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EOREWORD

The papers in this volume are the prmcfdmgs ot the National 1 eadership Confer
enve un Basic Shills held January 7-8, 1982, at Suuthwest Texas State University, Sah
Maroos. Texas This invitauonal conference, sponsored by the University'’s Center
tof the Study ot Basic Shills, provided a forum for national leaders to )dentify and
(0 discuss promusing practices, problems, and solutions irf basic shills instruction

The bouk 1 intended tor the large number of people who are either interested or
actinely engaged in improving basic shills instructiop practitioners in elementary,
muddi¢, and sevondary schools and colleges, basic shills policy makers, uniersity
based researchers and teacher educators, and school administrators The volume
attempts to bring together and 1o solidity our tundamental Anowledge about basic
skills instruction as we move 1nto the 1980s. ,

In spite ot dwindling tederal support for improving basic shills instruction in our
nation’s schools, it s Jear that much work remains to be done to increase student
achievement  The tollowing papers, we feel, provide the strategies for accomplishing
this work :

In Part 1, Thomas Good details the progress that has been made in (lassroom
research during the past A;Lade and discusses three characteristics of effective
teaching teacher expeciations, active teaching, and classroom management In Part
1, Stephen Judy reviews several points of agreement and disagreement 1n writing
research and practice and then makes four sécommendations for changes iy writing
instruction. Beverley Bimes thep concludes this section with a teacher’s view of
improving whiting instruction  The improvement of mathematics instruction in the »
1980s s discussed in Part 111 by Shurley Frye and Ross Taylor, both of whom outline
a speafic agenda for action In Part 1V, Lloyd Kline offers three prinuples accepted
by most reading educators and then posits three statements of need which ought to,
guide reading instructors  Next, David Pearson recommends that teacher$ change
their questioming stiategise and instruction in vocabulary and comprehension shills
and that they become more adtive 1n modeling and providing feedRack to learners
Finaily, Rosatinda Barrera explores the complexities of teaching reading to language
minonty students. In Part V, Barbara Lieb-Brilhart discusses the evolution of oral
COMMUNIation as a basic shill and makes five recommendations for improving oral

ycommunication research.and instruction. Kenneth Brown then reviews several ap

proaches to instruction 1n and assessment of oral communication shills. In Bart V1,
Shirley Jackson and Raymon Bynum outline the roles that the federal and state
governments will assume in the basic skills movement in the 1980s William Bechtol
<oMuludes this section by discussing the important contributions that higher eduga

tion van make to the basic shills effort In Part VII, Carol Danicls asserts that
teachers van influence publishers to produce educational materials that reflect the
«onterence’s recommendations in basie shills instruction In addition, she outlines
the critenia for teachers to use in selecting materials. Finally, Forrest Parkay and
Sharen p’Bryan <omment n their epilogue on the need to heep alive the quest‘to
improve the quality of schooling 1n the 1980s

We teel that the tollowing papers represent a significant contribution to our

. understanding of how to improve basic shills instruction. Furthermore, we hope ’
that these papers will heep alive a serivus and sustained dialogue on how to improve
the edutational lives of ali our nation’s students. - |

San Marcos, Texas Sharon O'Bryan

Southwe§t Texas State University } %) Forrest W, Parkay ° |
June 1982 . Michael Hennessy 1
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'FOCUS FOR BASIC SKILLS INSTRUCTION IN THE 19805

- B

Fo}rest W. Parkay & Sharon O'Bryan

-

Southwest Texas State Untverstty
' Y
Ameriva’s school system 1s currently striving to meet the dompler needs ot a souiety
undergoing extensive soual and economic change This systemn, in.an attempt 1o be
responsive to all its vonstituencies, 1s overwhelmed with voung p&)plc trom diver
gent backgrounds .

In recent years the press, edudators, students, parents, aud cmiployers have
complained about the level of hiteracy within this mix of yourg people Pressure to
increase achievement in the basic skills (defined in a 1978 U S, Senate Commirtice
Report g#reading, mathematies, and oral and written communication) resulted 10 4
back-to-basies movement that recenned much attention in the media Initial support
tor this movement came from federal monies, though today we are witnessing
extensive cutbacks 1n federal support of basic skills improvement programs

As we mmc into the 1980, then, several questions must be addressed Where arc
we, and where are we going with basi shilly programs? What arc effective programs
and practices in basic skills? Finally, what will happen to the*strides made 1n basic
skills programs as federal funding dwindles—can we maintain, even extend, our
successes?  *

. To answer these qucs(:ons educators and basic shills policy makers from nine
teen states, the Distyict of Columbia, and three countries convened at Southwest
Texas State University on January 7-8, 1982, for the National Leadership Confer
ence on Basic Skills. A Conference Declaration for Basic Shills Instruction in the
1980s, compiled from key points made by ?e twelve main speakers and the reactions
of participants in small group discussionsfwas developed.  *

. Five recommendations from this declaration stand out as essential to any effort
to improve, instruction:

e Time must be scheduled for reading, mathematics, and ‘oral.and wruten

commuynication.

e Teachefs must expand and develop their teaching skulls.

o Relatignships among all the basic shills should be explored and taught 2Cross

tee curriculum.

e Rescarch-proven effective practices should be implemented locally even

though federal support 1s diminishing.

e Edycators must remember that no simple solutions exist for complex educa

tional problems.

The following conferencegdeclaration, presented here in ity entirety, offers a
sufficiently Clear focus for nd}oung instruction in the 1980s We hope that educa
tors around the country will fiid this document a useful, pointed synthesis of

~ current, first-rate research and practice in teacher effectiveness, staff desklopment,

ERI!
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reading, mathematics, and oral and written communication. The dedlaration repre
sents, too, a vompelling statement that today we possess adequate hnowledge to
begin to improve siggficantly the educational lives ofour nation’s students
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. .- CONFERENCE DECLARATION FOR BASIC SKILLS

INSTRUCTION IN THE 1980s
i g

) #»
' «  Research-Based Findings on Teacher Effectiveness

® Effective Teachers)Do Have a Measurable, Important Influence on Student
Learning.
Recent research Jbascd on classroom observation illastrates convinuingly that
teachers do have a measurable, important influence on student learning. Re-
searchers, however, need to spend more time working in Jlassrooms in order to v
%ormulatc more realistic and acc¢urate coneeptions of the tedcher's role and (o
etermine how effective teachers differ from ineffective teachers. Researchers must
also work at the lotal school level 10 help teachers implement research findings.

® Teacher Expectations Significantly Inflyence Student Learning,

Effective teachers view teaching as a complex job that, despite its difficulties, can be
done cffcg:mcly They also communicate to their students appropriate expecta-
tions—neither too high nor too low. P

Skills Maintenance Pro Enhance Student Learning.

Achievement tan be ymproved when previously learned shills are systemativally
reviewed on a regular basis. A five- to fifteen-funute review every Jday or every
other day 1s most effective. It is casier to stop students from forgetting than o lel ‘
them forget and then teach them again. Skulls maintenance is an excellent transition
activity after recess or lunch or at the beginning of a period. Moreover, a shills
maintenance program can ‘bc implemented with relatively Littte inservice traiming.

-
o

Active Teaching Results in Increased Student Achievement. )
Teachers who are more active in presenting information, paying attention to the

meaning and conceptual development of content, looking for signs of student |
comprehénsion and ‘or confusion, and providing successful practice opportunitics |
appear to have more student achievement gains than do teachers who are less aclive
and rely more upon seatwork and other classroom activities.

L .

* Classroom Management Affects Student-Achicvement. '
,Cc(z:ssroom management (iheluding the effective use of time, proactive planning, and
responding to studepts’ behavior) strongly influences student achieverment. There is,

however, no list of simple rules that guarantees suceessful management—cflecyre
management varies with the age of students, instructional goals, ete. Sull, the
concepts and research findings in this area are numerous and useful and should be
communicated in teacher education and inservice progrants.

No Simple Solutions Exist for Complex Educational Problems.

Educational pro }t:‘ft\é areprofoundly vomplex and, as such, arc beyond the simple
solutions ofteft proposed. "Research has provided some important coneepts for
analyzing an«é desighing instrifetion, but these Hindings cannot be apphed to educd-

tional settingd without first cbnsndcnng the context within which tht individual v
teacher worksj, 2
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Staff Development

o Adminustrators Must Encourage Teachers To Improve Skills Through’Inservice and
Membership in Professional Organizatidns. .
Ettective teachers must be flevible enough to recognize changes in education and in
the world at large They must look at new learming theories, teaching methqds, and
student populations angd be willing 1o adapt ther teaching to these. Administrators
should, therefure, develop and support leadership among teachers and encourage all
teachers to participate in professional o“am/anons

* Teachers Must Commit Themselves to Continuous Professional Growth.
Teachers must be encouraged o improve their decision-making 'shills as they search
tor their vwn most ettective methods for teaching basic skills, Through increased
monutoring and examinagen of their teaching behaviors, teachers can better under-
stand classroom dy Tmm and learn when and how to apply research findings

—_— Oral Communication .
. /4 - -

e Laplore the Relationship Between Oral and Written Communication Skills.
Sinulanties and Jdifterences between oral and wnigen communicagon should be
wdentitied and made apparent to teachers and studenis. The historkal canons of
nvention and arrangement should be common to both oral and written basic shitls

. .

e Emphasize Oral Commudication Instruction. . .
Adequate ime must be allowed for oral communication in the following six areas
verbal shills, nonverbal skhills, interaction shills, critical “evaluatine skills, message’
strategy shills, and functional. situational skills. Curnc’t{lum goals must be as clear
for oral communication as they are for other subject areas—no longer should oral
communication merely provide supportive activities for other language arts.

{

e Develop Interactive Methods of Assessment and Performance Measures Which Are
Valid, Reliable, and Feasilje. )

Federal, state, and local education agenues should develop new methods of asgess
ment that are vahd, rehable, and feasible. In addition, these agencies shoufd conduct *
tudies to altay or venfy fears that oral communication assessment is too time
onsuming and costly. The results of the new assessment cfforts should be dissemi
nated widely throughout basic skills programs in order to promiote alternative means

of assessment and to help others avoid duplicating work already dong,

* Develop 2 National Oral Communication Project Patterned After the National
Writing Project, ’
Because the National Writing Project has earned awdaim from both educators and
the general public, a similar project for oral communication vould produce equally
valuable results “ .

Reading

, - .
« Réading Skills Should Be Taught In Confext—Not Ifolation. -

*Students cannot be taught to read outside the vonteat of their expectations, cares,
doubts, questions, loves, or hates. Furthermore, teachers should not use the results
of one small research study without considering the larger context —the mystery and
awe through which any of us at random learns to read

3
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,Reading Instruction Shquld Be Explicitly Structured’and Organized.

, While no specific system ot teading instruction works with all students, just about

}, teachers

O

ERIC
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any system works with mostif it structured and organized. Reading teachers need
(o bring a greater sense of order to their Jasstooms by knowing exactly what they
are trying to do, by letting students in on that knowlcdge and by expe.ting
appropnate behavior of them. .

Questions Asked of Readers Should Be Changed To Promote Better
Understanding.
Research suggests that it matters 4 great deal what hinds of questions teachers and
teachers’” manuals use to detcrmine students’ story comprehension. Questions that
ask stublents to predict. to relate the text to priog hnowledge, and to evaluate
pradicted outcomes are superior to more Literal andolgdglual questions

'

Vocabulary Instruction Should Be Changed To Relate More To Students’ Present
Knowledge and Experience.

Instruction that emphasizes where a word fits 1n a student’s present vocabulary 1s
better than methods that emphasize word recogniion vocabulary and verbaum
detimtions A reader’s knowledge of a topic and of the hey vacabulary included in a
textais @ better predictor of comprehension of that text than is any measure of
reading abthty or achievement ‘

Readmg Teachers Should Give Frequent, Direct, and Fxplicit Instruction for
Comprehension Skills.

Research suggests that” mmprdunsmn (thoubh a wmpley interactive process be-
tween the reader and the text) can be tayght. Current approaches (o comprehension
that stress only practive omut a crftieal element—the teacher acting a$ a model,
demonstrating how to solve problems and showing what Jlues to look for in the text
in order to find solutions Comprehension activiues, then, should include teacher
modeling, guided practice, and regular corrective responses from the teacher.

Writing

Writing Programs Must Be Based on Erequent, Authentic Writing Experience.
Writing is a leagn by doing shill, and therefore frequent writing practice 1s necessary
tor both h.hu&nd advanced students. JThe question for the 1980s 15 not whether
Johnny an ¢ have mastered mandated objectives or hierarchical patterns of
discrete lant$& shills, but how often they wnite, to whom, for what purposes, and
under what hind of professional gurdance.

AS

Writing Must Be Part of All Classes, Not Just English, Language Arts,
Wring,across the curriculum must be developed and implemented by English
teachers 5o that students will write in all (asses. Research in the language learning
process shows that composition s not merely the putting down of 1deas preformed -
in the writer’s head, the writing process is inextricably bound to discovery, to gaining
knowledge — knowledge of the world and of the self. Writing 1s both a liberal art and
4 skl as such,at s absolutely essepual for learning in all discaaplines. Therefore, the
teaching of wnung cannot and should not be exclusively the domain of English

< ‘L
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e All Enghsh Teachers and Content Area Teachers Must Expand and Dexelop Their
Writing Skills. . -

_The suwcess of the National Writing Project shows that the way to improve writing
mnstruction i1n the schools s to help teachers educate themselves about current
methodology, not to threaten them with standardized tests. Inservice 1s expensive, of
course, but 1t wan be effective. If the money now used fOr testing programs were
redirected toward well-conceived inservice, there would be enough money to reedu-
cate all willing teachers, with some left over for modest, well-conceved testing

programs.

'

o Compositien Teachers Must Be Given More Satisfactpry Teaching Conditions,
s Including Manageable Class Sizes and Loads. '

For over two decades the National Council of Teachers of English has advocated
lass loads for secondary English teachers not to exceed one hundred students and
four classes. But during those decades we have seen class sizes and loads in most
states inurease, not decrease. ;Ewcn drawing on contemporary peer-editing tech-
niques, no teacher £an teach writing effectively to massive numbers of students. If

\uhools are serious about improving wnting instruction, they must pay attention to
manageable Jass sizes and loads. N

o e
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- Mathematics
‘ .

» Identify Mathematics as an Essential Bastc Skill.
Each school district should have a written policy that identifies mathematics as an
c essential basic skill. This policy should identify various mathematical skills, not just
computation, as basiv and should support a strong, mathematical program The
. program should¥be supported Yhrough adequate resources and should actively

v involve administrators, teachers, students, parents, and the community.

o Emphasize and Identify Basic Skills Areas in Mathematics,

Each basie shills program should indude at least the ten areas identified 1n the
National Counul of Supervisors of Mathematics’ Position Papet on Basic Mathe-
matical Skills. problem solving, applying mathematics to everyday situations; alert-
ness to reasonableness of results, estimation and approximation, appropriate com-
putation skills, geometry, measurement, tables, charts, and graphs; using
mathematius to predict, and vomputer hiteracy. The National Council of Teachers of
Mathematiws’ Agenda for Action. Relommendation for School Mathematics for the
1980s supports such a position and places special emphasis on problem solving

o Emphasize Mathematics Skills for Career Alternatives,
The National Counul of Teachers of Mathematics recommends at least three years
of mathematies for grades 9 through 12 1n order to give students a wide choice of
career alternanves. The Counul also encourages mathematics instruction during the
semor year (o maintain continuty of learning and development of potential The
diverse needs of the school population in the face of riew and developing fields
require a hfelong learning of skills.

e Incorporate Available Technology into the Mathematics Program.
Mathematics programs should take full.advantage of calculators and computers at
all levels. Used cffectively and 1in a variety of ways, these devices can enhance
learming. Students need calculator and computer litetacy to function in_today’s
rapidly changing scientific and computer oriented society. "

O
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. ’ RESEARCH ON TEACHING:

. SOME IMPORTANT AREAS OF PROGRESS
- »
) . Thomas L. Good
. T University of Missouri .
a Introduction

This pzipcr,wﬂl describe the progress that has been made in lassroom research in th

past decade, particularly in the area of basic skitls instruction. We know considera-

-dly more about classroom teaching than we did a decade ago. In 1970 the accumu- \
. lated knowledge about the effects of classroom pracesses on student achievement

was weak and contradictory- ‘Although we still have much.to learn, the hterature on

basic skills instruction in reading and mathematics in elgmentary schools has moved

from a state of confusion to a pont where experimental studies can be designed

upon a data base Later, 1 will return to a discussion of what we have learned from

recent research; however, it is important first to exagune historical factors.

A

School Critics: Simple Solutions ‘

In the late ;1960s 1t was popular to criticize teachers and schooling. Indeed,
following the publication of the Coleman et al. findings (1966) and the miual
disappointing results of Head Start research, th¥e were increasing doubts about

- whether teachers affected students’ learning, and financial support for education

decreased Unfortunately, the charge that teaching made hittle difference in students’

/‘ learming was fiot based upon classroom observation. Despite the willingness of

critics to design new programs for solving the “problems that confronted Amer-

can education in the lat¢ 1960s, there was little information for describing what took
place in classrooms (Schwab, g 968).

In a comprehensive review ¢f the major individuahization techniques used In
reading instruction during the 1900s, Artley noted that despite the. many desirabie
features of each new approach,.the effectiveness of any single approach for teaching
reading is seriously limited Artley argues that any program helps the reading
problems of some studénts but creates (or at least fails to rcspond}p) difficuities for
other students. ~

1 believe that 1n the past, educators have moved (often with the best of intentions)
from fad to fad because the field did not possess sufficient observational data to

" indicate how complex teaching is or to illustrate the varnious tradeoffs that oweur 1n
any teaching situation 1 agree with Artley that innovations proposed in education
(the actimity movement, individualization and openness, back to basics) tend to be so
sweeping that they substitute one set of proplcms for anolhi_r.
Benefits of Educational Research ‘

In the 1970s much observational research was collected,in (Jassrooms These data
have illustrated that general, universal theornes of teaching may be unobtainabie
becausé the chatacteristics &f good teaching vary as the vontext {e.g., age, ability of

students) of teaching and the educational goals change (Brophy and Evertson,

1976) In part, observational research in classrooms increased becaust researchers

were betoming more dissatisfied with theory developed only in laboratory settings.

Furthermore, same investigators were presenting data which indicated that olass-

rooms were much more complex and learning much more prd®lematic than prési-

ously b:hjcd (¢ 8., Jackson, 1968, Smith-& Geofirey, 1968).
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Although 1t 15 1mpossible to review specn‘ﬁ“mthodologlcal advances here (see
Brophy. 1979 tor a good review), it Is tmportant to emphasize that advances 1n the
understanding of classrooms in the 19705 owcurred not only because of mgre
observation but also because of better quantitative and ‘qualitative obsgrvational
procedures and more adequately selected samples Although there are many reasons
why observational procedures were improved 1n the 1970s, gains were achieved
largely because of the willingness of the National, Institute of Education to encour-
age sophlsl{cated research 1n ongoing (I#srooms and because scholars were begin-
ning to provide conceptual direction to the tield (¢ ¢ . Rosenshine & Furst, 1971,
Dunkin & Boddle, 1974)

J

IS .

New Information About Classrooms

Classroom observation has Tevealed .much informatiog abouy cfassrogm phe-
nomena that was not widely hnown a decade ago Past 2§mcs of education often
described dlassrooms as though there was no meaningfull sanatnon 1n teacher behav-
Yor or1n school practices (to describe one schiool was to deSenibe them ally Depend-
ing upon the critic, all sehpol$ were “too controlled” or "too haphazard " However,
data collected 1n the paSt ten years iflustrate “that some classrooms are “under
managed” ahd others “over managed” (¢.g , Lesnhardt et al., 1979) Some teachers
treat high "and low achievers ‘differently Brophy & Good. 1979), but 1n other_ sy
classrooms students belhieved by jeachers {O™be less capable than other students
receive equitable or even more favorable tggatment than students behieved to be
more capable (Brophy & Good, 1974; Good ¢¥al ., 1980). ‘

Despite the fact that school critics exphiaitly suggest (or imphitly imply—w hen
only one solution 1s offered) that tcashcrs (and schools) behave 1n similar ways,
therg 1s now compelling evidence at the clementary school level to illustrate that this
1s not the case Formal studies of classrooms (e.g . Bossert, 1979) illustrate that
classrooms often appear similar but place different task demands upon students,
and that other classrooms which appear dissimilar actually place similablearning
demands upon students In other words. clementary school teachers structure and
orgamze learning tashs in different ways

Other research also indicates that teachers belave in different ways [n addition
to the fact that teachers vary in how they nteract with students (¢ g ., who vary in
sex, ability, and ethmaty), teachers have also been found to vary widely in how they
use praise (Brophy, 1981 Some teachers use praise contingently, others noncon-|
ungently) and in how they use time(e.g . Roseshine, 1980 Some teachers may spend
twice as much time on a subject as another teacher in the same grade at the same
school) Furthermore, teachers also varyn how they use imen a parjicular subject
area For example, Good and Grouws (1977) found that teachers differ widely 1n
how much tn hey spend discussing the meaning of the mathematics lesson and 1n
tHe time they alYow students to do independent seatworh.

