) areas. Thus, teachers are trained to
be teachers of English or Hindi or any other
language, math, science, orsocial studies, etc.,
but nobody is trained to teach the skills of
reading and writing.

s  As is widely lmown, India is a land of a
multitude of languages (see Oommen, 1973,
for details). The available research may gen-
erally pertain to only one language. Concur-
rent or parallel reading research studies in
several languages, taking into account the
specific features of differentscripts, havebeen
non-existent until very recently. The lan-
guage barrier thus interferes with the gener-
alization of findings and the dissemination of

- the available information. ‘

The above points notwithstanding, reading has

not totally escaped the attention of researchers. The

" focus of research, though, has not been on the teach-

ing and learning of reading. For example, linguists
have concentrated their efforts on the structure/
grammar of various Indian languages. Several stud-
ies contrasting the features of different languages

have been conducted, which have an indirect rel-
evance for reading. Educational psychologists have
used reading as a “status” variable—a sample de-
scriptor—resulting in-a number of studies which
compare the characteristics of “good” and “poor”
readers, such as intelligence, creativity, personality
characteristics, socio-economic or caste affiliation,
and so on. Developmental psychologists and child
development specialists have exerted considerable
effort in studying the reading interests of school-age
children,and recently the relationship between read-
ing and television viewing. However, research ex-
plicitly investigating the process of reading or read-
ing acquisition methods of instruction and the rela-
tionship between the distinctive features of various
[ndian languages and reading has been virtually
absent until the mid-1980s.

Recent Research and Policy Initiatives

The issue of improving the quality of schooling
gained fresh momentum in the mid-1980s when the
new National Policy of Education was adopted by
the Government of India in 1986. For the first time,
the policy document was followed by the framing of
an elaborate Program of Action (Government of In-
dia, 1986}, and the enunciation of the Minimal Levels
of Learning (MLL) at each grade for each content
area, including reading (NCERT, 1988}). In addition,
the plan also emphasized the need for providing
special education to children in seven categories of
handicapping conditions, including learning disabili-
fies. - '

However, the teacher-training, school curricula,
and the school organization havenot unidergone any
substantial changes so far to keep pace with the
policy provisions. In order to provide appropriate
instruction in reading and writing, the acquisitions
of these skills in the context of the demands of teach-
ing-learning situations, methods of instruction, and
the features of the concerned language must be stud-
ted. -

In the 1980s, a group of psychologists initiated an
investigation into the relationship between
metalinguistic awareness and reading in Oriya, the
official language of the state of Orissa in eastern
‘India (Prakash & Mohanty, 1987). Prakash, Rekha,
Nigam and Karanth (in press) have reported a series
of recent studies on metalinguistic awareness and
reading in Kannada and Hindi. Their results consis-
tently indicate that literacy in non-alphabetic Indian
scripts is not related to phonemic awareness, a find-
ing contrary to that reported for English. The au-
thors attribute the difference to the unique semi-
syllabic nature of the Indian scripts. Earlier, similar
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findings were reported with reference to another Indian
language, Oriya (Parakash & Mohanty, 1989).

In the southern state of Karnataka, researchers have
beeninvestigating the distinctive features of Kannada, the
official language of Karnataka, and dyslexiaand the read-
ing performance of averagechildrenand adults, {Karanth,
1981, 1985).

Karanth and her colleaguesare atpresentinvestigat-
ing the relationship between phonemic awareness and
reading acquisition in a longitudinal study of kinder-
gartenand first gradechildren learning toread Kannada
(Karanth, July 13, 1992, personal communication).