From this naturahistic study of mathematics classes in elementary schools, Doug

_Grouws and 1 concluded that in many classrooms (but not all) there 1s too httle
active teaching focused upon the meaning of the lesson and too much attention to
dnll. Other investigators have reached simiar conclusions (too httle attention 1n
many classrooms to comprehension and meaning) 1n the arca of reading (e g .
Durkin, 1978-79, Lainhardt, et al., 1981). .

These are only a few of the ways in which observational research in the 1970
“indicates that teachers vary 1n behavior and organization Such findings suggest that
»single answers” are difficult to justify because instructional "problems” vary
widely from classroom to classroom -

—~ i

, 1 :




E

O

«

Cy .
Teachers Make A Ditterence

In addition to the fact that teachers vary i therr behavior, there 1 mJ\cd\mg
evidence that xome tvpes of vananon are relajed (o ditterent levels of mean class
room achwervement  Recent observational researdh provides sohid evidence that
teachers tdaching simular pupils under unular crroumstances often behasve in ditter
ent wavs and that these ditterences 1n teacher behavior can be assovated with
ditterential fearming gains Furthermore, resedarch has demonstrated that teachers
«an be tramed to mprove mean student achievement i elementary school and
jumor high marhemancs (Good & Grouws, 1981) and reading ( Anderson. Lyertson
& Brophs, 1979, Stallings, 1979, 1950}

Such hindings are important and usetul to teachers, however, some students hat ¢
benetited more trom certamn instructional technigues which experimental (tramned)
teachers used than other tvpes of students in additon, the type of school organiza-

Jton and type ot teacher .alvo appear to mediate the effects of traiming  Sinular
findings are. of course, not uncommon in the «hange litergture (as the work ot Geny
Hall and his colleagues at the University of Tevas has llustrated)

Sull. ™ant o emphasize that in the 1970« research produced evidence that
teachers make an important and measurable ditterence in students’ led¥mng, and we
have begun to 1denuty some clues about teaching strategies assoudted with these

ditterences < Abso, recent research which has examined school.processes (unhihe -

earher research which tocused on non-obsersational variables—Iike the nymber ot
books in the school hibrary) has provided reasonable correcrional evidence that some
schools have more positive ettects on student achievement than other schools cg.
Rutteret al . 1979y

e

How Teachers Make A Difference

1 do net intend to provide detaded accounts of recent lassroom effectiveness
studies in this paper However, | want to discuss three characterstics of successfyl
teachung positive teacher expectations, active teaching, and effective <lassroom
management (when successful teaching 1s equated with students’ achiesement on
stardardized tests)

Teacher Expeectations

Brophy and Good (1974) have shown that teachers vars widels in the etent to
which they behave differentially toward students they beliese to be high and low
achievers However, differential treatment of students cannot nevessarily be equate
with poor yeaching Teachers can expect 100 much or 100 lutle 1n their 1nstrucho
nteractions with students (Good & Brophy, 1978), and there are umes when teac
probably need to treat students differently 1t they are to stimulate optimal lea
{Bank, Biddle & Good, 1980)

Sull, 1t 1s important 1o note several rephcated findings ot wavs in whwh some
teaghers behave 1n a potenuially negative manner toward low achiesers Good and

ABrophy (1980) report the following behasviors:
Scating low students farther from the teacher and or seating lowsn a group,

2 Paying less attention to lows in academic sitnations., .
' 3 Calling on lows less often to answer Jassroom questions or to make public

demonstrations;

4 Waiting less time for lows to answer questions, ~~

§ Not staying with lows in failure stuations (providing clues., ashing follow-up
questions),

8
t
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6 Crnicizing lows more trequently than highs for incorrect public responses,
Prawing lows less trequontly than highs atter successtul public responses,

N
8 Praising lows more trequently than highs for marginal or inadeguate public

responsés,
9 Providing low-achieving students with less accurate and less detailed feed
bach than highs, .

10 Failing 1o provide lows with feedback about their responses more frequently
than highs, . .
: 11 Demanding less work and effort trom lows than trom highs,
12 Interrupung the perforimance of low achievers more frequently than that of
high achievers
The hst of teaching behasiors presented above can only guide teachers’ and .
supervisors’ efforts as they analy ze Jassrooms. Howes er, 1#mmaty.of (hiese behaviors
® are present in a cassroom, student opportunity to learn and mots atuon for learning
would probably be reduced. especially if low students are presented with less content
and /ass opportunity 1o learn .
In correlanional interview work with teachers (who varied notably in their ability
to obtain student achievement). Evertson and Brophy found that teachers who were
. obtaiming achievement gains from students belicved that they could teach and
viewed the tash ot teaching' as a complex but “doable” job. In contrast, teachers
who obtained lower levels of student achicvement werc niore ambisalent about
whethet they could teach certain students 1t may be that appropriate expectations
play an important mediation role :n helping teachers to develop active communica-
tion shills ) . f Y

Teachers who hold appropriate expectations seem to be willing to continue to
work with students who have ininal learming difficuluies. They appear to exvpedt that
students «apn learn and that their job as a teacher is 1o find a way 1o promote such
leagning This appropriate expectatuons vaniable 1s similar 1o some of the process
measures that Rutter et al. (1979) found to differenuate more and less effective .
svhools (e g., an emphasis on school learning, high teacher expectations that stu-
dents will learn) -

Although the antecedent factors that precede the development of appropnate
teacher expectations are undlear, there is abundant correlational evidence to assout-
ate consistently appropnéle teacher expectations for student learning and actual
student achievement .

1 (Good, 1981b) have also argued that within a school year low achievers may be
ashed*to ad)ust to more vaned tegeher behavior than high-achieving students. Many
low achievers have different teachers in addition to their regular Jlassroom teacher,
such as remedial math, reading, or speech teachers Although there are no detailed
reports on how remedial teachers differ in their instructional behavior fram regular
Jlassroem reachers (if indeed they do), multiple teachers increase the JYances for
students to encounter different expectations and varied instructional behaviors
Others too have vommented upon this problem For example, a recent report by the
Rand Corporation (reported in Edication Week, December 21, 1981) notes that in
some schools studenty are exposed o different and conflicting curricula-in regular
and special Jlassrooms lronically, it seems that schooling practicey may require
students who have the least adaptive capacity to make the greatest adjustment as
they move from class to;lass

Unfortunately, there is little research evidence direct]y examining the teacher
behavior that students recenne as they move from one grade to the next, and or the
wonsistency bstween the behavir of régular alassroom teachers and remedial
teachers, However, indirect cndcnuc'suggcs(s that great discontunuitics in behavioral

"
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perfurmance expectdlions exist for sume students as they niove frontf (lasspoom to
assroom or from school o school These differences in role expectations mdy
make it difficult tor students to understand what s expected of them and, indeed,
may lead to student uncertainty about the value of a particular subject matter,
bevause teachers have different beliefs about how the subject should be taught

-
Implications, Suggestions .

Observational data have suggested the “problem™ vanes from Jlassroom to
Jdassroom Some teachers assfen lows matenial that is too ditticult but other teachgrs
assign ontent that 1s too easy (this appears to.be the more common problem)
Considering this variebdits, rules Like “increase the number of times lows aretalled
on and the frgquency of their praise will do more harm than good ti.e , some
teachers are already utihzing these technmiques appropriately and for them this advice
would have dysfunctional effects) ¢ '

The vanables that affect teaching and learming are numerous, complex, and
interrelated Anowledge related to teacher expectation effects s therefore best
imparied to teachers along with yudgmental and decision making shills about ity
appropniate yse rather than presenting teachers with a list of behaviors they nced to
pertorm An important policy step would be the transformation of existing hnowl
edge about teacher and student expectation effects into an organized curriculum
treadings, videotapes) that causes increased teacher awareness of issues involved in
forming and vommuniating low expectations This curriculum would also ¢<nable

" teachers to develop shills for applying such knowledge in various contexts and

problem situations Fortunately, some work that may encourage teachers to develop
and to use deuiston-making shills generally (Amerel, 1981) and specifically in the
area of teacher expectations (Good & Brophy, 1978) has been completed !

In nsersvice settings, the change to observe more frequently in other classrgoms
«an provide teachers with an excellent means for understanding that low achievers
«an learn and can help teachers to identify numerous strategies for interacting with
all students, bui espeuially with low achievers (Good, in press) When teachers see
low-achieving students respond.in ways which they did not feel were possible, they
are hikely to reevaluate their expectations and behavior toward low achievers

As | have argued elsewhgre (Good, in progress), if insegyice work in this area 1s to
be successful, efforts nee be made to improve prinupals’ obseryational shills as
well as their abilities for establishing staff development actisities for instructional
development (not evaluation) Unfortunately, despite the commonly asserted belief
that one of a prinaipal’s main duties s (o provide instructional leadership, many
principals and some wurriculum supervisors do not have the shills necessary for this
tash Most prinuipals take only limited course work in curniculum and instruction
and have hittle expertise or appreciation for helping teachers 1o become more shallful
in ontrolling their expedtations abdut students or subject matier More course work
in these areas for administrators would seem essential if the advantages of Jassroom
observation are to be reahized '

Teachen Education

Information abopt ways in which some teachers differ in their behasvior toward
high- and low-achieving students should be included in all tcacher education pro
grams | do not hnow to what extent this information is presently vontained in such
curricula However, informal contact with teachers suggests that many teachers do
not hnow how to monmitor and, or analyse their interactions with different types of
students In short, they do not have a model for considering or explaining how and
why low expectations might be communicated 1n the classroom
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Available evidence indirectly indicates that lows recenve more varied Jassroom
teaching behaviors than highs._ 1t seems plausible that part of this vaniation is due to
the lack of teacher agreement about how to respond to student failure. Teacher
education programs could play a valuable role by helping prospective teachers (o
understand that a degree of failure wil)be present in any teaching situation (earning
occurs in stages and re-teaching is often nevessary). Programs should develop
teachers' skills so that they can interpret student fadure as a challenge, and should
provide teachers with better conceptualized strategies for responding to studefit
failure.

Teacher education programs need to create role definitions which speaify that the
teacher is there primarily to teach actively, and that failure calls for reteaching rather
than rationalization. Methods (lasses should stress diagnosts and remediation fol-
lowing failure. Teacher education programs need more emphasis upon adapung
instruction after initial teaching. Too much of the information in these programs
implies that learning is non-problematic if certain methods are faithfully applied.
Inappropnate expevtations may ewist for some teachers because teacher education
programs in the 1960s and 1970s emphasized that «f one plans well (the behavioral
objective movement), success follows. .

Instruction that encourages prospective teachers to thunk about the need to
coordinate their belicfs and behaviors (e.g., reactions to failure, critenia for evaluat-
ng student work) with the beliefs and practices of other teachers in the same school
15 also needed Vaniation among teachers in beliefs and behavior may often have
desirable effects on some students, espevially when teachers explain the reasons for
‘hange ( last year different critena were used fO( grading your composition
papers, this year emphasis is placed upon X becayse . . . . ). However, unexplained
discrepancies that exist between classrooms coul atively affect some students”
motivation and understanding (espectally low acht '

As argued elsewhere (Good, in progress), the hitetRture on teacher effectivencss
was s0 dismal in the late 1960s, many traiming programs may have ind@iertently
reduced teacher mouvation by stressing the difficulties associated with teaching.
Teaching is a very tough, demanding, but doable job (Good & Broph:.1978, 1980).
Unrealistically high or low expectations about teaching and, in particular, teachers’
ability to influence low achievers, may have subtle negative effects upon teachers’
subsequent classroom behavior. :

Atpresent wirtually no information ¢xists about the expectations of beginning
teaclters. Experimental research on this issue 1s needed. 1 emphasize that most
research on teacher expectations has involved a correlational examipation of the
relationship between teachers™ beliefs about students, their verbal behavior toward
students perceived to be high and low achievers, and student achievement Muore
ompréhensne assessments.are needed of non-verbal behaviors through which
teachers may communicate inappropriate expectations to students (¢ g , commeiits
written on students’ papers). .

Active Teaching

Research on teacher effectiveness has not yielded specific guidclines about Avwm
to teach, but 1t has provided clear evidence ¢hat teachers can and do make a
difference. As reflected in many recent articles, the current Zeitgeist appears (o be a
«all for increastng the quantity of teaching (more time for basic skulls instruction,
more “time on task™). However, the most evident message that recent rescarch
presents to me s that the qualiyof teaching needs attention. Our imtial naturdhistic
study of more and less effective teachers indicated that effective teachers were

.
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disungusshed by Apw they taught mathematics and not by the amount of time they
spent on mathematies  Teachers who obtained higher gains made better use of ume
and obtained more student imvolvement, but they also maintained a good balance
between theory and practice (vonceptualization, appheation, and dnill)

| beheve the most important implscation which teacher effectiveness research has |
tor teacher education is that teachers need to be active in their teaching Teachers
who are more active 10 Presenung intormation, pay attention to the meaning and
conweptuatdeselopment ot wontent, look tor signs of student comprehension and or
wontusion, and provide successtul practice opportunities appear to have more
achievement gams than do teachers who are less active and who rely more upon
weatwork and other «lassroom activities. Most teacher effectiveness research has
been vondudted in elementary Jassrooms, howeser, in secondary mathematics there
are reasonably consistent data as well (¢ g , Evertson. Anderson, Anderson, &
Brophy, 1980, Weber, 1978)

1 prefer the coneept of active teaching rather than the term “direct instruction™
{(which has been used to desenibe the pattern of behavior of teachers who obtain
higher-than-expected achievement from students) because it represents a broader
coneept of teaching than does the existing research base In active teaching, the
imtsal style can be inductive or deductive, and student learning can be self imtiated
or teacher-imtiated (espeaially 1f thorough critique and synthesis activities follow
student learming atiempts) Active teaching also connotes a broader philosophical
base tactive teaching van oceur in cJassrooms using a vanety of classroom organiza
tional structures), and should become somewhat less direct as students become more
mature and instructional goals bevome concerned with affective and process out
comes (Good, 1979). Also, active teaching techriques can be apphied 1n both
teacher-led tnstruction as well as in student team learning nstruction (e.g . Peter-
son, Janmichi, & Swing, 1980; Slavin, 1981; Webb, 1977).

Active teaching prosides an important instructional construct for Jharacterizing
the teaching role. With the apparent growing pressure for teachers to funiuon as
<lassroom managers rather than as instructors, more emphasis should be placed in
teacher education programs upon helping teachers to understand actfe teaching As
1 have emphasized elsewhere (Good, 1n progress), and in the section of this paper on
teacher expectation implhications, the dissemination of this knowledge should be in a
decision-making context that helps teachers to adapt the concept to particular types
of content and students. The development of videotapes that illustrate the concept
of active teaching (n real (assrooms would be particularly important Clearly, the
effects of such simulauion activities upon teachers' judicious use of the concept in
real lassrooms should be assessed Unfortunately, there are very few studies on how
research findings and coneepts van be taught in a decision mahing format Such
research 15 badly needed.

Classroom Management

(lassroum management (ndduding time utilizauon, proadtive planning, and
responding to students’ behavior) was an active and productive research area in the
1970s. 1 give less attention 1o this topie because of space imitations placed upon the
paper and because relevant wonwepts and findings are readily available elsewhere
(¢.g., Good & Brophy, 1978)

In the 1960s (lassroom management was often defined as classroom disaipline
and «onsiderable emphasis was placed upon what to do after students misbehaved
Research imtiated by koumin (1970) and vahidated and expanded by a number of
researchers 1n the past few years has strongly dlustrated that good classroom
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managers are not sharphy ditterentiated in terms of how they react to student
misbehavior Rather, good Jdasstoum managers atlize techniques which prevent
musbehavior by ehiaung student cooperation in general and involvement in assigned
work speatically Mudh s now known abuut these general managenal prinaiples and
about proactive teaching behavior Kounin’s concepts (e g, “withitness™) are con-
veptually helptul :

As 1 have noted in previous studies (Good, 1979, 1981a), teachers’ managenal
abilities have been tound to relate positisely to student achievement in every provess:
produdt study condacted o date Many Jassroom management principles appear to
be applicable to a variety of teaching situations (tor details, see Gogd & Brophy,
1980) [t seems that teacher managerial shils are necessary f reasonable pupil
achievement is (0 oweur, and these concepts and principles should be induded in
presersice teacher traming programs

There are many other sources shat emphasize Jdassroom management principles
and or present Rounin’s coneepts For example, one entire yearbook ot the Na-
tional Souwcety for the Study of Educaton (Duke, 1979) 1s devoted to cassroom
management  Another good source 1s Loovking in Classrooms (Good & Brophy,
19°8) This text anphasizes hounins distinction between reactive and proactive
Jassrvom management and there is considerable discussion of hop teachers can
prevent problems

Another souice of information on translating <lassroom management research
into Jasstoom practice is the research program on cJassroom management (COET)
at the University of Texas Research and Development Center for Teacher Education.
This program was conceptualized and coordinated for several years by Carolyn
Evertson and 1s now headed by Edmund Emmer. The COET program has been
actives in testing presious woneepts related to Jassroom management (especially
those of hounin) as well as in generaung new hnowledge. This program has
produced convinuing evidence that it 1s possible (o describe how more and less able
managers differ «n their behavior and has illustrated that these managenal strategies
can be taught to other teachers. .

To reiterate, because of limits on the length of this paper, 1 could do little more
than recognize Jlassroom management as an active and important research area.
The interested reader can seek detailed information elsewhere (¢.g., Good & Brophy,
1978) However, 1 want to emphasize that the practical value of lassroom manage

. ment research 1s at the conceptual and decision-making leve re is no hist of
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simple rules that guarantees’ successful management 1if followed (effective manage
ment varies with the age of students, instructional goals, cte.). Sull, the coneepts and
research findings in this area are numerous and useful and such knowledge should
be communicated in teacher education programs

Summary and Conclusions

There 15 now Jear evidence that teachers make a measurable and important
ditference in students’ learning (at least in some curriculum areasand or some
imporiant educationdl goals) Rescarch has not yielded guidelines for suciessful
teaching, but it does provide important construdts that teachers can use in studying
tand perhaps modifying) their teaching Research on teacher effectiveness needs to
be disseminated in ways which encourage teachers to creatively adapt research
findings 1n their own instructional situations.

1 believe that there are now sufficient data to suggest that educators’ perceptions
of low achievers’ learning potennal are chn too low. Furthermore, there is evi-
dence that lows pan and do benefit from active teachung, Teachers can err by having
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tou high expectations and by comsirucung too demanding assignments, however, in
general low achievers “are more dikely to sutter trom too httle sumulation and
teaching (¢ 2 , too hutle emphasis upun meaning, unduly repetitious assignments,
ete ) 'Intormation about the learning potential of studehts pereetved to be low
avhidvers needs to be disseminated to teachers and more active inservice traming
should concern more adequate ways tor teaching fow achieving students Such
intormation needs to be presented in a way that sumulates reflectiort and analysis,
because there are no simple rules that apply in all situations.

One particularly good way to allow teachers and teachers i tramung to develop
more appropriate role expectations s to increage their upportunities for obsersing
other teachers (Good & Brophy, 1978, Good, 1n press) In terms of expectations for
low achievement students, the opportunity to observe and talk with teachers who are

active teaching ot such students.