In 1990, a muitilingual project was initiated to ad-
dress the questions of how children acquire the skills of
reading and writing in Indian languages. The projectis
partly funded by the International Development Re-
search Council of Canada, under a Human Develop-
mentand Family Studies Research Network atthe M.S,
University of Baroda, Baroda, India, Using the tech-
nique of error pattern analysis, acquisition of readingis
being investigated in a series of studies in five Indian
Ianguages—Hindi, Gujarati, Marathi, Asamese, and

Punjabi. First to fourth grade children with a wide .

range of language proficiency were administered 2
battery of tests consisting of component skills like
visual matching, visual memory, auditory-visual cor-
respondence, and reading of connected language as
well as copying, dictation, and spontaneous writing,
Data were collected towards the end of the school year.
All the languages under study are Indo-Aryan lan-
guages (OQommen, 1973), with Asamese being least
similar to the remaining four. Al Indian languages
have evolved from “Brahmi,” an ancient Indian writ-
ing system, and follow the same basic principles of
writing. Indian scripts can neither be classified as
syllabariesnoras alphabetic. (For detailed information
on the Indian writing system, see Karanth, 1985; Patel
& Soper, 1987), The reading tests were specifically
developed, based on the characteristics of each lan-
guage and the prescribed schoo! curricula, Work in
different languages is at varied stages of progress,
Some preliminary findings relevant to reading are.
summarized below,

® _Visual discrimination of the written symbols
“did not pose difficultes. Most of the children
were able to visually discriminate aj] the con-
Sonants and vowels by the end of first grade.
® Barring a few exceptions, such as [~t] and its
voiced counterpart [d] and {s] and [’s] in
Gujarati, or [d] and [x] in Hindj, letter-sound
correspondence was mastered by a majority

of the second graders. ‘
® Consonants having visual as well as auditory
similarity posed most difficulties for the be-

ginning readers.
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In Marathi, Hindi, and Gujarati,a distinctive feafyre which is marked

"within the general contour" of a grapheme, increasing the intra-graphemic
complexdty, was hard for children to distig Buish, e.g., in Gujerati, a diagonal
stroke through the bady of the symbol of {d] S makes (K] 5. Children even
until third grade confused these two symbols frequently. On the other hand,
a stroke at the botiom of (k] § distinguishes it from (ph] f Children had no
difficulty in telling these two symbols apart. 1t is possible that the difference
in the overall configuration in the latter pair 8| /|8 may have facilitated their
Tecogrition. Sucha cue is not available for the former pair5/8,

The analysis of the data is under progress. - It is
hoped that more research into the reading process
and skills wiil be undertaken in the near fu ture. Such
research can inform the teachin g-leamning practice
by delineating those aspects ofthe seript which present
difficulties for beginning learners and thus need
modified strategies of teaching. The findings of the -
research in Gujarati language are at Present being
used in working with children facing learning diffi-
culties in coping with regular classrooms, at Baroda.
A teacher’s manual informing them of the nature of
problems in Gujarati and Hindi is under Prepara-
ton. Hopefully, the increased interest in ensuring
education for all will lead to more research in read-
ing and the teaching of reading in Indja,

Coneclusion

This limited international sample of research on
beginning reading with at-risk students allows no
definitive coriclusions. However, the findings for
beginning reading in Israel with Hebrew are roughly
in accord with those in the U.S. with English, both in
terms of previous research on the importance of
Systematic phonics instruction and more recent re-
search on phonemic awareness. Moreover, the re-
search in Israel as well as the emerging research in
India points to the regularity of sound symbol corre-
spondences as a determinant of difficulty of learning
toread for many at-risk students. The continuum of
depth and breadth in research onbe ginning reading,
ranging from the U.5. to Israel to India, should sen-
sitize reading educators to the value of research in
helping to understand the causes of reading failure
and toevaluate alternative approaches to preventing
and remedying such failure, '

References

Adams, M. . (1990). Beginning to reaq: Thinking and
ledrning about print, Cambridge, MA: MIT Press,

Adams, M. J. (1991), Begirming toread: A critique
by literacy professionals. The Reading Teacher,
44(6), 371-372, '

Allington, R. L. (1980). Poor readers don't get to read
much in reading groups. Language Arts, 87, 872-876,




Altwerger, B., Edelsky, C., & Flores, B. M. (1987).
Whole language: What's new? The Reading
Teacher, 41, 144-155.

Anderson, R., Hiebert, E.,, Scott, ]., & Wilkinson, I
'(1985). Becoming a nation of reacers: The report of
the commission on rending. Washington, DC:
National Institute of Education.

Barr, R, (1989). The social organization of literacy
instruction. In Cognitive and social perspectives for
literacy research and instruction: The Thirty-Eighth
Yearbook of the National Reading Conference,
Chicago: The National Reading Conference.

Bentin, 5., & Leshem, II (in press). On the interac-

. tion of phonological awareness and reading
acquisition: It's a two-way street. Annals of
Dyslexia.

Byrne, B., Freebody, P., & Gates, A, (1992). Longitu-
dinal data on the relations of word-reading
strategies to comprehension, reading time, and
phonemic awareness. Reading Research Quarterly,
27(2), 141-15L1.

California State Department of Education (1988),
California basic instructional materials English-
language arts: Recommendations of the Curriculum
Development and Supplemental Materials Cormmis-
sion (available from Bureau of Publications, P.O.
Box 271, Sacramento, CA 95802-0271).

Chall, J. S. (1983). Learning to read: The great debate,
updated edition, New York: McGraw-Hill.

Clay, M. (1985). The Early Detection of Reading
Difficulties. Hong Kong: Heinemann.

Peitelson, D. (1973). Israel. In J. Downing (ed.),
Comparative reading. New York: Macmillan.

Feitelson, D. (1988). Facts and fads in beginning
reading. New York: Ablex.

Feitelson, 1. (1989). Reading education in Israel. In
W. Ellis & ]. Hladez (Eds.), Infernational handbook
on reading education (pp. 1-22), Westport, CT:
Greenwood /Praeges Press.

Feitelson, D., Goldstein, Z., Iraqi, ], & Share, 2. (in
press). Effects of listening to story reading on
aspects of literacy acquisition in a diglossic
situation. Reading Research CQuarterly. '

Freebody, P., & Tirre, W. C. (1985). Achievement
outcomes of two reading programmes: An
instance of aptitude-treatment interaction. British
Journal of Educational Psychology, 55, 53-60.

Goodman, K. (December, 1986). Examining our
assumphion about the relationship between teaching
and learning. Special discussion session presented

at the annual meeting of the National Reading
Conference, Austin, TX.

- Goswami, U., & Mead (1992). Onset and rhyme

awareness and analogies in reading. Reading

Research Quarterly, 27(2), 153-162,

Government of India (1986). Programme of action,
(HRD Publication No. 1562.) Department of
Education, New Delhi.

Iraqi, J. (1991). Reading to Arabic-speaking kinder-
garten children compared to alternative enrich-
ment activities as a means of improving reading -
comprehension and language skills [in Hebrew].
Unpublished M.A. thesis. University of Halfa,
Haifa, Israel,

Juel, C. (1988, April). Learning to read and write: A
longitudinal shudy of fifty-four children from first .
through fourth grade. Paper presented at the
Annual Meeting of the American Educational .
Research Association, New Orleans.

Juel, C.,, Griffith, F. L., & Gough, P. B. (1986). Acqul-
smon of literacy: A longitudinal study of chil- -
dren in first and second grade. fournal of Educa-- -
tional Ps yehology, 78(4), 243-255. g

Karanth, P. (1981). Pure alexia in a Kannada- '
English bilingual. Cortex, 17, 187-198. Lo

Karanth, P. (1985). Dyslexia in a Dravindian lan- "
guage. In K. E. Patterson, J. C. Marshall, & M.
Coltheart (Eds.}, Surface dyslexia: Neurological and
cognitive studies of phonological reading. London;
Lawrence Erlbaum,

Kaur, B., Limndi, K., Rozario, M., & Maheshwari, P.
(1992). A follaw-up study of the children of Bastar.
Baroda: Department of Human Development and
Family Studies. . ‘

Kozminsky, L. & Kozminsky, E. (1990). Phonologi-
cal awareness and successful reading acquisition
[in Hebrew]. Melilot: Collected papers on language

. and literacy education, Jerusalem: Bet Berl College
and Ministry of Education and Culture. '