Another more general use of Jassroum vbservation would be to allow teachers to
visit teachers who use teaching styles that difter from their own. Opportunities to
observe other teachers would help to break down the physical isolation that s often
a part of the teaching profession

As | have stated elsewhere (Good, in press), another possible gain from class-
room observation 15 coordination Of instructional programs within a school Al
though therc is o reason to expect uniform teaching practices in a school (and many
good reasons (o aceept and to encourage diversity in teaching style), oceasionally the
discrepancy between how teachers present a subject 1s 50 great that it may cause
sdme students great difficulty |

For a variety of reasons, | believe that more opportunity for observing other
teachers will help many teachers to thinh more seriously about their (lassroom
behavior and 1ts effects on students. Obviously, this 1s an important step if teachers
are to creatively adapt research findings and the practices of other teachers to their
own teaching situations For too long, teachers have been encoufaged to use
~generahized solutions ™ We now have data which show that classrooms are so
«omplex that recommendations have to be adjusted to particular settings

Another area that merits much research attention is teacher educaron Elsewhere
tGood, 1n progress), 1 have noted that hittle 1s known about the content, beliefs, and
WMills that teacher education programs communicate to prospective teachers. In
particular, there 1s Little information about how teacher education programs help
teachers in training to develop skills for interpreting research and for adapting what
1s hknown about instruction to the contexts in which they will teach Are teachers
given inconsistent facts and behefs or are they helped to develop a comprehensive
tramewourk tor assessing different value perspectives and for developing consistent
personal tcaching ph:fosophncs? It 1s important to assess how teacher education
programs help teachers to define their instructional roles and their relationships to
fow achieving students Many teacher education programs could add important
content toltheir curricula in order to improve the observational shills of teachers and
their abihity to use infoymation gained through observation to adapt instruction as
necessary (Amarel, 1981, Good & Brophy, 1978). Recent research evidence has
helped to substantiatd what Ja%sroom teachers have always known, that to Jdo an
effective job, teacherf must possess abulity, skills, and work very hard. Considering
he demands of teaching, many teacher education programs should require teachers
to demonstrate that they can successfully use principles ,and concepts in actual
classroom situations.

Finally, 1 should emphasize that educators too often overreact to existing prob
{éms and such exaggerated responses almost guarantee that new problems will be
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created We have developgd some imiportant new knowledge about teaching in basic

shill subjects, however, such informaton has to be applied yudiciously and in a

deusion-making formacf 1t s to have a positive impact upon American education.*

*in prepaiing this paper the auihor in a lew places has adapled some maierial liom his other 1ecent whitings
on thedupic 1G00d, 10 progiess 10 press, 1981a. and 1981b) The author would aivo like 10 acknowiedge the
gencal wuppurt tecaned rom the Center lot Rescarch in Sovaal Behavsan, Unineesity of Mussourt Columbia
and ferry Brown, Janie Mabuiger and Pat Shanks for typing the manusciipt Furthermore, the helplul
eduorial suggestions made by Gal Hinkel are acknowiedged
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RECENT RESEARCH AND NEW DIRECTIONS
IN THE TEACHING OF WRITING

Stephen N. Judy :
Michigan State Umiversity .

Perhaps no area of education has attracted the attention of the media more regularly
in the past decade than the teaching of writing. Ever since Newsweek, prompted by
the announcement of the SAT test score decline, published its “Why Johnny Can't
Write” thematic 1ssue in 1975, the loval and national press have been flled with
stories about the wrniting deficiencies of Johnny and his sister Jane, charactenstically
dlustrated with samples of student writing that is incoherent and badly spelléd, ofien
avcompanied by the laments of teachers, parents, and popular media personalities
about the “withering away™ of the Enghish language at the hands and in the mouths
of the current generation of schookhildren. English. language arts teachers have
«ome in for their share of the blame, and 1 think 1t 1s fair to say that the national
impression of English teachers is one of incompetence, of people who have some
how thrown away all standards, who have surrendered to some sort of new wasve
permussivism, and who, above all, are ignorant of sensible ways to drill writing skulls
Into youngsters.

Predictably, the English teaching profession has responded to the Jharges and
instnuations. Among other things, a number of articulate and well-informed writers
have pointed out that a “crisis™ 1n wniting 1s not" new and was not discovered by
either Newsweek or Educational Testing Service.' Parents and educators have been
woneerned about the quality of wnting and the guality of wniting instruction ever
since womposition became a part of, the schoo! curriculum,in the mid-nineteenth
«entury. Nor does the pervasive popular notion of an absolute decay in literacy skills
hold up under <lose examination. Though test scores have declined—often for
soutological rather than educational reasons—there 1s no overwhelming evidence
(other than hearsay and media reports) to suggest that Johnny and Jane write any
worse than did their parents or their grandparents. Indeed, it may be that the writing .
skills of the current generation came under Jlose serutiny because, in contrast to
mom's day and grandpa’s day, teachers are making a concerfed effort to teach
literacy to all children, not just those select few who could afford to stay in school or
who were articulate and verbally onented when they came to school in the first
place. : )

But the response ofghe English teaching profession has not simply been defen-
sive. The past decade S witnessed a dramatie increase in voneern for research in
the teaching of written composition, drawing on a research base developed in the
1960s through the Federally funded Project English Centers and the National |
Defense Education Act summer institutes for teachers. It was during the sixties that
composition rescarvhers articulated most Jlearly that “the tradition” 1n teachiiig
writing— what would now be labeled the “basic skills approach™ —was not working. |
And this discovery was no mere romanticism, though it was closely linked to some
sixties phenomena like the “open Jlassroom™ and “ hild centered” moveéments. But
the tradition—teaching <hildren grammar and parts of speech year after year,
having them write endless “topie sentenves™ and standardized practice paragraphs —
was not working and could not be shown to have worked in any era of educational
history. ®

The,research of the sixties focused on the concept of writing-as-process, rather
than writing as a product, based on the assumption that what students need to learn
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are not the tived torms ot adult langudge —the traits of “good”™ wrniung—but the
prewrnitig, wniting. and postwiiting processes that must be mastered for a writer to
tate new writing tashs suceessfully The research of that period was sound, it seems
to me, and il 1s untortunate that the crisis in hiteracy percenved and populanzed by
the media in recent years has discredited that approach Writing as process has been
widely blamed for a dechine in Lteracy that has not taken place. | wish it were true
that the process-centered, Jhuld-oriented approach had dominated the schools in the
seventies, for then we would have a rich body of data to explore. In fact, the
tradition in teaching writing was hardly budged, and when people nowadays call for
“back to basis,” they are, in fact, calling for a return to an approach that has
demonstrably proven itselt inettective, the approach which must be perceived as
responsit|e for any lack of writing ability 1n today’s children

The research of the 1970s has continued to focus on the prowess approach,
building on the foundauion constructed in'the 1960s  As we look toward improsving
wniting instruction n the 1980s and *90s, it 1s important that the ideology of the
“back to basis” mouvement not be allowed to Jloud issues and to obscure that
research base .

1 will not, in this paper, attempt to summarize all (lic rescarch 1n thyy area
" Composition theory™ i» a hot topie on a great many university campuses today, so
hot, in tact. that that & number of graduate students are being attracted to it as the
sole ar¢a in Enghish studies where Ph.D s are immanently hirable. This, i turn, has
produced an avalanche of research studies, most of them sound, but too many to
encapsulate in a"short paper Instead, 1 want to offer, without a great deal of
documented * supporting evidence,” what 1 regard as three major “points of agree
moat* among writing theorists and informed writing teachers today. These form a
set of basic, though tentative, premises about the teaching of writing that can be
used'as the basts for developing sound wniting programs today. (As an aside, 1 want
to note that these ‘points of agreement™ are broad enough to include both so called
‘baste writers”” and writers who have a highgr level of skill. 1 see no need for us to
isolate basic writers from other students or Z) percenve that their needs and learning
processes are somehow different from those of their more shilled peers )

The first area where | find near universal agreement in the profession ts that
writtng is a learn-by-duing shil This notion has not been discovered by researchers
of the seventies or sixties, but has been afloat in the profession for over one hundred
yéars. John Dewey hnew it and articulated it clearly. So did @ munonity of school and
college English teachers in the nineteenth century. In simplest terms—though not by
any means simplistic—it means that drll and exeruise neither teach nor prepare a
student for wning, that there is no substitute for learning to write through actua)
whiting practice. Now, there is in the profession a great deal of disagreement about
what constitutes the best hind of actyal practice. Some, for example, suggest that
practice should be imited to functional wniting forms—essays, application blanks,
and so forth—w hile others, and 1 am among them, feel that all students should be
given a rivh variety of wrnting eaperiences, induding creative as well as functional
forms. '

But again Writing is a learn-by-doing shil. All the research and thearctical
writing of the past two decades points this direction, suggesting that the great need
in the schools and wolleges today 1s for more wniting, and less, not more, drill 1n the
so-called basies. 1f Aewsweek had issued a complaint that Johnny and Jane do not
write envugh, that they wnite too seldom in Enghsh and other classes, that they are
too often given drll and short answer tests  lrew of actual wniting and dssay
examinations, 1 would have joined tn the outcry. As it is, the back-to basics move
ment s actually decrcasing the amount of writing students do in the schools,
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comufiug ume that could be spent assigmng compositions and dnscussmg‘ﬁlcm by
cugaging students i et another round of textbookestudy largely unrelated to their
shatls as wrters
. A'sewond magor point of agreement s that wring s a hberal art, and, 1 am
. tempted to sas, THE liberal art Traditionally, composition has been percerved as a
seivice shill - One learned to write in order to be able to get down ideas from other
subjedt dreas in langiage Writing was taught, then, in service to other subjects and
Jdisuphnes and as an aid to tunchoning suceessfully in the werld of business
Recgnt research, however, hgs sggested tHat writing serves far more important
tunchions in education “Writing,” goes a catch phrase in the profession these days,
i a mode of thinkimg and Anowing ™ Research into the language learmng process
shows that composition s not merely the jotting down 61 ideas preformed in the
wiler s head, (he wriung process is inextricably bound up With the discovery of
kmmlcdgc-—,kmmlcdgc ot the world and hnowledge of one's self—and that the
process ol whnngtsel! is a process of discovery “How do I hnow what | mean untl

’ I sav it™” 15 absu a-popular catch phrase. It can be rephrased to apply to writing as,
“How do | hnow what | hkpow until | wnite n?”

Wrinng is more than just 2 service shill, and attempts to teduce wrniting instrug-
Lot o seIvice status merely hamper good instruction Wniting is importani to the’
suienbnst ot suiplydgecause il allaws hum to put down his ideas in print, but becausg 3
(s a part ol the discovery process 1t 15 important to the historiah, not simply
because it allows her to tahe potes and Jeseribe concepts, but because it helps her
xh.lpc those concepts . -

1wy were merely a tool i the service of other disciphnes, its shills could
probably bestaught m a.year or kess, yuite possibly with self-paced computer
icarming programs  But wniing is more than that As a liberal art it 1s hiterally a
toundation skill tor learmng i all disaplines In claiming a place for writing among .
the hberal aris, then, whnting teachers are not drawing on thgpld cultural enrichment

model, suggesting that writing, lnkc;?r Greek or humanities study, subtly

rs

enniches a person whough 1t does). They hax€ shown that it is a practical liberal art,

absolutely essential to the learning prow:

This realization, 10 turn, suggests that the teaching of wnting cannot and should "
not be exclusiveds the domain ot Enghsh teachers, and there 1s a great deal of
interest these dass i progranis ol "wrniting across the curricutum,” in which English
and subject-matier teachers deal with those aspects of literacy most directly related
to their areas of interest and expertise (3 will have more to sav about such programs
in mv summary and recommendations ) .

The third prinaipal point of agrccrﬁcm in the teaching of writing 1s that novice
writers van tand, musly learn (o monuor the effectiveness and correctness of their
own wriing  The research base to which | referred carlier has rather clearly shown
that teachers’ written comments on students’ wrting are not espestally effective,
s even when done thoughifully and constructively Students too seldom attend to

written comments—even when " forced” to through gradeng provissons—and there
1s reason o uestion whether cniticism offered after the act of composition can be
etiectine Purther, the traditional assumption that a teacher must carefully evaluate’
every piece of writing a student does has created an Ympossible burden for writing

- teachers 1t ghey assigned as much writing as experts say they should, they cannot

possibly mark 1t all v '

’ Sinee the carly 1960s, a number of researchers and prachitioners have expen-
mented with the related,condepts of peer and self- editing, using pairs and small
groups as a4 way of teachlag editonial shills to youngsters and helping them become,
more and more responsibldfor the final quality of their own work This approach is

.
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pedagogically justitiable i that it seehs to make writers independent of the English
tcacher as an arbiter of corectifess and strives to desglop in the writer a sense of his
or her vwn wompetence. At the same ume, peer- and self-editing demonstrably
reduce, the take bomé paper lvad, substituting <Jass workshops and vonferences as a”
means of teacher evaluation .
This approach to evaluation is sull in its infancy, and, predictably, it is both
amsetthing and troublesome to many teachers. It creates feelings of guilt for some -
teachers who don't feel as if they are dosng their job unless they take home stacks of
papers, and there are many, many practical barriers to suregss, including the use of
students wha are not highly skilled editors to asstst each other in learning. But
despite ity drawbacks, peer and self editing 1s one of the most promusing practices in
the teaching ot wrniting today, and | am quite confident that further research and
practical experimentation will make it a permanent part of wnting pedagogy, if only
beeause il allows writing teachers to assign vastly more amounts of wrniting than they

Having ideatitied three major points of agreement within the writing profession,
I now wan( 10 turn 10 yome matters that are less settled —some points of disagree-
ment among wning teachers and some persisting problems that come from outside
the protession
o Lo caamply, there s a pensisting problem of what 1 consider the demeaning of
coiposiion and composition teachers. Both within and outside English, compost-
Lon 18 seen @ dirts work, @ nevessary evil. Subject matter teachers in both school
and vollege are quich 1o dump the burden of teaching wrniting on basi. English
wourses and are generally unwilling 10 Jdeal with problems of literacy in their own
classes. Composition Jlasses are treguently staffed by “part-timers™ at the college
leved and by the newest teachers in the schools, the latter a sure sign that the older,
cxpenienced teachers regard the teaching of literature as more important, At the
vollege level again, wrniting teachers and speuialists are not rewarded or promoted as
quukly as Literature teachers, an atutude on the part of collegians that has.been
passed on to generations of school teachers. s

The national concern tor literacy and basic shills instruction of the past decade
early implies that attitudes toward composition and composition teachers ought to
<hange. Undergraduate and graduate programs are producing a new breed of
t nglish teachers, a teacher who is often well informed about writing theory and sees
the teaching of writing as valuable and ymportant. Suchteachers need to be recruited
vigorously, hired, and rewarded for their work. Those teachers in the schools who
have demonstrated interest 1n woiung anstruction already should likewise be re-
warded and thar commument achnowledged. The hiring of “temporaries” and
part timers and the use of teachers who have only minored-in English or who have
ne sighifiant amount of training inflanguage and composition must come to an
end :

The usc of non speaialists add the demeaning of writing teachers is a very old
problem A, newer one, and a permivious one, 1s the confusion of testing with
teachung, and | am referning here to the current eprdemue of state, local, and national
testsng prugrams that has spread across the countgy in the past decade. In one school
system after another, educatuonal leaders have reached the condlusion that institut-
ing a testing program and .ollecting data on students’ verbal skills will create
pressure for teachers to do a belter job with wnung nstruction. 1 would not
recommend the toial ehmunation of sound, theoretically consistent assessment pro
grams-as a youree of useful data for teachers and parents. But at the present time, ~
testing s beginning to substitute for teaching. Reasonably enough, teachers teach to
the tests, and in many schools and school districts, the only actual writing instrue
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tun being done 1s 1 preparanion lut exaniinabons The net eftect of many tesing
programs has been to blunt the ducumn of the learn to-write by writing mosement
Test scorgs may nise, but there i 0o substantial evidence that students’ global
hteracy, their ability to Use language in non-test situations 1s increased
The testing phenomenon is one that has, tor the most part, come {rom outside
the Enghsh teaching profession, and it has been acquiesced to only with great
reluctance, Enghsh teachers generally hnow that testing is not teaching But a third
problém area 1s one that s learly an internal matier 105 the profgssion, and that 1s
the persistence of dnill, rote work, and isolated basic shill instruction in the face of
voluminous research which shows the near valuelessness of such practices *
: In simplest terms, we Enghish teachers Jling to gramamar —tenaciously, nostalg ,
<ally, stubbornly. “Grammar” books, by which 1 mean standard handbooks of
{ grammar and usage, are selling better than ever these days, and it is Enghish
teachers, for the most part, who are responsible for the wholesale adoptiop and use
of these obsolete texts. Now if you believe what you «ead in Newsweek and the .
popular press, and if you tahe at face value what the public says 1t wants, you would
thank that the persistence of grammar books simply shows that English teachers are
being responsible educators. And there is no question that despite some <hanges in
methodology, in most school districls, the public 1s geting exactly what 1t wants.
mote "basics,” mote dnif, N
But as | have already shown, in the end, marg “basics™ is not what 1s needed 1n
the schools. What s needed 1s more writing—with due attention paid to matters of
form and correctness—not a wholesale return to the sentence diagram. English
teachers ought to know better than to go back to the grammar books, apd they
ought to be putting up more resistance before succumbing to public pressure for
! simphstic “wniting" programs that do not teach wnting at all.
The persistence of grammarw drill 1s understandable, gisven public prcssurcs
and good wnting teachers need the support of enhightened school administrators
. who know that wriing s learned by writing, not by dissecting textbook sentences or
by correcting errors in somcbody else’s paragraph. At the same time, it i1s a matter of
great concern to those of us involved with professional organizations like the
National Counuil of Teachers of Enghsh that the word on grammar and shill dnill
has not gotten into a great many classrooms in this country,

Summmary and Recoinmendations

Although there are points of disagreement and inconsistency within the English
teaching community, and despite external pressures which, in many cases, are
inconsistent with language learning theory and research, I think it is safe to say in
broad summary that the ime 1s rjght for dramatie change in wniting instruction The
schools are staffed by hundrcds of thousands of teachers wlro are unhappy about the .
way they teach Johnny and Jane to write, Equall) concerned are millions of parents
and school admimstrators, not to mention students themselves, who are often
acutely aware of their own wnuing deficiencies, The will to change exists So do the
resources, for that matter, because teaching wriing is remarkably inexpensive,
requining pens, paper, and withing teachers, not a masstve infusion of new funds for
clectronie hardware and laboratones. 1 bchc{rc ange «an be accomplished if
the public, adnmunistrators, and Enghsh teagifers caf set four imperatives as the
guidelines for program development,

1. Writing programs must be based on frequent, duthentic writing experiences,
for all siudenis—basic or advanced—and with a corre3ponding decrease in isolated
drill in so-calléd language basic skills, The question for the 1980s is nor whether
Johnny gnd Jane have mastered mandated objectives or hierarchical patterns of
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discreet fanguage shalls, but how otten they write, to whom, for what purposes, and *
under what kind ot prolessional guidance

2 Wrting-ucruss-the-curriculion projects must be develuped by English and
other wubject muter fuculty an®d put into place so thut wrinng 1s used in ull Jusses,
not yust Engioh lunguage arts (lusses THe implications of this rewmmcnddlion are
broad and complex. the subject for another paper, but I find in my work in the
schoolsthat there is great interest in i, both among English teachers and subject
area teachers. | believe it v possible nun tor schools to develop comprehénsive
programs ih which writing s a part of every Jlasyroom and English and subject
teachers agree on a disision ot labor (and satisfaction) that uses writing to enhance
learning in all areas. , N

3. Inservice and siaff develvpmeni fuor English and «onient area teachers must be
expanded, preferably ar the expense of tesung programs. The success of the Na-
twonal Wniting Project, an inservice program funded by the National Endowment for
the Humanities that operates in almost every state, shows that the way to improve
wnting nstruction 1n the schools 1s to help teachers educate themselves about
current methodology, not to threaten them with standardized tests. Inffervice 1s
expensive, of course, but it can be effective, and if the money currently being
<hanneled :nto testing programs ‘were redirected toward well-conceived inservice,
there would be plenty of funds to reeducate all willing tedihers with some left over
for modest and equally well-conceived evaluation and assessment programs.

4. Composition teachers must be given more sausfactory teaching conduions,
including munageable lass sizes and loads. For over two decades the National
Counul of Teachers of Egghsh has advocated class loads for secondary Enghsh
teachers not to exceed one hundred students and four classes. But during those
decades we have seen Jass sizes and loads 10 most states 1nerease, not decrcase® Even
drawing on contemporary peer-editing technjgues, no teacher can be fully effective
teaching writing to massive numbers of students. 1f schools are sejious about
wanting to improve writing instruction, they mght well begin by Assessing the
composition load being given their teachers and making certain those loads are in
keeping with the NCTE recommendations. )

1 have suggested that the will to change and improve writing instruction exists.
So. | believe, does the know-how. Informed English teachers do know how to get
the Johnnys and Janes wniing and growing as writers. English teachers can, work
ing with fetlow faculty, with parents, and with administrators. develop sound and
assessable programs that produce competent writers. The problem facing those of us
concerned about writing instruction in the schools s to find an outlet for that good
will and Anow-how so that by the end of the decade the schools will have moved
forward to an age of heightened literacy, not further back into the dark ages of basic
skill instruction.

NOTES .

| Sce. tor example. The Engicsh Journai, Why Johnny Can « Write.  January [976. for several analyses

of the 1ssues

For more detaited and comprehenwise research summanies. see Chatles Cooper and [ ee Odell. «ds

& vatuating Wring \Labana. - Nauonal Counuid of Teachers of Englivh, 1977) and Siephen Judy and

Susan Judy. 4n Introduction to Teaching Writing (New York John Wilev, 1981) :

3 Please note the word evaiuale i this sentence  In this context, it means “read and wone oritnal
\OMMents ON & Paper L onIcmporary wnting theory wenvusly questions whether thivworg of evaluanon
15 etfecive, but n general, theonsts and pracutioners are sull agreed that tcachery ought 1o read
cverythsng the student writes tat some point in the vomposition provess) and respond to it

4 Probably the single best summary uf this reyearch is Elizabeth Haynes, U sing Rescaich in Prepaning io
Teach Writing * The English Journal 67 (January 1978). 82.88

§  See. for example. my ABC s of Lderacy {New York, Oxford. 1980). for a book length discusaon of
mmdlmplmlan readipg and wnting p’ogram
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A TEACHER LOOKS AT WRITING ‘

-
Beverly J. Bimes .
. The Lindenwood College
»

Looking at the stacks of ungraded papers, the exhausted teacher wonders why she
bothers teaching writing to students who never feel the shightest need to writc With
the haunting evidence of her failure befure her, she turns to the chore of grading
papers written by unwilling writers and vows that it will be a long time before she
asks them to write again.

1t s easy to share this teacher’s frustration, for hers 1s not an isolated case,
tea;{mg wnting has become a source of frustration for both teachers and student
Althoygh there Is no 'quick fix” to ensure the development of competent, willing
writers, there 1s hope for the beleaguered teacher. Through such projects as the
MNational Writing Pruject and through extensive writing research, much theory and .
‘ information s now available to help teachers develop successful wrniting programs

A new approach to teaching writing has emerged. *

The Wriung Environment

[

In this new approach the teacher’s attitude toward writing is vital. What he or she
does in the Jdssroom—in creating an atmosphere for writing—.an determine
whether or not a student even attempts to write! If students are asked to write in an
environment which 1s threatening, unpleasant, and dictatorial, they will seldom
become fluent writers. A study by Donald Graves (1973) reveals that an informal
lassroom encourages more student wrniing. Cooper (1976) cites the importance of
having high expectations and a posttive attitude tn producing student writers, while
Philhip Lopate (1978) notes the importance of creating the proper environment for ,
wnting. These researchers support the premise that an atmosphere which encour
ages writers to feel secure, to take nisks, and to collaborate with each other 1s

. essential.

In setting the stage for writing, teachers must investigate their perceptions of
themselves as wnting teachers. The teacher who can exchange a judgmenigl, dog .,
matic Jole for the role of an editor 15 more successful in helping reluctant writers
achieve success. As a result of this exchange, all wniting is placed on a continuum,
the teacher-editor advances ¢ach student along this continuum. At the end of the
year, each student may not be a perfect writer, but he m_lf be a better wrniter. To
facilitaie this view of wniting, to_move beyond the role of being a mere ontié,
teachers must become writers themselves. The works of Donald Murray (1978} and
Donald Graves (1978) stress the importance of the teacher as a writer. In becoming a
writer, the teacher gains valuable 1nsights about the nature of assignments. When
teachers understand the impottance of creating an atmosphere for writing and
becoming editors rather than cntics, they encourage studentsand build confidence
in themselves and in those they teach.

Purpose and Audience

The development of writing abilities also depends on the kinds of writing stu
dents are asked to do and the various audiences for whom they write. Students are
often given assignments with no real purpose or audience. As a resplt, the writing is
often meaningless, for students fecl neither the desire nor the need to write. Arthur
Applebee and his assouiates at Stanford University monitored more than 1,000
teachers in various disciplines, asking them to describe the writing tasks they assign.
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Applebee (1981) repurted that musy writing tasks required students to fill i snfor

mation, to translate, to do worksheets, and to take muluple choice tests. Some
assignments even involved copying sections of a textbook. Applebee found that the
majonty of wnting assignments in schools were demigned for assessment—to se¢ if
students had learned. Very few assignments actually helped students become better
wniters. Donald Murray (1978) speaks of the smportance of moving beyond the use
of wniting for assessment, arguing that the most sigmificant step in teaching compo

sttion vomes when students discover meaning thivugh wniting and yse language as a
tool to move beyond what they already know.

Too often, students nevef have the chance to do this sort of wnung. partly
because teachers lack the training to teach wrniting effectively. Unfortunately, courses

o inthe teaching of wrniting did not exist in colleges until recently. Henee, teachers are
. often unaware of the various purposes or functions of wrniting and the hinds of
. audiences that students should address. For these teachers, James Britton’s work
(1975) on (ategonizing the purposes and audiences of wrniting s helpful, offering
them a means to design significant writing assignments. By dividing the purposes of
wniting 1nto three categories—expressive, transactive, and poetic— Britton prondcs
oo a modeli for composition tedchers.

When teachers understand that expressive Mi‘nng—m& in which students
express their feelings, atutugdes, and ideas—is fundamental to developing mature, -
textured wniting, they,are more hikely to conyruct assignments that allow students to
discover knowledge rather than to regurgitate what has already been learned. All
wnting bggins from within. As students are awakened to thar own pereeptions, they
' are better able to articulate thore of their world in language. Unfortunately, much

wniting in school isdimited to the unexpressing transactional mode. Researchers in
one project found that the demand for lmpusonal. unexpressive writing actinely -
inhibits learning (Martin, et al., 1976), R
In addition to understanding the purposes of wniting, teachers Should vonsider
the vanouy audiences which students need to address, In school, students write
T * almost exclusively tor an evaluating teacher, as a result, their work often has littke
vitality because it lacks a sense of genuineness—a sense of reality. Seldom in life do
. adults write to someone who glready hnows more than they do about a subjedt,
somevne who will theﬁ?ﬁmlualc how well they wnite. Yet this hind of judgmental
audience is the only one fmany students will ever experience. .

Teachers need to become more aware of the various types of audiences for'which
students van write, Here, for example, are some audiences identified by Marjin et al.
and based on Brittons work. child (or adoléscent) to self, child (or adolescent) to
trusted adult, pupil to teacher as partner in dialogue, pupil to teacher seen as
examiner or assessor, Jhild {or adolescent) to peer (as eapert, o worker, friend,
ete.), and wniter to hiy readers {or unknown audience). Developing a sense of

¢  audience s basic to developing writing abilities. When students identify audience,

-~ N 3 .
they recognize the need for different orgamization patterns, yword choices, and
styles. They consider the reader, and their wnting becomes writing to be read. .
Writing thus bevomes more purposcful and the wniter expenences satisfaction with
what he or she has written.
+ Inevaluating a recent writing workshop. one parnupam »ommcn(ed as follows.
I am foriy-four years old, and this is the first time 1 have wnucn for pleasure since |
was a semor n high school At that ume. a teacher read aloud and iidiculed befote (he
: ass a paper thad wnitcen. From that ume o, 1 wrotc only when it was an assignment,
writing was something | went to great ends to avord. Bui today 1 wrote for my peers.
They seletted my writing as the best of the group. | éen wona blue ribbon! | have a lol
of wrniting to catch up on!
- 24
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What cwuld be a4 muic enthusiastic endorsement for broadening the audiences of
young writers?

The Writing Process ‘

For mare than a decade, résearchers and educators have viewed wnting as a
provess involving prewnting, composing, and editing (Bntton, 1978, Elbow, 1973,
Graves, 1975, 1978, Murray, 1973). At every stag ts process, students should
have full acess 1o the resources necesary to help then\ succeed. They should be
assured that it 15 aveptable (o take risks and (o use their Khowledge of language as a
basts for writing. The process approach suggests that wrigng is developmental and
that writers go through several stagesan producing a wnggén work. From the work of
Flower and Hayes (1980), 1t is (lear that these stageS are not always separate or
hnear in nature. Nevertheless, identification of fhe stages of the writmg process
makes the teaching of writing easier.

Prewriting ncludes expenences that help students feel, see, assess, synthesize,
and discover that they have something to say on a partieular topic. ft 1s a time of
incubation that should encourage the genergdfon of information, vonwepts, and
generalizations, the hmutation of the topie, the development of a controlling idea, .
the «dentiication’ of audience and purpose, and the establishment of an atmgsphcrc
wherein sfudenfs feel free to think and write. Pre-writing includes a variefy of
teaching lc»hmques speaking, listening, conversing, discussing, role playing, read
ing aloud, reuiting, and brainstorming. And even, writing itself can function as a
pre-writing activity, with free writing, journal writing, and the written interview
serving as spningboards to more formal types of writing. Pre writing is essential to
suceessfyl wnting, Tor it helps students feel self-confident enough gdo express their
attitudes and ideas to o;zncrs.

In the composing stage wniters translate thewr ideas into words. Teachers can help
students prior to this stage by teaching specific language skills to help them success
fully complete assignments. These skills, however, should be taught in context rather
than through solated exercises. Emphasizing skills at a time when students know
they arg gong (o use them immediately i an effective way to help writers. Britton

eves the teacher 1s s mportant in ;rcaung a desire to write, in giving students ways

»
to attack new problems and absorb difficult information. Students often fail 10
«omplete wnting assignments simply because they do not understand what is ex
pected of tem or because they believe they lack the necessary skills.

Modehng s one techmique that can be used carly in the composing stage. The
teacher should use several different kinds of models, including sfident models,
before having students attempt onginal work. Showing is better thap telling, and
models can inspire confidence by showing studcnts (hat their peers have written
successfully.

Rexsing and ediing are important steps 1n thé writing proccss chsmg is the
reworking of 1deas to assure that the writer's intended meaning is communicated,
and editing 15 the refinement and correction of the mechanics of the paper. Both
these skills can be taught effectively when students share their writing with, one
another and talk about it (Elbow, 1973). Peer teaching and peer ¢diting become
integral parts of the writing procesi;.and create enthusiasm for writing. A fringe
benefit of this collaborative endeavor 1s its effect on the classroom, for it creates a
«ommunuty of learners, where students are m\oj.»cdim wrniting, not as mere spcc(a
tors, but as a.vital part of the learning process. - .

When students and teachers view writing as & proccss, students are more willing
to whie bevause they feel free to expeniment, to ask for help, to express their feelings
honestly, and to share their writing. In essence, they have discovered writing.
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Structure and Sequence

<

Teachers abso disvover that writing ss not a mystieal art, 1t can be taught effectively.
By understanding the process, they can help students become hooked on writing.

This approach to writing instruction — the creation ot a positive teacher attitude
and d non threatening atmosphere, the identitication of audicnee and purpose, and
the viewing of writing as a process—ean almost guarantee suveess In IMProsing
student writers, however, many students will never be exposed.to wrniting in this way,
for teachers ©f wrniting are now engaged in a battle—a battle between Jherished
myths about how students learn 1o wnte and the reality of how they actually develop
abilities. 1t hay become a battle of forved choies — ™ You're either with us or against
us!”

The Role of Grammar

The rallying ory of the back-to-basics advocates is “Teach them grammar,
grammar 15 the secret to Writing well.” Writing researchers and those {nvolved in
programs such as the National Wniting Project arm themscelves for battle, with
research showing that the study of grammar in a “dnll me shill me™ fashion has no
direct effect an the development of writing abihity_{Britton, 1970, Hoyt, 1906,
Lyman, 1921, Pooley, 1958). Enemy camps form, emotions run rampant, and,
unfortunately, the real issue is lost. The question is not whether to teach grammar.
but rather how 1o tedch it. o

Rescarchers agree that young wniters need to encounter writing situations which
allow them to work on their language. They should learn the prinaiples of grammar
and good usage by using language, not by being exposed to isolated exercises in
grammar. Sentence ombining can be one way to provide studints with an integeated
approach 1o learning the structure of the language through writing. Daiker, kerek,
and Morenberg (1979) Teport ihal sentence combining produccs growth in the
syntactic maturity of sfudeges’ séntences, improves overall.writing ability, and
«Ieales positine attitsde® towand resision. In teaching the udent how 10 manipulate
language through sentence combining, the teacher instills an awareness of the
stylistic options available in sentencé construction.

»

Another issue in the battle over how to teach wniting concerns structure and

_sequeniee. Although it is essential that students learsi skills, 1t 1s difficult to say

previsely when they should do so. In a thirteen year study of language development
K 12, Walter Loban (1976) reports that charts of sequence and stages might inhibit
lcarmng for huldren who vary tremendously in fanguage ability. Students are often
much more capable at every level than they are pervened to be. Graves' observa-
tions (1977) of chuldren’y writing behavior and hys analysis of their products suppon
this premise.

Consider the energetic sixth grader who anpounces tl'gt she xs\§,01ng to write a
novel. Her teacher tnes to discourage her by saying, “A novel? Why not wnite a
short story? Start with a smaller, more approachable tash.” But in talking with her,
the teacher-finds that the student has an experience to share—a summer on a dude
ranch, where she saw a mimature range wat. Despite the discouraging words from
the teacher, the student successfully completes a short novel, llustrates it, and
entitles 1t The Western Duel. Later, the same student enfers an essay contest without

telling anyone. W hen the teacher receives noufication that the student has won, she

15 surpnised. The student responds, {Qnece you've written a novel, you can do

anything!"

ERIC
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As an eighth grader, this same student despises writing. Why? The turficulum
guide states that all eighth graders will*be able to write.a good paragraph. As a
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result, all of the writing assignmients in her Jass are hmited to paragraph wriung
Does u make sense to hmit a successful novelist and award winning essay writer to
writing paragraphs?

The danger of overemphasizing sequence and slruuurc 1s that a’lockstep ap-
proach to composition emerges. When all assignments reflect a rigid adherence to a
speafic structure, students are locked in to our feeble expectations and are not
allowed to_discover what they can do in writing.

A New Approach to Writing

Perhaps the ume wasted in batthing over how writing should be taught is near an
end due to the efforts of those associated wih the National Wniting Project.
Thrqugh their efforts, srany of the myths about the teaching of wuting are being
dispelléd. In the past, educators ligve had difficulty in seeing that research filtered
down Jdo its appropriate audience—teachers and students, seldom has research
resulted 1n practical application, the improvement of instruction and learning. But
more recently, in eighty five writing progects across the vountry, teachers are being
exposed to the latest research and theory about wrniting, are learning to translate this
theory into workable classroom strategies, are becoming wniters themselves, and are
learning how to return to their districts and give in service traineng to other teachers.
When teachers aeach teachers, there is no credibility.gap, no condemnation or
division nto enemy camps. The approach is practical and simple. “I have some
information to share which will help your students bevome better writers and which
will hielp you feel more confident in the teaching of writing.”

#This new approach to the teaching of writing enables teachers to have a keen
sense of direction and confidenye in developing writing programs. As previously
discudsed in this paper, the most significant aspects of this approach are as follows.

1. The attitude of the teacher. )

2. The proper environment for w riting—a non-threatening environment where

students feel frcc to take risks. ,

3. The identification of audience and purpose in writing and the structuring of

. assignments so that students are given the opportunity to write ror.a%aricty of

audiences dnd purposcs.

4, The viewing of writing as a process. including thc. stages of prewriting,

* composing, and editing.

5. The lca;hmg of grammar by integrating it into the wiiting process (hrough

such activities as sentence combining.

6. The avoidance of a lock-step approach to sequence and structure.

Recommendations

it 15 imperative that a continuous effort be made to educate teachers on how
students really learn to write. Instruction in writing must go beyond the English
classroom and extend to all teachers. Writing is a vital sKill in every disupline, and
all teachers need to be encouraged to teach writing. Wnitng projects are an excellent
way of providing training for teachers. Administrators also need to hnbw the
rescarch about writing so that they van support teachers and provide leadership in
developing and implementing significant writing programs.

Equally important s educating an uninformed public. If teachers hope to have
.an impact on young writers, they need the suppor(‘and help of a broader sowiety.
"Parents are a,key to this hind of support. By giving workshops for parents which
show how they can become.nvolved in the teaching of wniting, teachers will gain
support and, in addmon, »h:ldrcn will receive the mcssagc that their parcn;s value
writing,

~
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Teachers also need to seek support from business and government. Too often,
children get mixed messages abuut the impogtance of writing un a media-dominated
soutety. 1t 1s difficult for them to become crithus:as;u over a skilt which appears to
lack valde 1n the real world. To assure students that writing is, indeed, a life skill,
programs should be Jeveloped which allow interaction between successful adults —
from the corporate and civie sectors—and students. These adults would describe
pravtnal, job-related wnung skills to students and show that wntng is an important
part of their world. With finanual cutbacks threateming the very existence of many
fine wnting programs, this new relationship between industry and schools might
provide the incentive fof needed financial assistance to ensure survival of these
programs.

If students are 1o become better wniters, we must snform educators and the public
about how wntng abiities develop and make them partnés in the teaching of
wnting, If we redirect our energies toward this goal, we will no longer waste time
engaged in a senseless, rhetorieal battle. The result will be the development of egger,
willing writers and enthusiastic, confident teachers of writing. Could there be a
better victory? . . ~ . .
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PART III:
MATHEMATICS




THE BASICS OF MATHEMATICS IN THE EIGHTIES

Shirley Frye
Scottsdale Public Schools

}’Mathcmatu.s educators have taken a stand. No longer will we allow our subject to be

J/ hmated 1o the learning of computation as the only basi skill. Instead, applications,
measurement, geometr y, estimation, problem solving, and functional rules of math
ematics will be integral parts of the discipline.

Early n 1976, the National Council of Supervisors of Mathematics (NCSM)
responded to challenges of the National Institute of Education and the Euclid
Conference on Basi. Mathematical Skills and Learming to addpt basic skills as a

4 . .
major prionty. The response was a Position Paper on Basic Mathematical Skills
proJaiming that the narow view of mathematics as vomputation was not adequate
for our students, the future cinzens. These are the Ten Basic Skill Areas defined in
the Position Paper:

1. Problem Solving c

Learning to solve problems is the principal reason for studying mgthematics.
Problem solving s the process of applyingspreviously acquired knowledge to new
and unfamiliar situations. Solving wprd problems in texts is one form of problem
solving, but students also should be faced with non-textbook problems. Problem
solving strategies involve posing questions, analyzing sjtuations, translating results,

s illustrating results, drawing diagrams, and using trial and error. In solving problems,
students need to be able to apply the rules of logic mtecessary to arrive at valid
conclusions. They must be able to determine which facts are relevant. They should
also be unafraid of arriving at tentative conclusions and must be willing to subject” ’
these conclusions to sc}utmy .

* 2. Applying Mathematics to Everyday Situations ¢

The use of mathematics s interrelated with all LOmputauon actjvities. Students
should be encouraged to take everyday situations, transldte them nn}o mathematical
expressions, solve the mathematics, and mtc}prct the results in light of the initial
situation. . .

3. Alertness to the Reasonableness of Results

Due to anthmetic or other mistakes, results of mathematical work are sometimess
wrong. Students should learn to inspect all results and to check for reasonableness in
terms of the ongmal problem. With the increase in the use of calculating devices,
this skill is essential. i
4. Estimation and Approximation

Students should be able to carry out rapid approximate calculations by first
rounding off numbers. They should acquire some simple techniques for estimating
quantity, length, distance, weight, etc., and should be able to dccnde when a
particular result is precise enough for the purpose at hand.

5. Appropriate C0mpumionnl Skills ¢

Students should gain faclity with addition, subtraction, multiplication, and
division with whole numbers and decimals. Today it must be recognized that long,
vomplicated vomputations will usually be done with a calculator. But knqwledge of
single-digit number facts 1s essential, and mental arithmetic is still a valuable skill.
Moreover, there are everyday situations which demand recognition of, and simple
«omputation with, common fractions. Because consumers continually deal with
many situations that nvolve percentage, the ability to recognize and uge percents
should also be developed and maintained.