Malanj, I, Muralidharan, R., & Bevli, U. (n.d.): A
study of children between the ages 5-1/2 — 11: Effects -
of environmental process variables on school achieve-
ment and cognitive development. New Delhi:
National Council of Educational Research and
Training (Mimeo). '

Mather, N. (1992), Whole language reading instruc- -
tion for students with learning disabilities:

Caught in the cross-fire. Learning Disabilities
Research & Practice, 7, 87-95. :

Mistry, V., & Mobhite, P. (1982). Learning disabilities
in primary grades. Baroda: Department of Child
Development. {Mimeo)

National Council of Educational Research and
Training (1966), Teaching reading: A challenge
New Delhi: Author,

Navon, D., & Shimron, J. (1984). Reading Hebrew:
How necessary is the graphemic representation
of vowels? In L. Henderson (ed.), Orthographies
and reading. Hiilsdale, NJ: Erlbaum.

Errective Scroor Pracrices, WiNTER, 1993 71



Oommen, C. (1973). India. In]. Downing (Ed.)
Comparative reading: Cross-national studies of
behavior and processes in reading and writing, New
York: Macmillan. R

Patel, P. G., & Soper, H. V. (1987). Acquisition of
reading and spelling in a syllable-alphabetic
writing system. Langunge and Speech, 30(1), 69-81.

Perfetti, C. (1991). The psychology, pedagogy, and
politics of reading. Psychological Science, 2(2, 70-
76. :

Prakash, P. (1987). Development of reading proficiency:
Relationship with metalinguistic awareness and -
cognitive processing skills.. Unpublished doctoral
dissertation, Utkal University, Bhubaneshwar,

Prakash, P, & Mohanty, A. K, (1989), February).
Reading proficiency and metalin guistic awareness,
Paper presented at the Interdisciplinary National
Seminar on language processes and language
disorders, Hyderabad.

Prakash, P., Rekha, D,, Nigam, R., & Karanth, P. (in
press). Phonological awareness orthography and
literacy. In R. Scholes & B. Willis (Eds.), Literacy:
Linguistic and cognitive perspectives. London:
Lawrence Ertbaum. -

Spector, A., Katz, A., & Yaacov, A. (1990). Reading
instruction in Israeli elementary schools.. Jerusa-
lem: Henrietta Szold Institute. o

Stahl, 5. A, & Miller, P. D. {1989). Whole language
and language experience approach for beginning
reading: A quantitative research synthesis,
Review of Educational Research, 59, 87-116.

Stanovich, K. E. (1986). Matthew’s effetts in read-
ing: Some consequences of individual differences
in the acquisition of literacy. Reading Research
Quarterly, 21(4), 360-407.

Thorstad, G. (1991). The effect of orthography on
the acquisition of literacy skills, British Journal of
Psychalogy, 82, 527-537. l

Tov-Li, A. (1990). Evaluation of a method of learn-
ing to read: “Reading without Readers” [in
Hebrew]. Unpublished M.A. thesis. University
of Ben-Gurion, Beersheva, Israel.

Venezky, R. L. (1973). Letter-sound generalizations
of first-, second-, and third-grade Finnisk chil-
drén. fournal of Educational Psychology, 64, 288- , -
292, ‘ :

“

72 ErrFecTive ScHooL Pracrices, WinTER, 1893

? Israel has two official languages, Hebrew and Arabic, with the
Ministry of Education maintaining kindergartens and schqols in
both languages. Like its Semitic causin, Arabic is first taught in
vowelized form. The most comman method of teaching reading,
eventoday, {s the alphabetic method. Although we are not awara
of any research on reading instruction in Israel’s Arab sector, an
important study by Iraqi (1991) found that a major problem in
initial reading is the profound difference between literary Arabic
(FusHa) and spoken Arabic (Aamiyya}, According to Iragj, this
problem is general and unrelated to socio-economic factors. An
intervention study by Feitelson, Goldstein, Iragi and Share {in
press) reports an_ effective preschool program for introducing
children to literary Arabic.