14
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6. Geometry : )

Students should leatn the geometric «Oneepts they will need to function effe.-
tively in the three-dimensional world. They should have knuwledge of coneepts such R \
as point, line, plane, parallel, and pcrpcndu.ular They should know basic properties
of supple geometrie figures, particularly those properties which relate to measure
ment and problem solving skills, They also must be able to recognize similanities and
differences among objests. y

> 7. Measurement §

As a minsmumn skill, students should be able to measure distance, weight, time,
<apaeity, and temperature. Measurements of angles and caleulations of simple areas
and volumes are also essential. Students should be able to perform measurement in
both metric and customary systems using the appropriate tools. ¢
8. Reading, Interpreting, And Constructing Tables, Charts, and Graphs

Studénts should know how to read and draw conclusions from simple tables,
maps, Jharts, and graphs. They should be able to condense numerial information
into more manageable or meaningful terms by setting up simple tables, charts and
graphs. .

9. Using Mathematics To Predict

Students should learn how elementary notions of probability are used to deter-
mine the likelihood of future events. They should learn to identify situations where
immediate past experience does not affect the likelihood of future events. They
should become familiar with how,mathematics is uscd to help make predictions such
as election forecasts.” ! .

10. Computer Literacy ,

Itas important for all citizens to understand what computers can and ¢annot do.
Students should be aware of their use in teaching, learning, financial transactions,
and information storage and retrieval. The “mystique” surrounding computers 1s
disturbing and can put persons with no understanding of computers at a disadvan-
tage. The increasing use of computers by government, industry, and business de-
mands an awareness of computer use$ and limitations.

The following chart (adapted from the NCSM's Position Paper) illustrates the
expected outcomes assoviated with various levels of skills, suggesting that enfgloy-
ment oppe&tunitics may well depend on the kinds of skills learned.

POTENTIAL LEADERS

Mathematical skills beyond those Emplo;_«rpcm and educational op-
portunities will continue to in-

described in the Position Paper, a . . .
desire to learn more. X Crease as mathematical skills ¢on- .

N h tinue to grow. f

! EMPLOYMENT VERY LIKELY
Employment opportunities are

EXPANDED SKILLS

BASIC SKILLS

tion Bype/

The skills, descgibed in thc Posi-

MINIMAL SKILLS
Limited skilis, primarily computa-
tion. Little exposure to the other

per.

skills described in the Position Pa- |

predictable. Doors to further edu-
cation opportunities are open.

LIMITED OPPORTUNITIES\
Unemployment likely. Potential
generally limited to low-level jobs.
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The mpact of the Pusttion Puper has far exceeded the NCSM's expedtations
Teachers, aduunustrators, school boards, cofleges of education, and authors of
textbooks have hstened to the premuses and have adopted the NCSM™ comprehen
sive, reasonable hist as a definttion of basic mathematics skills.

The Nauonal Counuil of Teachers of Mathematics (NCTM), as an organization
ot professional educators, felt a special obligation to present responsible directions
for mathemativs programs in the t980s. At its annual meeting in Seattle, April 1980,
the Council publicly took a forthnght stand 1n its document, An Agenda for Action
Recommendation for School Mathemutus in the 1980s. In summary, the NCTM
recommends that
(1) problem solving be the focus of school mathematics inthe 1980s;

12) basie skills 1n mathematics be defined to encompass more than computational

facility; .

(3) mathemativs programs take full advantage of the power of calculators and

computers at all grade levels; - .
{4) stringent standards of both effectiveness and effiviency be applied to the teach

ing of mathematics; e : *

(5) the suwcess of mathematics programs and student learning be evaluated by a

wider range of measures than conventional testing; o
t6) more mathematies study be required for all students and a flexible curriculuin

with a greater range of options be designed to accommodate the diverse needs of

the student population; ‘ .

(7) mathematics teachers demand-of themselves and their olleagues a high level of

professianalism; - .

(8). publie support for mathematics snstruction be rawsed to a level commensurate
with the importance of mathematical understanding to individuals and society

In an effort to provide the youth of our country with the bést mathematics
education, knowledgeable educators from NCSM and NCTM have assumed the
leadershup 1n giving directions to mathematies programs and for mathematics
teachers. LA

The expanded definition of basic skills and new goals for mathematics will
require teachers to transfer vomputation shills to applications and to problem
solving strategies. The use of mathematics will increase and change with the chal-
lenges of space exploration, economi. complexity, micro-electronics, and discoveries
1n other fields. As we are able to pcrcelwcg on the basis of today’s technology alone,
the future will be drastically different. Methods that were successful in the past may
not work 1n the future, education will not be a function of school alone, and the
emphasis will be on a lifetong learning of skills.

In the past, man focused on solving problems of the world as it existed Now and
10 the future, society will focus on problems in the world ashumans have shaped it
Dennis Avery in hus article “Futuristic Education” (Education Leadersiip, February
1980), advises us that the problems of tomorrow will require new skills, including a
tolerance for multiple, interpretations and the ability to explore and to create
alternatives. In the 1980s and 1990s there will be, according to Avery, a need to
“redefine hnowledge, schooling, and education. The emphasis will be on learning
how to learn, rather than on learning facts. Learning \vill move from a hnowing toa
searching emphasis.” L

Certainty thiy new emphasis suggests that teachers of the 1980s will need instrue
tional alternatives and new techniques. We will also need to revise wurricular goals
and provide for ongoing inservige by s..?ool districts, support for educational
vhange Ry parents and legislators,<ind a willingness by individual teachers to change
and grow. ; . .

* 3
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In dumentary schools, the transfer ot shills to appheations must be carefully
plasied. with prablem solving treated as @ speatic strand i the curnculum and
developad gt cvery level. Proble sulving encompasses ntuch more than “*word™ or

stury” problefs in textbooks, for it allows students 10 use alternative methods to
tiad solutions The dgendu for 4cuun notes that “rese s> and funding agencies
should give prionity Lo anvestigation anto the nature of proRlem solving and to
etteetive wavs 1o Jevelop problem solvers ™ Support should by, provided {dt the
tollowing
- analvsis of etiective sirategies
=~ the identitieation of ettective techmques for teaching
— new programs aimed at prepariig teachers tor teaching problem solving shalls
— mvestigation of attitudes related to problem solving shills

— the developmept vt good protony pe matcnal tor waching the skills of problem

solving, using all media ]

In high whools, mathematies tegihers can ao longer assume that students learn
consumer shills by observation gr sume mystenious method. Rather, all saudents
need formal expericnce an learming and practiung the important mathematies shilly
needed by the wise consumer. In grades 7-9 the mimimal exposure (o consumer
applications is insufticient to equip all sudents tor the vomphicated economic and
monetary deciston ol adylthoud Inimy own Jistrictin Scottsdale, Anizona, students
are required to enroll in one semesier of Consumer Mathematics in their senior year.
Teachers have discovered that the majority of studenis do 7ccd and benefit from a
speuific vourse in consumer mathematios as well as trom anenat experience to review
and maintain previously learned shills.

The semoryedr is an ospeaially good time for the requirement sinee semors have
the matunty to reahize the value of the material, the motivation for becoming
independent, and the antuapation of becomung taspayers. In the classes, every
effort 1s made to ensure a positive Linal cxpericnee in mathematics,so that students
leave school vontident in thair ability 1o apply mathematics (o their vomsumer needs,
Group work and calculators hedp prouide a suceesstul experience for all students.

Motnating and encouraging students are two ways to maintain their interest in
continuing study. For exaniple, relaung mathematios to the various shilfls needed for
careers convinees them that studsing will indeed pay off in future work. Since the
transfer of school shills to applicationt does not oceur automatically, teachers must
be aware of the many carecr applications of mathematies, and they must present
topies in the context of these applications, The tcacher unlocks the door to the uses
of mathematics.in the out-of schoul world, and educators must meet the challenge
of anticipating for thewr students the careers of the next century. -

One ofsthe recommendations of the NCTM 15 that at least three years of
mathematics be required in grades 9 12 This should cncourage schools to devise
flexible curricula 10 accommodate the diserse nceds 0! students  Also, 1t demands
that teachers utilize creative methods (0 provide suceess in mathematics for, all
students. No longer can the attniiion rate i mathematios courses be a point of pnde.
We must develop programs jo hold studuits, programs that do not require every
student to learn the sdme content and 1o dovddop the same shills, Steps should be
taken to avsure that all stadents gain g toundation in mathematics essential to
fulfithng their potential as productive cihizens

I education purporis to equip students (o cope with their surroundings, then
Jearming to e caleulaturs and computers is ai iniportant part of basic shlls. The
pervasive use of caleulators ad computers todas iy stibicanion enough for inddud-
ing these valuabiv learming tools i our schools Imtally, teachers need a general
«working hknowledge of walculators and computers Jf they are to be used effectively
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for learning concepts and solving problems. In a cogent article, Stuart Milnar
advises that “Educators van no longet ignore the implications of the microcomputer
revolution. Only a few years ago most educators felt that the role of computers in
educauon would be defined sdmetime in the futurp. Microcomputers changed all
.that—the future 1s now!" (“Teaching Teachers about Computers. ‘A Necessity for
Edycation,” Phi Delta Kappan, April 1980, pp. 544-546).

. The vanious NCTM and NCSM secommendations point clearly to a continuing
need for dynamic teachers who ase constant learners, who do not insulate them-
selves from the changes in education and the real world. The responsive teacher of
the 80s must look at learning theories, teaching methods, and the population to be
taught—and be ready to adapt.

Regardless of the hardware involved, the organization used, or the content
emphasized, teachers do finally account for student achievement For this reason,
inservice opportunities must be available to keep the teacher refreshed, motivated
and prepared for the work of the 1980s,

The special efforts by NCTM and NCSM to set mathematjcs goals for the 1980s
attest to. the value of mathematics competence as a social resource Since the
responsiblity for that resource is shared by many people, 1 want to conclude with
these recommendations: . .-

TO MATHEMATICS EDUCATORS

— continue to be learners and role models for your students

— be dynamic, caring, and enthusiastic tekchers ’

— wmprove and update your teaching skills with equipment and technology

— teach ascomprehensive program of “basic skills”

— emphasize excellence

- TO PARENTS L

— support theclassroom teacher and the educational system

‘— demand quality programs that do more than teach rote computation

— rely on the good judgment and expettise of the professional educator

— become informed and involved
TO ADMINISTRATORS AND SCHOOL BOARDS

— give appropriate attention and status to the learning of mathematics

— support the requests for increasing mathematics requirements and for incor-

porating calculators.and computers in the classroom

— provide inservice that relates to content and to local needs

— budget for remuneration that will attract and retain quality teachers

— accept the broad. definitions of basic skills o .

Burn-out, mathematics teacher shortages, math anxiety, and declining enroll-
ments are issues often highlighted today, but in this conference educational-leaders
are addressing @ more critical issue in the curriculum—the basics. I believe that
mathematical competency is essential for full participation of our students in
tomorrow's world. I hope you find my recommendations for basic mathematics
skills realistic and responsible for the decade of the 1980s.

\
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'
MOVING FORWARD IN MATHEMATICS

Ross Taylor "
- Minneapolis Public Schools

.

I. PRESENT AND FUTURE NEEDS
What Basic Mathematics Skills Will All Citizens Need?

As we prepare our stqdéms.ror the 19805 and beyond, we wannot afford to go
back to the basics tht were needed when books were balanced by men with quill
pens sitting on tall stools In the age of electromic computing we must look torward
to the basic skills our students will'need as adults. n the past the emphasis has been
on facility with paper-and-pencil computational skilis. Today, however, with the
accessibility of inexpensive calculators and the increasing avaldabidity of computers,»

more andkmorc computation is being donc electronically. Therefore, a change in
_emphasis is in order Mathematics eduvators generally agree that bast. mathematial
skills should jnclude at least the ten basic shill areas tdentified 1n"the National

Council of Supervisors of Mathematics Position Paper on Basic Mathemaucal

= Skills*:
, ® Problem Solvihg * Appropriate Computational Skills
s ¢ Applying Mathematics to Everyday  ® Geometry
Situations | - . ® Measurement
® Alertness to Reasonableness of ® Tables, Charts and Graphs
: Results ] * Using Mathematics to Predict
————-—~____* Esumation and Approximation ®-Computer Literacy

ERIC
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Inits publication An Agénda for Action. Recommendations for School Mathe-
matics of the 1980s the National Council of Teachers of Mathematics supports this

" broad view of basic mathematical skills and skresses that problem solving shuuld be

the focus of school mathgaiatics in the 1980s." With the emphasis on_problem
solving, skills such as estimdtien and approximation and alertness 10 teasonableness
of results take on increased importanee. Computation ts sull important, but the
emphasis is changing Today dnd in the future long cumbersome computations will
Pc done electronically, but the ability to do rapid accurate mental womputaton iy
more important than ever. Computerditeracy is a vital baste shill for the future. All
citizens will need to be able to use computers without anxiety and hnow both the
power and the limitations of computers.

What Is Needed Beyond the Basi¢s?

In our increasingly complex technological souicty a strong background in mathe-
matics is becoming essential. Students need fo know that the.amount and type ol
mathematics they take in high school will have an influence on the wareer and higher
education options available to them. e

The typical pre-college, four-year high school mathematics sequence Lomists of
clementary algebra, geometry, advanced algebra, and pre-calculus (indduding trgo-
nometry). In the past, the first two years of this sequence were considered sufl iient
for most students who planned to attend ollege and major in non-techneal tields.
Today, however, due to the increased use of quantitative procedures in all fields, a
background including advanced algebra is needed for a magonity of majorn. And
completion of the full four year sequence is essential for magors in suience, engineer-
ing or mathematics Furthermore, a strong mathematics background is necessary
for an increasing number of fields that require vocational traming. To prepare

TN g n
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students for the future, schools must fovus not only on the basics—they must move
their sights beyond the basics

How Much Mathematics Should Be “
Required for High School Graduation? )

In An Agenda for Action the National Council af Teachers of Mathematics
recommends that at least three years of mathematics be required in grades nine
through twelve. At the present time, Project Equality of the College Board is
addressing this 1ssue and a similar recommendation can be expected In order to
keep career options open, a student should take at least the first three years of the
college-preparatory _rpathcmams' sequence. Students whose mathematics back
grounds are not suffivient to begin the pre-college sequence in the ninth grade
should take basi. mathematical skills courses, then enter the sequence as soon as
they are ready and go as far as possible. The needs of some students.are met by a
slowed down sequence—{or example a sequence where students can completeele-
mentary algebra n two years rather than one.

Should There Be a Compelgnc) liequiremenl for
High School Graduation?

_» Inrecent years many states and local school districts have implemented minimum
competency standards in addition to regular course requirements There is a danger
that such competency programs will focus narrowly on combputational skills, 1gnor-
ing today's need tor a broagder coneept of basic skills and the need for stugents to
extend their horizons beyond the basics. On the other hand, schools that do not have
acompeienyy requirement sOMELMes IgNOFe the needs of students who do not enroll
“n pre-collége mathematics courses. Furthermore, there are some important basic
skills topics {such as percentages) that tend to get slighted 1n pre-college courses

Usually, competeney requirements are smposed by forces outside the schools, but
school pessonnel do intluence the implementation of such requirements Externally
mandated requirements van be avoided (f school staffs prepare in advance and
forthrightly address the basic shills competency 1ssue

What Are the Equity Issues in Mathematics?

Mathematics educators are concerned by the decreasing partiapation tn mathe-
matics courses and the lower achieyement in mathematies by females and nunonties
Data trom national assessment' and other sources indicate that achievement of boys
and girls 1s comparable through junior high school, but toward the end of senior
high school bovs outperform girls on national assessment and Scholastic Aptitude
tests. Most of the difterences are attributed to avoidance of upper level hugh school
courses by girls. Enrollment in mathematies 1s roughly the same for boys and airls
until the last two years in high school. In recent years, participation by females 1n
mathematics appears to be increasing. ’ .

Black students are seriously underrepresented at all levels of pre college high
school mathematics. Achievement of black and Hispanic students was below
achievement of whte students on the national assessment mathemancs test in 1973
and 1978. The gaps were wider for older students, narrowed for nine-year old
students over the five-year interval, but stayed approximately the same for seven-
teen-year-olds. Perhaps the introduction of compehsatory programs in the tlemen
tary schools and the general absence of such programs in secondary schools can help
explain these patterns.

2,
&
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Ca.n the Achievement Decline Be Reversed?

On the Scholastic Aptitude Test {SAT), achievement in mathematies decreased
from 492 1n 1967 to 467 1n 1979, a loss of 25 pownts over the 12 year pennod Duning
the same period, verbal scores dechined by 39 points. From 1973 to 1978 achievement
of seventeen-year-olds dechined four pomts on national assessment mathematics

Jtests There was essenually no dechne 1n computation, but there were declines of
eight or nine points in problem-solving. A challenge for the 1980s will be to see if
these downward trends can be reversed, particulagly in the area of problem-solving,
which the Nattonal Council of Teachers of Mathematics recommends as the focus ot
school mathematics in the 1980s.

How Will'Electronic Computing Technology
Influence Mathematics Instruction?

While computer literacy should be addressed n a number of subject areas,
mathematics teachers will have a major responsibility to provide computer literacy
instruction. Today, each school system should develop a comprehensive k-12 pro-
gram for giving students computer experiences that will prepare them for the world
in which they will live Not all students need to become experts at computer
programming, but all students should be able to use computers and understand how
computers affect their lives.

The fact that in the “real world™ most calculation will be done by computers and
calculators implies a change of emphasis 1n mathematies instruction. The real
mathematics of knowing what operations to perform will become more impor tant
while the drudge work of complicated computations will be done electronnaily. Ot
course, knowledge of basic facts and mental calculation will stll be important for
setting up problems and checking to see that results are reasonable.

There is fear that the use of calculators will hurt students’ ability to wompule, but
the results of about 100 research studies conducted since 1975 indicate overwhelm-
ingly that the use of calculators helps rather than hinders achievement.’

In An Agenda for Action the National Council of Tdachers of Mathematcs
recommends that mathematics programs in the 1980s should take full advantage of
the power of calculators and computers at all grade levels. To accomplish this,
schools will need to provide the hardware, the software, the training of teachers, and
the resource and logistical support. Computer use should be imaginative and varied,
going beyond the traditional modes of drill and practive or instruction in compuier
programming Computers should be used for .lassroom demonsiration of mathe-
matical concepts, for generating tests, worksheets and activities, for constructing
mathematical models, for tutorials#ffor mathematics games and activities, for
simulation of applications of mathematics, for solving problems, for scoring tests
for processing achievement data, and for a host of other functions. Special courses
in computer programming and computér science will be neceysary, but the use of
computers and calculators should be totally integrated into mathematis 1nstruction
at all levels.

Will There Be Qualified Mathematics Teachers?

Because of the increasing demand for people with mathematical backgrounds,
there is a growing shortage of cernfied mathematics teachers in the country. Hf
present and potcnn’al mathematics teachers continue to leave teaching for more
lucrative opportunities, then the shortage may become severe. \

In addition to the need to maintain and improve preservice teacher educationy
there s a continuing need for inservice education. Certified secondary teachers tend
1o have sufficient subject matter knowledge, but many lauk the teaching shills
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necessary to address the nceds of low achieving. poorly motivated students who
exhibit behavior problems and have reading difficulties and other learning prob-
lems. Primary teachers, on the other hand, may lack knowledge of how youngt
Juldren learn mathematies through expenence with concrete manipulative mare-
nals. Some intermediate and middle school teachers also have weaknesses and
anxieties 1n mathematics that should be addressed. Finally, all teachers will need
considerable nservice traimng, to integrate computers arnd calculators into their
mathematics instruction.

’

How Will Necessary Curriculum Development Be Accomplished?

Yo meet the changes 1n mathematics instruction for the 1980s and beyond we will
need new objectives, tests and other evaluation techniques for assessing achieve-
ment. We will also need wurniculum print materials, concrete activities and compputer
software. The emphasis will probably be more on modifying and improving what we
have now than on developing totally new programs as we did in the 1960s

In the early 1980s federal support for research and development is declining, and
states and local school distrnicts are feeling financial pressures Consequently, new
curriculum development will probably be accomplished primarily by commercial
publishers. School personnel can influence this development by communicating to
publishers what 15 needed and then being selective about buying; publishers tend to
respond to the market.