Conference and Workshop Calendar

Behavior Imstitute 1993 (RandySprick, Hill Walker, George Sugai, Geoff Covin) ~ June 17-18

Eugene, Oregon
To receive a brochure or further information call 1-800-241-2888

Atlantic Coast ADI Conference July 19-22
Rehoboth Beach, Delaware :

To receive a brochure or further information contact: Ellen Packman at (302) 645-2345

Eugene ADI Conference "WORKING WITH WHAT WORKS" July 26-30

i Eugene, Oregon :
To receive a brochure or further information call 1-800-995-2464

19¢th Annual Carmel DI Conference October 28-29.
Carmel, California

Wisconsin Summer Conference on Direct Instruction August 11-13
Madison, Wisconsin -

19th Annual Carmel DI Conference
When: October 28 & 29
Where: Carmel, California

For further information contact:
Wes Robb ™~
SRA
6527 N. Colonial Avenue
Fresno, CA 93704

or Call 1-800-457-8390 (CA or NV)

Wisconsin Summer Conference on Direct Instruction
When: August 11-13
Where: Memorial Union on the campus of the University of Wisconsin, Madison

Keynote Address: Ed Kameenui,
Associate Dean, Division of Learning and Instructional Leadership

University of Oregon

For further information contact:
Sara Tarver
University of Wisconsin -
432 N. Murray Street
Madison, Wisconsin

Phone: (608)-263-5701 or 5860

ErrEcTIVE ScHOOL PRAC.TICES,\WINTER, 1993 73



Eugene ADI Conference Highlights

Educators in public schools today face enormous pressures toinclude all students in the regular classroom,
regardless of disabilities and functioning levels. At the same time teachers are expected to raise academic
achievementlevels. Incidentsof serious problem behavior are spiralling, and funding for schools is shrinking,
In addition, teachers are required to introduce more curricula and experiment with new models. Is the task
of educating our students insurmountable? Maybe not.

The Association for Direct Instruction believes that we can effectively teach all students, and this year’s
conference is designed to give educators specifics on how to accomplish this important goal. We offer a wide
variety of workshops sessions on effective academic curricula, teaching strategies, and related content areas
that have been thoroughly researched and extensively implemented in schools and classrooms. We proudly

present a conference for educators with the theme:

“WORKING WITH WHAT WORKS”

KEYNOTES. ..

Monday, July 26 (Opening)
What's Worse: An Evil Conspiracy or a Very Bad Accident?
Bob Dixon — Research Scientist, Washington Research Institute & University of Oregon
Tuesday, July 27
Sacrosanctity vs. Science
Bernadette Kelly — Research Associate, University of Oregon
Wednesday, July 28 '
Direct Instruction, Higher Order Thinking Skills and a lot more
Zig Engelmann — Professor, University of Oregon

Thursday, July 29
How Do You Know?

John Lloyd - Associate Professor, University of Virginia

Friday, July 30 (Closing)
Success—Kids Aren't the Only Winners
Zig Engelmann '

This year's conference is organized around specific interest tracks, The tracks are designed to provide -
information and training in areas directly related toconference participants’job responsibilities and interests.
For example, the Behavior track is designed around the needs of behavior specialists; the Upper Level track
provides information and training for teachers of students iny grades 6-12, and the Remedial/ Chapter 1 track
focuses on teaching student in special education and remedial settings. Participants should identify the track
that best describes their position and choose from the sessions within the corresponding track. Tracks are

designed to assist you in selecting appropriate sessions; however, please feel free to choose any session of
interest. '

Status Conference Fee
Non-Member $195.00
ADI Members $156.00
Student Members - $117.00
Group rate will vary (call) 1-800-995-2464
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Inferest Areas

Sessions Elementary | Upperlevel | Remedial/ | Administrators | Supervisars Behaviar Newto D.I. | Parents
Chapter 1 Speclalists

Adapting Content Area Cun1cu|um :
for Low Performers o ¥ N N

Reasoning and Wrilng C-E and
Expressive Wriling +

Saminar for Administrators:
Building Effactive Schools ' +

Conducting Tralning on DL
Programs.

hing 5 Agame
The Practices and Politics of
Baginning Reading ) + _ _ ¥

Currlcuium-Basad
Measuremani & D. 1. | + ¥ |

Ovarview of Cennacting . _
Math Concepls ool + 4 J : : N
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port and make 2 difference,.
tion Video T raining Programs

Each 60 minute tape: o —
* .« has been professionally filmed and edited, | %
- presents a full lesson within 2 typical classroom, IR

- has engaging praclice activities to complete,
- Covers basic training procedures of
signaling, pacing, & corrections.