Will Mathematics Instruction Be a Priority? '

In the wake of the Russian Sputnik launching of 1957, mathematics and science
receved national attention and funding in this country largely through the National
uonal Science Foundation. In the late seventies mathematics drew further attention

_ at the state and national levels bevause of public concern about student competen
cies 1n basic shills. Today, with the smpact of new technology, the public is aware of
the increased importance of mathematics. For example, in the 1979 Gallup Poll on
Education, mathemaucs was rated at the top of the list of essential subjects In spite
of dechning finanaal resources for education, there is an increasing demand by the
public to focus those resources on basic skills instruction.

1I. LEARNING FROM EXPERIENCE AND RESEARCH

Mathematics Achievement Has Increased in Minneapolis

In Minneapols, as elsewhere 1n the country, there is concern about achicvement
In retent years the only standardized testing in mathematics has been the SRA
mathematics test admimstered near the end of third and sixth grades In the middle
seventies our students scored at grade level at.the end of the third grade, but they
were below grade level by the end of sixth grade. Now achicvement has improved at
both levels—from three years, mne months to four years, four months at grade
three, and from six years, four months to seven years, three months in computation
at grade six. In addinon, during 1981 we started administering the California
Achievement Test at the end of grade eight. Our median students scored at a grade
« level of nine years, eight months in both mathematics concepts and computation—a
full year above national norms. .

What Approach Did We Use to Increase Achievement?

1In Minneapohs, the voncerns of school administrators helped focus attention on
mathematics instruction. Throughout the city, more Title | resources were allocated
to mathematics, and 1n each building there was a greaten focus of effort, time and
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resourwes on mathernaties Minneapohis has had a strong commutment 10 alternaunv e
schools, so we allowed different schools to develop individual progtamy. Qur
geqeral strategy was to get a number of prqmising practices started, 1o jdentify
which practices produced the greatest results, and then to replicate thuse practices in
other classrooms. We found the increases 1n g hievement very uneven, with some
i i levels or more) and others showing
test increases taking place in Title 1
schools that traditionally scored well belo de level. Some of these schools were
now scorng a year or more above grade level. We looked at these high achieving
schools to identify the factors that have \.on(nbumd to the high achievement.

What Factors Contribute to Achlevcment?

On the basis of our observations of practices in the high achieving schools, we

idcmifcd ten factors:
. Commitment to mathematics instraction
2. High expectation

3. Time on task . - . .
4. Leadership ’ :
5. Clear objectives with (csnng to match -
6. Systematic approach .
7
8
9

. Skills mainfendnce

. Learning matenals and teaching stralcglcs

.. Knowledgeable teachers, - .
19, Positive: reinforcement ) 4
Following the development of this list.several years ago, wef hawe seen reshls ol a
number of studies.on schoo! effectiveness. The results of these studtes 1gad (o be in
general agreement with our’conclusions, thereby m;rcasmg our wnhdum buth in
the studies and in our observations.

We found leadership to be a particularly impdrtant factor. Elementary prinupals
i’ Minmedpohs, as elsewhere, generally lack strong mathematics backhgrounds In
~ Schools that showed increased achievement. prinuipals tended to idenity 4 hey
faculty membet to prondc leadership and expertise. That person spent at least part |
time as a mathematics resource teacher for the building, coordinating the program
and providing support and training for teachers. The prinupa)’s solc in identilying
and supporting this person was vital.

To help teachers teach to objectives and implement a systematic approach to
mathematies mnstruction, we developed an’instructipnal managemeny sysieni with
criterion-referénced tests heyed to objectings We afvo provided individual and class
profile charts and a prescription indes that heyed learning materials to objuctives.,
Implen¢ntation was yoluntary and about a third of our schouls tised the syaicin
Sbme of the schools using our approach gquickly showed gains in achicvament wlile
others intially did not. Through this experience we came to conddude thal an
mstructional management system is simular to an accounting system. By atsedi a good
acounting system provides information upon which wund deuisions wan be miade.
thereby making a profit more likely. '

Skills maintenance—the systematic review of previoushy learned shills—n o
factor that nearly always results 1n increased achievement. We actually learnd
about the effectiveness of shills maintenance trom one of our teachers, Her studans
showed remarhable gains after she implemented daily revicws. She produced aaer
cises by using COMPUTE, a program developed in Minnicapolis that tses o cont
puter to generate exeruses. We found that while the computer s hedpiul. it s i
absolutely necessary for sMills maintepance. The esscmml elonient s Boguail siai-
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tenance sessions, preferably five to fifteen minutes every day or evéry other day
SKills maintenance should also include some test:taking skills.

The most tmportant thing that we have learned in Minneapolis is that virtually all
students can achieve in mathematics, regardless of socio-economic status, ‘race,
famuly situation, or any other factor. The notion that certain groups of students
should be.written off 1s malicious nonsense. We tend to get the kind of achieveménts™ =
we expect. *

-

1il. RECOMMENDATIONS R

The following recommendations for improving basic mathematical skills instruc-
tion are based on research and our experience in Minneapolis.

. Establish Competence In Mathematics as a Priority ’

Every school and school district should have a written policy statement that
clearly identifies nstruction in basic skills as a priority. This statement—which
should specifically 1dentify mathematics (not just computation) as a basic skill—will
have impact 1f 1t 1s clearly communicated to administrators, teachers, students,
parents, and community artd is backed by the allocation of resources.

Assess the Pn;ent Situation

Existing data on achievement and enrollment in mathematics should be assessed
10 determune the strengths and weaknesses of the program. Additional testing and
surveys may be required to address unanswered questions, The assessment data’
should serve to define the problem(s) to be solved.

Develop and Support Leadership

Line administrators, especially building principals, are in key positions to influ-
ence mnstruction. Usually additional curriculum leadership is needed both at the
building and district levels. Since mathematics is rarely a curriculum sttength of line
admnistrators, they can usually be most effective by identifying and supporting
staff leaders with expertise in mathematics. Department chairpersons serve as
leaders at the seconddty level. A similar type of leadership can be effective at the
elementary level. Schooldistricts of sufficient size should have mathematics supervi-
sors and resource teachers. These leaders in mathematics should be encouraged to
participaté 1n the National Council of Teachers of Mathematics and National
§) Council of Supervisors of Mathematics. ‘e

Establish a Climate for Learning

For learning to take place, a school must have an orderly atmosphere and be free
of disruptions. The discipline policy should be firm and fair with the aim of leading
students from externally 1mposed discipline to self-discipline The school should
develop an atmosphere that promoges learning and inquiry. A

Exhibit High Expectations

Research confirms that expectations become self-fulfilling prophesies Adminis-
trators should therefore convey expectations for high achievement to teachers,
students and parents. Teachers in turn shoul{ transmit those expectations to stu-
dents and parents. When everyone believes that achievement can improve and works
at it, then it almost invariably does improve.

9
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Identify Clear Objectives with Testing to Malch N

Research ot school effectiveness indu ates that achievement 1s hugher in schools
where instruction focuses on speuthic objectines that are kn:)kxn to students,
teachers, parents, and administration Objectives in basic mathematical shills should
address all ten shill areas identified by the Matonal Council of Supers 15013 of
Mathematics® In order to diagnose individual student needs, monitor progress and
provide for improvement of instruction, testing and other evaluation must match

the otijectives of_the program.

Provide Systematic Instruction That Addresses the Objectives

Instruction should be designed specifically to meet the objectives. Students
should be assessed just prior to instruction to Jdetermine if they have the neggssary
prerequisite shills or 1f they have already mastered some of the objectives. Mstruc-
tion should then concentrate on closing the gap between what students hnow and
what they are expected to learn, This approach should not preddude open-ended
learning that goes beyond the objectives. )

Make Provisions for Maintenance of Previously Learned Skills

Probably the most effective way to improve achievement 1s to implement a skills
maintenance program in which previously learned skills are regularly and systemati-
cally reviewed (A five to fifteen minute review every day or every other day 1s most
effective ) 1t ss casier to stop students from forgetting than to let them forget and
then teach them osver again. Skills maintenance 1s an excellent transition activity

after recess or Junch or at the beginning of a period. dnd any teacher, from the most ,

progressive to the most conservative, van implement a shills maintenance program -
with relatively little inservice. O

T
1dentify or Develop Appropriate . .

Learning Materials and Teaching Strategies .

Learning materials and teaching Strategies should be varied and interesung for
students and should focus specifically on the objectives. The selection of materials
and stratéé)fcs should be influenced by research as well as experience. For example,

" mathematics congepts can be'learned through manipulative experienies with won-
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crete materials The self paced model for individualizing instruction has tended to
be costly and incffective.” On the other hand, practices such as group instruction and
cooperative learning show promise for cost-effective instructich in mathematics.

. d

Provide Appropriate Staff Development

Many teachers need to learn how to teach to objectives. Too often we emphasize
covering material when we should be uncovering mathematical conwepts. Staff
development needs should be identified through test data, staff surveys and recom-
mendations of specialists in mathematics edugation.

Fd

Ensure that Students Spend Sufficient Time on Task *

Research evidence confirms the common sense observation that the amount of
time spent on task strongly influences achievement. At the pnmary level about forty
minutes a day should be allocated for mathematics, while at the intermediate and
secondary ledels approximately an hour of class time should be used. Time on task 1s
the amount of ime students spend actually learning mathematics, both in Jlass and
in doing homework Teaching cf‘fcumcncss «an be increased by carefully siructuring
class time so that practically all of it is dévoted to learning.
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Incorporate Technology into the Mathematics Program

adathematics prograims at all levels should take full advantage ot the power ot
calculators and computers, Lsed chiectively 1 a vanety of imagmnatse ways, these
devices will help rather than nder learmng, and students need experience with
them 10 order to develop computer leracy in the coOMputer age o

Provide Students with Information about Mathematics and Their Futures

A hey factor in whether a student elects igher level mathematics courses in high
school 1s how useful the course will be. Lack of Anow ledge about the importance of
mathematics 1n keeping career and educatnon options open udil lead to mathematcs
avordance. Particular etforts should be made to consey this nformation to girls and
minonties to overcome the stereotype that mathematics s only for the pale and
male. )

-

Provide Students and Staff with Positive Reinforcement

Teachers should receive both wnitten and oral praise trom their admimstrators
for mereases 1n achievement by their students. Likewise, students should recene
praise for achievement from their teachers. Ulnmately the most important motisa-
tor 1s one's own knowledge that one has done well. With this 1 nund, students
should receive immediate [eedbach as to the correctness of their work Then they
can exther set out to rectify the mistakes of take pride in the accomphshment and go
on to something new.

Use the Results of Evaluation to Improve Instruction “

Schools can analyze test results to idennfy strengths and weaknesses moanstrue-
tion and to determine the needs of individual students or groups of students Strong
programs, teachers and teaching strategies can be identified through cvaluaton
data; efforts can then be to rephicate those strengths in other settings

.

Effectively Communicate Priorities, Expc.cl_alions and Programs

School leaders can set a tone by effectively communicating high expectations for
achievement and by stressing the pnority of basic skills instruction. Information

should be communicated to faculty, students, parents, and the community When

new 1deas are being tned 1t1s probably best to give them a {ow profile until they have
proven successful. {f they are unsuceessful, then it ts easier 1n the absence of
publicity to modify or discard them. Successes should be given a full measure of
publicity with credit going to all who contributed.

’

V. CONCLUSION

The public sces achievement tn mathematics as an cducational priority, and
achievement can be improved sigmficantly by following the recommendations given
here. Students from all backgrounds can perform at of above national averages.
What we need 1s school leadership thas wants to improve achievement, believes that
achievement can be improved and follows through to see that it does improve.

NOTES

.

1 A copy of the Nanonal Council of Supervisors of Mathematics Positon Paper on Basic Mathematical
SkiHs can be obrained by sending a seif addressed, «amped cnvelope to Ross Tavlor, NCSM Baac Shlls,
Minneapolis, Minnesota $5413

2 A copy of An Agenda for Action Recommendations for School Mathematies of the 19805 can be
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obt;mcd tor $1 00 from the Natonal Couna! of_ Teachers of Mathenuaties, 1906 Awsociation Drve,
Reston Virgingg 2291 N~

Project Equalny recommendations can be obtained by wrniing Project Equality, The College Board, 888
Seventh Avenue, New York. New York 10106

Reports on nanonal achicventent data can be obtained from National Assessment of Educational
Progress. 1860 Linoln Street. Suite 300, Denver. Colorado 80295

Summaries ot nanonal data in science and mathematics are contained 1n Scrence Education Databook,

pubhcation SE80-3, available from The Science Education Directorate, Nauonal Science Foundation.
Washington, D.C 20550 *

Cakoulator studies intormation is avaidable from the C aliulator Infornation Center, Room 201, 1200
Chambers Road, Columbus, Ohio 43212

Sce “Implications of Research for Instruction in Selt-paced Mathematies Classrooms™ by Harold {

Schoen, v Orgamizing for Mathematis, the 1977 Yearbook of the Nauonal Counul of Teachers of
* Mathemauics

)
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PART IV:
_ READING




READING: THE ART OF THE STATE

-

. Lloyd W. Kline
International Reading Assoctation -

What do we know about reading as one of the baste shills being taught i the United
States? And, hnowing that, where do we go from here?

1 wish that questions.ashed so sumply could be answered the samic way. bn trying
10 summarize what we hnow dbout reading ~how_does one absorb, integrate, gl
synthesize the contents of the more than 200 professional jour nals annotated danuu-
ally in the Summary of Investigations Relating to Reading published by the luterng-
tional Reading Association, which s itself only one of several orgamizations dedi-
«ated solety to the field? Short of being an editor onesclf, how does onc¢ even begiii
to gain aceess 1o the 1500 manuscripts sent full of hopc and cotisecrated professional
truth each year to the journals of that single Assouatfon, or to the addinonal
thousands of manuscripts sent to the fifty or mote other journals that carry the
word reading or 1ts coneept in their ttles? We have not yet ashed how (o vollect and
read the thousands of papers presented on the topie of reading at various profes-
stonal conferences gach year, nor how to probe the plans, records, and projects of
the hundreds of textbook publishers in the ficld, nor how o peruse the day-to-day
lesson plans of most of the more than two or three milhon teachers in our schools
who give over at least part of their instruction to reading, whethep or not they
trecognize that they are doing so. 1 hase aitled iy remarks “The Art of the State™
with such challenges 1 imind and with srony aforethought—the state being cata-
tonie, the art magie, and the attempt sheer madness. Whatever | say on the topie, |
hereby preface with the disclaimer implied in that truest of sophomnore graffiu, ALL
GENERALIZATIONS ARE FALSE! ~

What | shall do in this mad attempt s offer lhrcc statements of prinaple about
the teaching of reading that 1 believe afe widely aceepted as true, and follow them
with three statements of need that 1 believe we should pursue into the inmediate
future in the teaching of reading.

a

Importance of Context

. The first statement is one we van support with plenty of empirical evidence, no
matter what the specific sub-topic of study within reading. CONTEXT IS ALMOST
ALWAYS PREFERABLE TO ISOLATION. That statement 1 true whether we are
talhing about interpreting a reading test score out of the context of an individual’y
total life, or teaching a lesson on the sound of ph or the spellings of the schwa out of |
the context of words and sentences as the learner uses them, or thinking we are
experts in language when we consider it out of the content of 1ts many, many levels
and uses, or believing we are teacMing a youngster o read out of the context of that
youngster's expectations, cares, doubts, questions, loves, hates, or extrapolating the
rosults of one small research study vut of the context of the my*f) and awesome
ness by which any of us at random learns to read. Delve into all the research on,.
reading lha(/){fu «an and histen well to all the personal aceounts both of learning (o\
read and efAeaching it. then, as a teacher, ash yourself next Monda) morning,

. “What are the contexts of what I am about to say or do, and what are the contexts in
which and out of which those around me will hear it said or see it done?” Having
asked, you will almost certainly teach with greater care, with greater hunulity, and,
one hopes, with greater effectiveness. Teaching letters and sounds out of the conteat
of utterance, utterance out of the context of literature in its broadest sense, litera
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ture vut of the context of souety, of time and place, of life itself, makes your efforts
as a teacher but the empty tinkle of brass or sound of cymbal«as the word goes For
this tirst generalization, empurical evidence abounds from”a myniad of sources and
sub-topieal areas of study. CONTEXT IS ALMOST ALWAYS PREFERABLE TO
ISOL ATION?Y ) .

rough the general interest of researchers during much of the recent decade in
schema theory, 1n discourse analysis, in “strings™ of letters, in words, and in
SCNIEnLes, ONE senses 4 Browing consensus that while components of language and
the processes of reading and of learning to read ¢an be studied and described in
discrete and minuscule detail, the sum of those tiny parts does not necessarily result
in effective reading nor 1n nurturiag avid readers. Such reading and such readers
always oweur in multivaniable contexts, social, motivational, cognitive, instruc
tional, what have you, and in sequences that can vary radically from reader to
reader, whether we label the, reader remedial, developmental, critical, functional,
gevreatonal, ur gitted. Describing details of the grammatical structureS'and vocabu
lanies of language and the theoretical sequences of sub shills of reading offers
scholars a suentific shorthand by which they can talk with each other more effi
uently about fanguage and about reading, but describing those minute details out of
ontext to a learner struggling to read probably adds to the struggle while detracting
from the reading.

N )

Importance of Structure

There 13 also sufficient empirieal evidence for my second statemagt of what we
know about the teactung of reading. STRUCTURE 1S USUALLY PREFERABLE
TO FRAGMENTATION. We can see this prinuiple at work in studies of disciphine in
the assroom, in womparsson of achievement scores from “more orderly™ schools
with those from “less orderly” schools, in assessment of attitudes and morale of
both students and teavhers in various school settings, in the similar levels of
effectiveness apparent in vastly different reading programs, in the readiness for
learning that students whose Lives are in turmoil faul 10 bring to the classroom, in the
expressed satisfaction of parents when they are assured their youngsters are safe in
school, and in the generally acepted notion that while no specific system of reading
instruction works with all students, just a')u( any system works with most Next
Monday mgrning, bring a sense of vrder 10 your Jassroom by hnowing exactly what
it 1s youare trying to do, by letting your students in on that knowledge, and by
expeting apptgpriate behavior of them. Bringing order to the educational process,
by the way, does not rule out the creative and divergent, for even if one marchestoa
different drummer, 1t 1s stil] to the rhythm of a drum, not to the random patter of
accident or happenstance.

Perhaps this second principle, that order is preferable to chaos, is simply
fret thewr own children ‘through the anxious years of day to-day classroom reality
And, for at least fifteen years, the so-called regional laboratories have been at work
that universe at any given moment is more than a lucky reature comfort, it 15 the
defimtion of sanity itself and a key to individual human survival. Little wonder that
the prinuple proves useful and effective in the teaching of reading. Itis to gain a
sense of order that the teacher of reading needs to understand the structure of
language, its compongnt parts, and how they fit together in cach of the several
theories of language and reading process now current. Even though that teacher
need rarely «f gver teach those components and theories as such to a class, the
structures and theortes will underlie the teaching, will give contgxt and purpose and
shape to the questioning strategies, to the instructional techmiques, to the selection
of matenals, to the apalysls of individual reading problems in that teacher’ class
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room A sixth grader need nut understand binary mathematies in order to play
Asterowds at the loval elestionie emipotium, ot sobid siate pliysics to use the pocket
caleulator. Newther dods that sivth grader newd to verbalize intricate, pnnuples‘)f
phoneme grapheme relationships in order to read well, At the same tme, to Jarily
what 1 said earhiér about the importance of contetts, it apparently does not work
well pcdagoguall) simply-tu ;mmerse a learner into all contents at once and hope for
the best, sink orswim. A sense of order and ‘an adtive recognmtion of speufic
contexts go hand in hand in what we know 1s important and true in reading
instruction. To provide that sense of order qualified by context 1s one of a teacher’
primary responsibilitiés. .

lwact of Pluralism , W

The third prinaiple 1 su%gcstmc led about reading has of late taken on rcnmcd
insistent political urgency. Little wonder. since it involves the substances and pur-
puses of reading more publigly and dramatically than do the provesses and pedagogy
ol reading. There 1s a strong measure of belief among us that PLURALISM IS
PREFERABLE TO UNIFORMITY. Arguments about Black English, controversies
,over teaching Engligh as a second language, disputes over the funding of bilingual
programs, battles over book selecion and standardized testing have broken well
beyond the dassrooms and school librartes of America, they are being fought and |
adjudicated in courtrooms voast to-woast at an increasing pace and with alarming
frequency. Perhaps suxz.llinganon represents a turn quite hterally to courts of last
resort berause educatdrs have been so inconclusive and shown so hittle cohesion
among themselves. Our hearts probably unite in the prinuple so easily stated as
pluralism, our heads split open, our brains spill helter-shelter when we artempt to
determine precisély what it meany to putthe principle into practice.