ADVANCED 'I_'RAINING PROGRAM ‘

N

b ADVANCED ThANING

N b

READING MASTERY
RM |, 11, 1l VI lessons

COFIFIECTIVE READ,
Dec. 4, 81, Comp. 4 fe;

Cealn
il

-~

The Advanced Set:
~ conlains 2-one hour tapes,
~ lrains exlensive advanced fj

rming and correctiop procedures,
~ includes a 26 page rep

roducible Participant's Guide

VIDEO TAPE EROGRAMS INCLUDE:

Reading Mastery (3 Tape Sety  $299.0p
Corrective Reading (3 Tape Set) $299.00
Advanced Training (2 Tape Set) $349.00

Make checks/purchase orders payable to;

VP icints, 5,
8719 Radburn Drive
Baldwinsville, NY 13027

1- 800-578-2621
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NEW PRODUCT

SYSTEMS IMPAC'T VIDEODISC PROGRAM

PROBLEM SOLVING WITH GRAPHS, CHARTS,
AND STATISTICS

A Systems Impact Videodisc Program to teach students in grades 4 through 7 generahzable
concepts about graphing, statistics, and data analysis. These topics appear throughout the
school curriculum in mathematics, reading, social studies, and study skills instruction. The
program is designed to replace the graph—related lessons in a mathematics textbook.

Objectives: :

The program’s objectives match and exceed data skills objectives for grades 4 through 7 cur-
rently addressed in: (1) current mathematics textbooks (2) standardized tests and (3) the Na-
ttonal Teachers of Mathematics (NCTM) Standards.

Design: .
The program makes extensive use of real—world data in an mterdlsmphnary context, Students in

the program work independently and in small groups to interpret, gather describe, and display
data. The program contains 15 lessons, comparable to the number of lessons in most textbook -
series. Each lesson requires approximately 30 to 40 minutes a day.

Research Base: :

The Problem-Solving program was desrgned according to research based principles of instruc-
tion, with careful attention to the details of instructional design. Extensive field-testing vali-
dated the effectiveness of the instructional design: '

SPECIAL OFFER

Purchase your Problem Solving with Graphs, Charts and Statistics program
BEFORE JUNE 1, 1993 AND SAVE ' ‘

Cost if purchased before June_ 1, 1993: $495 .
Regular cost: $715. '

. Order Information from:
BFA Educational Media
468 Park Avenue South
- New York, NY 10016
(212) 684-5910 or (1-800) 221-1274
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Where: Eugene Hilton Hote] & Conference Center .
Featuring: Randy Sprick, Hill Walker, George Sugai, and Geoff Colvin

What the Oregon Behavior Institute Offers:

The Oregon Behavior Institute is designed to provide comprehensive training for a
school building team to effect change on a school-wide basis. The teams can expect
mmformation and training on: _ a

* Positive, proactive approaches for managing behavior;

° Astaff development System that results in substantia] and durable changes
in staff behavior;

* Aschool-wide behavior management plan that ﬁitegrates asséssment,

prevention and remediation of problem behavior, and targets school-wide
settings, classrooms, and individual students;

* Abuilding team model that functions as an ongoing staff catalyst to imple-
ment, maintain and revise their schoo] behavior management plan,

For an Institute brochure or further information contact
Charlene Tolles at 1-800-241-2888 or write to:

Behavior Associates, P. O, Box 5633, Eugene, OR 97405

————
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ADI MATERIALS

Theory of Instruction (1991)
by Siegfried Engelmann & Douglas Carnine
Membership Price: $32.00