No matter, the pranciple of pluralism remains a belief common to almost all of us
in reading instruvtion. In provess, we seek pluralism of theoretical base and sohd
research in devising our aastructional strategies, our program:designs, our text-
books, our classroom technigues, our assessments of students’ abilities, 1nterests,,
and achievements. In Subslame we worry aboul accommodating those who vharge
our matenals with sexism, racism, ageism, while we try (o preserve onigmal tekls
that have come down to us ‘through the ages. How do we simultaneously serve all the o
passions, all the persuasions, all therbeliefs that humankmd falls hei 1o (heiress (10?)
when our immediate, task as reading teavhers 1s s0 often simpply getting Johnn)
(Jante?) 1o read anything at all that appears o vur assigned teading list? How do we
allot fair measure to each and every mdinadual’s sersitivities in ethics, and morality
without gsorting to language and lerature so bland, so devoid of morahty and
ethie dnd‘thtf and value and substanie as to be not worth reading? In audience, we
agpnize vver how most effectively and economuealty to approach the Bilingual
learner as well as the munohngual the religious fundamentalist as well as the secular
humaniat, the child ay unique individual in s own naturalight as well as (hal same
child as duly ordained legal and moral responsibrdity of its parents,

U ntur(un,m.l» and jromically, our af®mipts (o reconcile and serve pluralism have
Jed us tads ohenio prclgnd there 1s ng.morality nor stance )it our teaching of rcadmg
Wedhase oo utien iried to avord issues of substance rather thap confronting wittun
them values in gencral, or, one might even hope, \alue,s—hcld i LOMmon among our
studenis, Our tadure o understand our.«shor:;ommg in that regard, or perhaps
stmply vur frustration L LOmMung to grips with the tough issues and struggles necded
to resolve it, or both, have fueled the’complaints ¢f many of out most voual crities, |
Stephen Arons summarizes the situation i an articlé’in Saturday Review (Jure |

1981, page 19) " The loss of consensus complicates the ceatral problem these | .
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parents se¢ in pxulcw'ml hibratians, prolcsanonal educators, and the culture 1n
general. the inabihity to make moral judgnients.” We cannot dodge these most basic
of questions in this most basic of skills, reading. Skills to what ends? What kinds of
skills” Leyels of shill for what levels of hving? Living for what ends? In the very
earliest models of American reading tnstruction, the purposes of reading and the
purpuses of hife were one and the same and easily stated and understood. to love
God and to serve Him forever. Even if we were miraculously to get everyone to agree
today that God s a he, or indeed that a god exists, the industrial model on which our,
schools are largely patterned does not ask **What is life?™ so often as it asks “What
pays off? W hat 1s most effrient, as reflectéd in the mass production of students and
of reading scores?” '

These questions of proess, of substance, and of audience get mixed up quite
teadily 1n much of the public mind. One begins, for instance, distrusting secular
humanism_and ends up arping at any instrictional approach other than phonics in
the furst grade reading program. Or, one dedicates oneself to the innate sacredness of
the individual human being within a government of, by, and for everyone, and ends
‘up acquiescing 1n the massive disruption and imminent dismantling of a public
school system that such government has traditionally secured. The jury i still very
much out, Literally 1n many cases, with the issues raised by this third statement of
mine on where we are in the teaching of reading. But, exceptin the minds of a sparse
few, the prinaple remains intact across the political spectrum. PLURALISM 1S
PREFERABL L Y0 UNIFORMITY. In fact, some of our.more dispassionate social
observers see nght and left mecting on the other side of a full uircle in this basic
pnnuple for the purpose behund it is to make the world as safe for me and mune as it
seems to be for others. In reading education, there are zealots for this or that
approach, advocates for this or. that speuial group of learners, but few of these
believers are uomplc(el) blind to the many visions of truth other than their own

+ Need for Educauonal Engineering

Assuming that the three statements of pundiple 1 have offered here indeed rcﬂc;t
the educational state of the artin fgading as a basic shall, where do we go from here”
What lies ahead? What needs are riot being addressed adequately?

{ think our first privrity as protessional reading educators should be a thorough
fecogmiion and resolution of the NEED FOR EDUCATIONAL ENGINEERING
*In teacher education, ..urmulum design. dassroom organizagion, materials develop
ment, research models, 'and pérsonnel utihzation, se need enginecring where almost
none now eusts. Whether we like the sound of it or not, the truth is that we n
Ameria have >haped an educatianal w«.um aweorgling to an industnial mode! of
mass production, but we have "yet to dculogyxc engiieers that industry has
dcwclopgd to wurk wopstantly and productively at bridging tl)c gaps between theory,

“pure” research, and applicaion or practice. Textbook pubhshcrs have prohably
come Jdosest (0 serviag the role of engineers cdu;auon but they have by defini
tion 1N our ~ouiety, that s, by the rulgs of commerce, conformed thewr products to
realities ot g mass demoxratic markctplau. a much as to-academic, theory and
aesearch Educaudnal researchers, by and lafge, haye reflécted the medieval tradi
uons that are theur hcmagc as umve;sn) schélars, b) disdaining the marhketplace,
with all e corrupting. influences-and confounding fauts®of life Their medieval

orebears depended O (he patronage of dardinal or \ing: to butter thewr bread,
aligwing them as scholars o dwell honored and secire in théir realms of intellectual
prary, the contemporary n]cdmalm «ounts on a government grant or a foundation
hapdout wuh which to establish his or her sfatus as master and adorn the surround
mg handful of grddua(c ejnc with peatls of wlsdom (Iardcd occasionally with

&
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consultant fees for some of the dirter work)

Obviously, education sulters trom a mismatch, & medicval moded seeurdy 1
place at one level in which researchers and theorists ponder protunditios and
patently carry out!reuous inquirics about the alphas and viicgas ol teadig ws
process and conteht, and an industrial model clanking along at another lcvel,
churning out a potpournt of students portrayed in endless ranks and files ol
disarmingly simplistic statstical analysis, while disgruntled teachers, distrusitul
parents, and.dissatisfied taxpayers takc turns alternately throwing greascbalk and
wrenches tnto the works. The medieval masters disparage or snub the tentbook
producers, and quite often they also snub the teachers of teachers, some of whom,
by the way, try valiantly to play an engincerigg role, but wnhout the traiming or the
resources needed for that role. Trainers of teachers, 1n turn, both prescryive and
inservice, have probably carried on little research of their own sinee the complition
of whichever graduate degree got them out of the frontlines and into their preseni
positions, where tireware trapped between two warning strangets. And, Jdassiooi '
teachers, for their par], tend to cut both miedieval masters and teadher traiics out
of any sustained dialogue with the immediate and somewhat curi quastton, Bul,
what do 1 do Monday fnorning?” .

With that pogtraygl of reading education in mind, whether or nuit 1 have been
entirely fair in dradriqg 1t, what hinds of questions might wo ash of the cducational o
engineer? Whatgfrobleis might the educational engineer solve? For starters, we

pérsonalization and globalism in the latkr, tor sure. But, what
other advantages tnhere i cach? What disadvantages? What do the two moddds
have to offer each other? How «an they be brought cdoser together in the educa
tional enterprise? How does the research at Bell 1 aboratories result in butter serviee
in communication for Jody Thompson in Elviia, Oluo? What happuns at the
Dupont Experimental Station in Wilnungton, Delaware, that brings cheaper,
stronger polymers to"manufacturers and consumers dround the world?

A good program of educational enginecring will hedp us 1o sec thic forest i spite
of our penchant for vontemplating trees In reading Jiic atter reading Jinig, tor
instance, we take for granted a higher percentage of greater suciess with worse
problem readers than we would eser expect of regular dlassroom reading imituction.
How can we explore that phenomenon so as to apply the ladts within it o amproving .
classroom instruction generally ? At whai costs? With whai resources, what contigu~ ?‘““‘"‘:
rations of time and space and personnel and matenals and equipment? ’

There are those industries that depend on basic research, rescarch that yviclds '
insight or knowledge that is then engineered into successtul application in scivices,
products, or information, and we can ash ol them wha it is they ask of themsalaes,
how they operate. I am sure that one ol the questions they raisc sooncr rather than
later in their top research projects s how likely it is that the project will eveniually
pay off 1n the marketplace—that 15, i services, producis, or information 1 a
progect 1s at feast somewhat hikely’to pay off, approumatcls when and with whai
pereentage of return on the dollar insestment 1n research and deyglopment? N
answers along the way seem too negatise in light of cverything that the enterprise is
trying ta accomplish withun its budget, then the project o dropped, no omﬂ'(g’fm“
dear to the hearts of 1ts sponsors or how interesting ft may be ds & pursuit of
knowledge for 1ts own,sake. Contrast that rational, considercd approach to rescarch
and the applicd programs that grow out of it with the esoteric laissez faire approach
evident 1in some of the titles of artwles that punctuate many of our profeisional
Journals, of presentations that dot many of our professmional conferences, o! studies
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that lutter tov many editions of Dusserfation Abstracts in education. If individuals
mdced learn to read at varying rates and times and m various sequences, which is
almost certainly true, what are the potential implications for classtoom instruction,
if any, of the last twenty research topics you have seen posed, or of the last twenty
lesson plans or-curriculum guides you have read? If there are no such implicatjons,
and if we have continued to assume “the lassroom™ as a given in reading instruc
ton, question whether or not the research or the lessons should have been carried
out, no matter how <lean the design, how rigorous the method of research, how
talented the teacher.

Faced with thirty indivaduals in a bectic Jassroom, consider the legitimacy of the
Lase s(udy as an engineening ptoblem. Sorry that we annot CNRINCCT d case study for
every Jhuld every week or so, again assuming that “lassroom™ 1s a given, how Jose
«an we come to the weal? What hinds of training and classroom organization w ould
it requite. what kinds of administrative support, management, scheduling, staff
utibzation? Those are guestions (o be 5rapp|cd by engineers, not by researchers nor
by lassroom teachers, nor perhabs even by trainers of teachers, although those who
dre now In l‘cauhcr training and supersisory positions seem most conveniently placed
to take omrengineering roles.

t suspedt reahstically that all of us at every level could benefit trom devoting at
least a bit of our protessional effort to engineening, cven as Jlassroom teachers
alseady develop some of théir own instructional matenals, and as unuwversity scholars
tret their own Jhuldren through the anvious years of day-to day Jlassroom reahity.
And. tor at least hifteen vears, the so-called regional laboratories have been at work
i “research and development,” perhaps the dlosest American education has come
to ¢stablishung an cngineening component Besond all that, howescer, what we need,
i we petsisi in tollowing an indusirial moded in runming our schools, s the develop
ment of a new protession, that ot ¢ducational engineering, Like ats industnal
predecessors, that model will b at east three-ticred, with labor@lory engimeers,
comsulung engineers, and ticld engineers playing therr respective roles in analyzing
and solving problems of reading instruction, bridging that hllu gap between re
searchers and practitsoners

Changes in Literacy

A sceond major need we lace in reading education is a vandid achnowledgment
and cxploration ot the CHANGING SHAPE OF 1ITERACY, including the com-
puter revolution i communations There are many time- honored assumptions
about reading that we never think ot questioning, and much that we do not know
about reading and have nat yet studicd | am sure that most teachers, consaltants,
and tesearchers 1 the hiddd ot reading, for instance, ate all but completely unaware
of the enistence and valuable projects of the Assouiation of American Publishers, or
ot the Book Industrs Study Groap which condudts and reports market analysis i
the broadest sense Few it any educators heep up with Publishers Beeklh, the bible
ot bookselling, nor dg they even hnow there is sach a resouree as Jolfo The
Muguzine for \quumxe Vianagement, both of whichw ould Keepthem up to datex on
American reading habits and the technology of priat production How mans ol
them reahize that every concenable stning of information et programmed nto
computers—fantasiically complex information manipulable by countless matrices in
the most recent equipment —has been rephrased from ordinary discourse into the
exclusively yes-no tramework ot binary logic, that some ot those machines now
automatically hyphenate words, correct spelling and grammar, and merge tunctions
at one simple heyboard that only a few years ago required three separate depart
ments in the modern office—data processing, word processing, and typography!?




McLuhan erred in at least une fundamental way when he procdaimed the obsoles
vence of pnnt communwation fifteensyears ago, he failed to foresee the use of the
~omputer as a revolutwnary tool that extends those traditional means of communi
canon—teadlng and writing

Lookmg from such points of view outside the education establishment, 0 to
speak, we need not peer into the future to find things we ought to vonsider but have
not. How important is 1t for cutriwulum and instruction, motivation and materials
development, to revognize that each issue of Highlights for Chiddren comes off the
press in more wopies than there are units of all Beverly Cleary’s paperback books in_
print, or that Tiger Beat and Teen Beat both rank n the top one and a half percent
of ur.ulation among the more than 12,000 magazines wurrently published in the
United States? How much attention should teachers and researchers in reading-
comprehension and perveption give to the fact that magazine designers and art
directors are paid at least as much as text editors and infinitely more than writers?
Are publishers I'oohng themselves about what 1s important «n capturing a reader,
motivating a reader, communicating with a reader, persuading a reader by sisual
means alone to part with money for the.magazine and be happier and perhaps more
knowledgeable for having done s0? What does a book provide that a magazine does
not” How literate are posters, record covers, graffiti? How many *“reading sub-
skills™ are in play as a youngster electronically battles Space Invaders, scanning the
screen, quarter's worth after quarter’s worth, for hours on end? Does reading the
message on a video sereen require the same perceptual skills and the same thought
provesses, the same instinets and habuts, as reading print on paper? How different is
it to scroll a message electronically by pressing a button rather than to turn to the
next page in a book or magazine? Which sub skills in reading or writing or mathe
matics are really basic when the machine in front of you or in your shirt pocket or
purse c¢an calculate, compare, scan, or manipulate factual information at your
command faster than you can? What remains exclusively the provinee of print
communication, or most appropriate (o print rather than to other means of .om
munication?

The shape of hteracy is changing, and | am not even confident that reading
educators have caught up to the status quo from which the (hange has been
launched. Whether or not the fact scems important to you, a phone company
representative can tell you that for the average person, a push button phone is about
27 percent faster to operate than a conventional dial phone. Should we not at least
ask simglar kinds of questions of the processes and means of print communiation
that we claim as our professional specialty?

Morality of Education

Here s my third statement of need as we try to visualize what is ahead gducatiofi
ally in reading as a basi. skill. We need a thorough acknowledgment and exploration
of the fact that NO SKILL IS AMORAL, and that every fact, every process, gvery
utterance, almost every word, is laden with values to some degree. Yet, in a souiety
that professes Constitutionally to be non sectanian, what morality, what ethic, what
nitual, what system of belief, what professed truth will prove aceeptable tg all—or to
any? | am not sure we need ask nor answer that question that way, but | expanded it

. and suggested many impliwations in the third of my ecarlier statements about where
we are in the teaching of reading. Our challenges for the next few years are rather
clearly spelled out or implied in that passage. The fact that | choose not to repeat

. here the several pownts already offered there should not suggest that this third

smemcm of need 15 arfy less urgent nor less heartfelt than the other two.
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Summary and Recommendations

L]

Reading as a basic skill 1s doing well in America, quantitatively and probably

qualitatively, even within the educational .ontext of an industrial model. Market

. staustis on numbers of readers and what they are reading wounterbalance myopie
reading of test swores. John Bormuth calculated in an article in bisible Language
(Spring 1978).that in the workplace alone reading activities accounted for 23.5
percent of 1972’ gross national produdt. | doubt that the figure has wavered much
since then. That estimate does not take to account reading for pleasure, for
information outside the workplave, for formal schooling. We have reason epough to
bring the full foree of our professional, political, economie, and scienufic efforts to
improving reading as a basic skill. Yet, returning to the title of my remarks, “The
Art of the State,” it 1s stll true that reading is at least as much art as it is science. It is
also stilt true that the most broadly literate polilial state is one that boasts a highly
awvilized society. Firmly rooted in the first truth, let us work confidently toward ever
greater realization of the second.

In summary, then, I see reading educators recognizing the importance of vontext,
structure, and pluralism. If we are to move ahead in the teaching of reading as a
basie skill, we need a new thrust in educational engineening, accurate description and
assessment of contemporary literacy, espeually in light of technological develop
ments 1n communieation, and acknowledgment and exploration of pluralism as a
philosophy of instruction and as a fact of educational life.

o
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FOUR ESSENTIAL CHANGES
IN COMPREHENSION INSTRUCTION

P. David Pearson )
University of Illinois

Rcﬂccting upon the past 15 years in reading education, I am impressed by some
sngmt’ cant changes yn the conserns of educators about reading<instruction. ,
When I first entered the field, the issues of debate were as follows:
(a) What is the'best way to teach beginning reading? ¥ ~
{b) Should the alphabet be taught as a prerequisite to reading instruction?
(<) How can a school build a sound individualized reading program?
Even at that time only a few of my ;ollcagucs believed that our energies and efforts

should.be focused on the camprehension issuc. Some even thought that there was R

little one \.Ou[d do to teach comprehension (belicving, I suppose, that it was a matter
properly left in the bands of the gods responsible for the genetic transmittal of
intelligetice).

But times have changed. For better or worse, at least if one 1s to regard available
instructional materials as a batometer of practige, the issue of carly reading seems
settled. All but a few dust gathcnng commercial programs teach phonics early and
intensively, even those programs produced by publishers that only a de.ade carler
systematically delayed phoniwcs until a sizeable number of words had been learned at
sight. . -

Also, it is hard to find s.ommcrcnal reading programs that do not teach the
alphabet early. In some, letter sounds as well as letter names are taught prior to that
first encountér with real stories. .

I mean neither to celebrate nor to condemn the broad consensus on these 155U€s,
rather, I'only make the observation that broad consensus frees us to examine other
issues that may previously have gone unexamined.

Regarding individualization, two kinds of consensus were reached. (1) that
progress in reading should be monitored frequently, minutely (note the myriad of
specific skills tests at the end of every unit and level in most commercial programs),
and individually, and (2) that individualized instruction meant offering practice
ntaterials for children to complete individually. Unlike the consensus on early

phonics and the alphabet, however, I detect setious discontent in the field about our

current practices of individualization. Nonetheless, the energy released from these
points of agreement has been directed toward issues of comprehension.

A second reason, for the new interest in comprchcnsnon comes dnrculy from
wonverns of pra»uuoncrs All too frequently, when meeting with groups 6f adminis
trators or reading commuittees from school districts, 1 encounter this scenano. The
group expresses the dilemma of their reading program’s test results:

You know, when we look at our pnmary grade results we feel good about our program.

Our kids are scoring above national norms, which is more than we have a right to

expect. Then we look beyond grade 3 and what we find is a gradual slide in those scores,

relative to national norms, all the way into high school.
Then this observation 1s usually followed by a conclusion something like this.

We must be doing a goot job of teaching the decoding skills that chéifacterize the

primary grades and a mediowre job of teaching the comprehension skills that character

ize the intermediate grades. What can we do about it?

While I welcome this compelling motnation for turning our concerns toward
compeehension, 1 share the concern and frustration of school personnel in that
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difficult question, *What can we do about it?”

By the way, the revently released data from Nauonal Assessment should reinforee
this voncern. Fhe assessment (NAEP, 1981) indicates that duning the seventies, we
made excellent progress for mne-year-olds, however, we did not fare well in helping
thirteen year-olds, particularly in test items requaring inferential and lnlcrprtluc
comprehension.

Perhaps the only positive feature of thss dilemma s the strength of ..onmnﬁ it
«an afford us in mgeting these concerns about comprehension head-on.

The third factor promoung such concerns stems from a renaissance in psychol
ogy. From 1920 to 1965, psychologists, wedded-as, they were to their behavioristic
models, did not study reading. Reading was generally regarded as simply too
complex a process to examine, given the constraints of the Stimulus Response
model. But the past decade has witnessed a redirection of perspective among
psychologists. Indeed, the relatively new field of cognitive psychology considers the
reading process 10 be one of 1ts most precious objects of study, encompassing as it
does sub-processes hke attention, perception, encoding, memory, information stor
age, and retrieval.