Direct Instruction Reading (Revised, 1990)
- by Douglas Carnine, Jerry Silbert, & Ed Kameenui
Membership Price: $32.00

Direct Instruction Mathematics (Revised, 1990)
by Jeérry Silbert; Douiglas Carnine, & Marcy Stein
Membership Price: $32.00

Teach Yoﬁr Child to Read in 100 Easy Lessons (1983) -
by Siegfried Engelmann, Phyllis Haddox, & Elaine Bruner
Membership Price: $15.00

Structuring Classrooms for Academic Success (1983)
by Stan Paine, J. Radicchi, L. Rosellini, L. Deutchman, & C. Darch
Membership Price: $11.00

War Against the Schools® Academic Child Abuse (1992)
by Siegfried Engelmann _ :
Membership Price: $14.95

Becoming a Nation of Readers (1983)
The Report of the Commission on Reading
Membership Price: $4.00

Beginning to Read: Thir’:kiﬁg and Learning About Print (1990)
by Marilyn Jager Adams (A summary by the Center on Reading)
Membersh_:::q_frlz"ce:‘ 3890

trdad B

PRICE LIST

List Price: 340.00

List Price: 340.00

List Pn.'ce: 340.00
List Price: $19.00
List Price: $14:00
List Price: $17.95
List Price: '. $5.00

List Price: $8.50

Subiotal
Postage & Handling! Ifyour order is: P&HI
30.00 10 520.99 $4.00
321.00 10 340,99 35.30
341.00 to 360.99 - 5700
$61.00 10 380.99 B850
$81.00 or more $10.00
P&H
ADI Membership Dues
Total

(U.S. Funds)

Please make checks payable and send to: ADI » PO Box 10252 Eugene, OR 97440
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Join the Association for Direct Instruction

The Association for Direct Instruction is a non-profit organization dedicated to dissemina-
tion of i_iifq;matigh on effective, research-proven Ppractices for schools. ADI publishes a
quarterly magazine Effective School Practices featuiring research from the field, implementa-
ton descriptions from schools arourid the world, and expert, easy-to-understand answers:
to questions about the problems school personnel face in teaching, supervising or adminis-
trating every day. ADI also sponsors workshops, publishes books, and markets other.
products that are available to members at a discount. e
Please consider becoming a sustaining member. ADI is increasing its efforts to promote the
use of proven practices in schools and your contributions will help,” = " T

(] %20 Regular member (inducies one year of Effective School Practices and a 20% discount on ADI
sponsored events and publications sold by ADI). c - EE A

Voo

$10 Student member (includes one year of Effective School Practices, a 40% discount on ADI.sponsored
events, and a 20% discount on publications sold by ADI).

$40 Sustaining member (includes regl_llar‘membé';:ship privileges and recogrition of your support in
Effective School Practices). ' ‘

$75 Institutional member (includes 5 subscriptions to Eﬁeéﬁﬁe Szﬁool Practices and regular: ,_e‘r_nl'jership
privileges for 5 staff people). _

O 0O o0 0

' $10 Effective School Practices subscription only (outside of North America and Hawaii, $20 per year),

I'd like to do more. Enclosed is an additional contribution of §

Contributions and dues are tax deducﬁBle to the fullest extent of the law. .

Please make checks payable to ADL

- Name:

Address:

City, State, Zip:

Phone:

School District or Agency:

Position:

Special thanks to our sustaining members:

David Fossum Georpe Brent Kay Milton Roberta Weisberg Kent Johnson Linda Hacker
Steve Graf Elaine Bruner Kathleen L. Schaefer  Stephanie Winsor Jean Osbom Elyse Komitzsky
Mary Schmidt Linda Grady VieciTueei Jonita Sommers . Julie Eisele . Young Yon Lee
Valerie. G. White  Steve Hoffelt Rose Wanken . Peter Bell-Irving Suzie Rimes Jeanine Thunder
Barabara Warrell  Diane Kinder Paul Weisherg ~ Edward Huth Andra Gross
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