At any rate, psychology has returned to one of its rightful homes. the study of
reading. Reading education has benefited greatly from the return, for the new
woghition has provided a wealth of ideas and hypotheses that educators can use to
reate hypotheses worthy of testing in the ulumate laboratory —the classroom

These three forces (consensus an other matters, heightened concern about com
prehension failures, and a new set of intellectual challenges), then, have converged
to create an atmosphere in which attention within thg reading field has fo»uscd on

c¢omprehension.

In brief, here are the changes | proposé:

1. We must change the kinds of questions we ask about selections children read

2. We must change our attstude toward and practices of reading vocabulary

3. We must change the way we teach comprehension skills.

4, We must change our conception of the role of the teacher in the reading

program.

Changing%ns .
Durkin 8-79) and her co-workers spent some 17,997 minutes observing

_reading lessons in intermediate grade classrooms. One of the conclusions she drew

Q
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from these observations was that teachers spend a sizable portion of time in which
they interact with students during reading classes asking questions. Students. con
versely, spend lots of time answering questions. Furthermore, these assessment
sesstons (Durkin's term for this kind of interaction) tended to be characterized by
relatsvely low-level questions in search of single correct answers. We've all seerf this,
probably most of us, myself included, have done it. [ ash a question 1 «all upon
Suzie. She gives an answer other than the one | had in mind. | turn toward Tommy
He gives a second answer, but sull not the one 1 had in mind. My head bobs from
student to student until someone finally gives the answer 1 was looking for 1t% a
game called “Guess what's in-my head!™

When Dutkin (1981) turned from classroom observation to teacher’s manuals,
she discovered a remarkably similar situation—much space devoted to story ques
tions, many low-level questions in search of single correct answers (and manuals that
provided vorrect answers to each comprehgnsion question, save those that invited
almost every response as a correct answer).

Beck and her colleagues (Beck, McKeown, McCaslin, & Burhes, 1979) have also
examined teacher’s manual questions. Reading Bech'’s analysis of questions, one is
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struck by another favet of the questions in manuals. They appear to have been
written using the commttee assignment approach. It’s as though six people were
assigned the task of generating questions for a story. And they decaided to aveom
phsh the task using three guidelines. (a) each was assigned one page of a six page
test, (b)'they could ask questions that eiher had explicit answers stated in the text o7
had nothing in particular to do with, the text, and (c) none of them was allowed to
look at any. page other than her own or to consult anyone else about the questions
she generated. The apparent result of this approach is a random barrage of ques .
tions that don't cohere one with another. They don't form a line of questions.
Thus far the evidenc¢ presented suggests that the questions asked about typical
basal reader questions (1) are more random than coherent, (2) focus either on trivial
//dclanl or irrelevant asides, and (3) do hittle to foster an integrated vonception of
esther what the particular story 1s about or what stories in general are about.
Beuk et al. do suggest a way out of this situation. They argue, after cxamnmng
ent research about story comprehension, that teachers need to develop, prior to
quesuon generation, a story map for each story children are asked to read. A story
map. according to Beuk, tonsists of a specification of the main <haracter’s prgblem
in the story and attempts to solve that problem, lcadmg. eventually, to a resolution.
Hawving generated such a map, teachers would develop questions that eliuit some
major compomnent of the story map. Questions that elicit either tpo general or 1po .
specific responses are not to be allowed. The flow of the story, from ineeption o
resolution, serves as the paramount criterion for question jaclusion. )
Translated into practical ssues regarding basal rcadm(mucsuons. Beck's analysis
suggests that guided reading questions (those page-by page questions in grades une
and two or thuse immediately following questions in grades three and up) should be
limited 1n such a way that they elicit only major components of a story map.
Indeed, recent research evidence (Beck, Omanson, & McKeown, 1981, Gordon,
i 1980, Singer.& Donlan, 1981) validates exactly such a notion. Questions that foeus
student attention vn important story elements ehit better comprehension and. or
story recall as well as better recall of new stonies for which no questions are ashed.
Apparently, the systematic application of such a framework for story comprehen
sion helps students develop what might be called a generic “story understander.”

So much for guided réading questions. What about those questions that teachers
typteally ask in pursuit of building bachground for story vomprehension before
students read? Here we have considerable evidence to guide our search for,com
mendable practives. Hansen and Pearson (Hansen & Pearson, 1980, Hansen, 1981,

Hansen & Pearson, in press) have conducled several studies cxammmg the effeyt of
story questions, particularly with reference to enhancing children’s ability to answer
inferential comprehensian questions. Two fm(fmgs in thewr line of research are
relevant to out voncerns. First, they find that simply making sure that guided
reading questions (those questions asked either during or after stori€s) include many
inference questions enhanees both story speufic inferential comprehension and
comprehension of new stones. Second, they find that the additional provision of
prereading questions that foeus on inferencey to prior hknowledge coupled with .
. speufic snstruction in k0w to generate answers 1o such quéstions and why such
comprehension is important leads to even better inferential comprehension of
stories. In short, the available data suggest it matters a great deal what kil of
questions we use Lo prepare hildren for stogy vomprehension. a set for predicting,
relating text to prior knowlcdgc. and ey aluaung predicted outeomes is superior to a
more literal/factual orientation.

In trying to reconule the available data on what promotes better understanding

of textbook selections with conventional practices, | have derived the following

Ve
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mstrwtional gubdedines for ashing uestions. Remember that some of these guide
linds bear the grave of evidence, some “make sense,” and others are best guesses.
1. Ask lots of “have you ever. . . 7" questions in trying to build story back-
ground.
. Then, try o ehuit pl’edl\.llons about what story \.haraulcrs will do in similar
circulistances.
3. Ash purpose seting qucsuons that, to be answered, require a complete
reading of a selection.
4. Immediately after rcadmg. return to the purpose,
S. Guided reading questions should focus on the story map.
6. Reserve vomparison questions {(with prior I\nowlcdgc and or other stories) to
‘a second skimming of the story.
Reserve author’s craft questions for that same second (or even third) skim.
So muuh for questions. Now to vocabulary.

-
-

-,

“Yocabulary Instruction

Dale Johnson and | have been so voncerned about vocabulary instruction that we

. deaded to write a book exclusively devoted to the topic. Our main concerns in that

buok are twoluld. (1) that people will recognize the pnimacy of meaning vocabulary

over word recugninion vocabulary, and {2) that they will embrace our philosophy of

ownership of a word’s meaning over Jauhty at defining the word. Let me explain
with an anecdote:

. A few years ago a Student teacher brought in a lesson plan and some student

papers from a reading lesson he had taught to some fifth grade students, remarking,
“Let me tell you about my great vocabulary lesson’” g
“What did you do?" | asked with anticipation.
o *Well first [had lhcm look up the new words in lhclr pocket dictionaries .
A “And-then? . - -
“1 knew you d asI\ lhal," he added flrmly “And then 1 asked them fo write the
words in sentences.”
* “Can 1 see some student papers?” | askcd “The first wotd_on the first paper was
etasperated The student had written, for a definition, \exed'And his accompany-
ing sentence was, He was exasperated,

At that point, all the student knew was that the child could fmd the ward in the
divtionary, vould «opy the first available definition, and could recognize that agord
ending in ed could serve in the past parliuiplc slot in a sentencge. He knew nothing
about whether the Jhild hnewthe meaning of the word, he hnew nothing about
whether the hild owned the word, to use Beck's (1981) term for what it means to
acquire anew-vocabulary item.

The problem illustrated here is similar to the dilemma faced by teachers each time
they find a new list of vocabulary words for a new reading selection (or when they
come to a new chapter in a social studies or science textbook). How much concept
development needs to be done before children will be able to (a) understand the text
., at hand and. or.(b) use that new vocabulary when they read new and different texts?

i While we do not hasve the final answer to-these questions, we can derive some

gurdelines from recent research on the rclalionship between knowlcdgc about a topic
and comprehensign of exts related to that topic. First, there is no question about
that relationship. a reader’s knowledge about a topic and particular key vocabulary
10 be inclyded in a text to be read 15 a better predictor of comprehension of that text
than s any measure of reading ability or achievement (Johnston & Pearson, in press,
Johnston, 1981). Second, several studies point to the advantage of a full blown
wonuept development approach to vocabulary over a mor¢ conventional definition
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arid Sentenve approach (¢f students nedded any help at all with the vocabulary). This
finding is espevially salient fur subisequent infetential comprehension tashs (Schach
ter, 1978, Adanis & Carnine, i press). Particularly useful have been semanti
mapping amd semantic feature analysis approaches (Thoms, in prcs:) —the kind
lohnson and Pearson (1978) discuss, as well as other approaches that emphasize
semanti. elaboration (Adams & ‘Carnine, in prgss, Beck, Perfetti, & McKeown,
1982). What these more useful approaches have in common is their emphasis on
where.a word firs in Jhildren’s semantic repertoire rather than what it means or how

it is used in sentences. That is what it means to “own™ a word ~to know how :Qs

like antd how it-is different from other words which a child already hnows.

In order ta accomplish this goal for \o\.abular), wve must alter our stance toward
vpcabylary i lnS(l‘u»(lOﬂ. We must change the questions we ask when we get ready to
help a child acqunrc a new concept. Too often we have asked,

What is it‘the chnfdrcn do't know and how can I get that into their heads?

The beuter qucsuon is,

What is it that the children do know that’ s enough like the new coneept so that

I can use it as an dnchor point?

We can learn new concepts only in relationship to concepts we alrcady possess.
This is a principle that we use all the umc:wnh our pccn when we explain a_new
phenomenon. We say, . .

Wellit's sort of like X . . sbut.. ..

We establish a contavt with 2 known concept, thep we explain how it's dif ferent from
the krfown concept. Why we do not exténd the same courtesy to children 1 do not
undc(stand Somehow in schools we seem to prefer definstion 1o explanation. Unul
and unless we refocus our vovabulary efforts on techniques emphasizing semantic

claboration and semantic fit,, we shall never achieve the goal of ownership that 1

think we would all hkc 10 auhncve.

Comprehensfonsmll Instruction " . -

When Durkin (1978:79) completed her classroom obseryation s(uxL\, one of her
goals was o, determine when, how, and how often teachers engaged in direct,
explicit instruction for \.omprchcnmon skills, that is, what did teachers tell students
about how they should perform the various comprehension tasks assigned on the
mytiad of worhsheets and workbook pages in their reading programs? Of those
17,997 minutes, she found precisely 45 minutes devoted to this kind of direct
instruction in comprehension (and 11 minutes of that was on the influence of
punctuation). She found much of Wwhat she labeled mentioning — sa)ing just enough
about an.assignment so that students understood the formal requirements of the
task but stopping short of dcmonsuaung how 10 solve the task cognitively, or ‘what
1o look for in the task as clues for gcncraung aSolltion. .

Reccmly Durkin (1981) conducted a similar analysis of basal manuals, lookmg
for instances of comprehension instruction. While the manuals fared somewhat
better than the teachers, they still felf woefully “short of what we might want 10 call
substantive instruction. Most of these instructional directives consisted of a single
sentence. “Tell the s(udcnt‘s that the main idea is the most |mponan( idea in the
paragraph Rarely was much in the way of modeling, guided practice, or substan-
tive corrective feedback suggested. Again, Durkin felt that “mentioning™ better
Jharacterized what the manuals were offering in the way of instructional directives
1o teachers. saying.just enough about the skill so that students could complete the

workbook or worksheet tash, but s(oppmgshon of of l'cnng any- stmlcgy for huw 10~

complete the task. » .

Q ’
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Pc:hap?ﬁuth teavhers and thanaals offer httle direct instruction in how to solve
winprehension tasks bu.ausc womprehension is such a complex interactive process —
1.¢., influenced by so many situattonal and individual factors that it simply does not
lend atself to the development ofymplc generalizations about cither what these

v called comprehension shills ate or Aow any individual should go about applying a

general skill to the variety of texts and testing formats he or she mlght encounter.
Furthermore, one might argue that appliation of a comprehension skill to a
particular text 1s so dependent upon these wdiosyneratis factors (the difficulty of that
text, any particular student’s knowledge of the topic addressed in that text, and that
reader’s interest and motivation for reading that text) that any hope of discovering
general rules or heuristies for how one finds a main idea, determines a sequence, or
disungushes fact from opmion is doomed. In other words, there may be no
«untext free generalizauions about comprehension comparable to the rules we teach
huldren for devoding unknown words {e.g., the silent e rule, the vowel digraph rule,
or the open and «losed syllable rules). If one accepts such a context bound orienta-
tion (which 15 comparable tQ_saying that the ability to apply any given skill is
Jdetermined by the total context in which it is to be applied), then perhaps all one can
do 15 make certain that students recerve many opportunities to apply the skill to a
vaniety of texts and workbook pages. Indeed, the findings of Durkin’s two studies
suggest that just such a rationale could be behind what we find in current educa-
tional practice.

An alternative (and instructionally more hopeful) view is that up until the present
time we sunply haven’t understood the comprehension process well enough to be
able to Wentity and define basic and distinet comprehension skills, let alone deter
mune strategies that teachers vould offer students for applying these skills consist
ently across the range of texts and practice activities they are likely to encounter.
Viewed from the traditional voneept learning perspective we were all exposed to in
basic psychology and. or educational psychology-courses, we can restate our di
lemma by suggesting that we have yet to tearn what the “concepts” of each of these
skHls are, vonsequently, we are hard-pressed to teach those “concepts” to children.

Consider what we typically mean when we say a person possesses a concept of a
dog or a cat or a classroom. For us, the critical test of concept learning is that the
person who possesses it van identify new stimuli in the environment that cither are or
are not examples of the concept. Concepts, in other words, are context-free A
person who possesses a vancept of a dog <an recognize dogs and non dogs regardless
of whether the sumuli are observed in kennels, dining rooms, or airplanes; or
whether the dog 1s large, small, or about av cr&c or whether its cars are long or
Shw, etc.

By analogy, to say that & student possessed a concept of main idea would require
that he or she be able to determine the main idea of a text segment whether the text
was about plants, animals, or outer space, whether the main idea was stated
late or not at all, whether the main idea was in the form of a title, a heading, or a
sentence embedded within the text. Further, the student would have to be able to
distinguish a man 1dea from a detail or an irrelevant statement. And we would
probably expect that the student possessed, and maybe was able to state explicitly,
some wnterta for selecting or reating main ideas and distinguishing them from
things that were not main 1deas. Only then would we be sure that the concept was
both operational and context-free.

Whether or not “concepts™ for somprchcns:on skills can ever be learned by
students or taught by teachers | am not certain, However, some recent developments
i instructional research tegarding teading comprehension lead me to believe that we
«an help students, even the hard-to-teach students, approximate such concepts.

56




-
- .

. 1I'm not certan that 1 want to bestow the label “concept” upon what students have
learned 1n. these instructional studies, perhaps the label “heuristic strategy” is more
apt {a frend of mine defines a heunstie strategy as a rule that doesn’t work so well)
Now heutistics, according to the Oxford English Dictionary, is the art of discovery
or invention, Such a definition 1s appropniate to the studies I am about to\es»nbe
because what [ think these researchers have been able to give to students are
strategies for discovering some regularities across different texts, tasks, and situa
tions,

Hansen (1981)—the study mentioned 1n the earlier sectiqg about questions - set
about 1o determine whether she could improve second grade students’ ability to
answer quesions that did not have explicit answers in the texts (“hat we usually call

/4 inferential comprehension). She began with two hypotheses about why litgtal com
- prehension performance is usually superior to inferential comprehension perform
ance. (a) students simply may not get sufficient opportunity to praclice drawing
inferences, of (b) they simply do not know how to go about generating answers that
are not explicitly stated in the text. She developed an experimental treatment to
evaluate each hypothesis. A control group received, for. guided reading and follow
up discussion questions, the conventional mix of about 80% literal to 20% inferen
tial questions, A question-only experimental group reveived alf inferential guided
reading and follow-up discussion questions. A strategy training experimental group
received a pre-reading strategy training designed to sensitize students to the impor
tance of using their own experiences to predict and evaluate story characters’
problems and actions. Very much in the tradition of the Directed Reading-Thinking

Activity (DRTA), the treatment required students (a) to state what they would do in

situation X and (b) to predict what a particular story character might do. Aft

recording their own responses and. predictions about characters on strips of paper,
students wove the stnips together —a sort of physical metaphor for »omprchensnon
as-a process of weaving together what one already hnows-with what-is new-in-a text

. Students 1n this strategy training group received some gundcd reading questions as |

did the control group. In terms of the typical instructional sequence for a lesson, the
special strategy training replaced the traditional building background and purpose
setung segment. In all other aspects, the three groups received ldcmu.al instruction
fot the 10 stories.

Using a variety of outcome measures to evaluate treatment eff euls Hansen found
that both treatments (practice-only and strategy training) produced reliable inureases
1n the second grade students’ ability to answer inferential comprehension questions,
at no loss to their performance on literal tasks. In fact, measures taken after reading
each of the stories in which the instruction was embedded indicated that the strategy
group actually outperformed the control group on literal comprehension questions
Apparcmly what happcncd was that students either exposed to many qucsuons
requiring answers from prior knowledge or given a strong ses toward using prior
knowledge to predict and evaluate story events learned that it was legitimate to

. invoke.one’s prior knowlcdgc in generating answers to questions. Several studcnts

N actually volunteered that prior to the training they did not know that it was “o.A "
use “their own words” to answer qucsuons. In addition, the strategy tralmng
appcarcd to increase depth of processing in such a way that students paid more

- attention to the literal message of the text as well as to the rclanonshlp of that

mgssage to their own knowledge structur, at least l'or those stories in which the
teacher implemented the strategy training.

In a second, related study, Hansen and Pearson (in press) combined the two
treatments (strategy traineng and many inferential post reading questions) and com
pared the hybnd to a “business as usual™ control group for both good (average

+
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reading test svores about 6.3) and poor (average about 3.2) fourth grade students. In
addition, they tramed teachers to admumster the treatments instead of having the
experimenters do so. Also, they added a new metacognitive dimension to the
training. Before each training session, they reminded students of what it was they
were doing prior to each story (using prior knowledge to predict story events) and
why. Dependent medsures involved answering new questions for both the staries in
whn.h the instruction was embedded as \\cll as new stories for which instruction way
not provided. |

* Afer 10 weeks of training, few differences emerged among good readers, how
ever, strong and rejiable ditferences surfaced among the poor readers. In each case
these differences favored the hybnd inference training group. In fact, on’one
measure, the ppor expertmental students perfor as well as the good vontrol
students despite a 3-year grade norm.di{ferenceflin average reading test scores.
Experimental control differences were Obse. .ed offboth hiteral and inferential mea
sures but were more striking on the infjg€ntial.

Hansgn and Pearson concluded that'the training was most effective for precisely
that subset of students who ()ph.d") exhibit frustration in performing compichien
ston tasks. The lack of consistent reliable differtnces among good readers mught,
they thought, be attributed to the fact that good readers often discover such
strategies on their uwn through sheer exposure to various tasks. Poor readers appear
to, require more areful guidance from a teacher. Informal data confirmed the
legitimacy of thes observation from the Hansen (1981) study, that is, many cluldren
were surpnised to learn that 1t was augcptable to give an ggswer not exphiatly stated
in the tet. Also, teachers who participated in the study expressed great satisfaction
with the experimental treatment, stating that their reading group discussions were
more [ively and interesting (they also expressed some coneern about getting used 1o
the treatment, the variety of responses offered, and the diffsculty of g,cnuatmb good
inference questions).

Gordon (1980) continued this gcncral line of mfcrem.c training rescarch by
developing and evaluating an even more explicit technique for helping cluldren
become better at drawing inferences. In her training procedure, she led groups of
fourth grade students through the following training stages over an cight week
period:

STAGE 1. Teacher ashs an inference queswion, gives an answer, shows students

where she got the clues in the text that support the answer.

¥ STAGE 2. Teacher ash question, gives answer, has studcms discover sensible

clues.

STAGE 3. Teacher asks question, gives dues, students generate answer.

STAGE 4. Teacher asks question, students develop both answer and tent clues.

These steps vary along a vontinuum of responsibiity for tash completion. In
Stage 1, the teacher takes all the rcsponsnbnhty.ﬁn Stage 4,-the student tiakes most of
the responsibility. In a sense, Stage 1 represents & modeling, and Stage 4, indepeadent
practice or application. Stages 2 and 3 represent guided practive. Campione (1981)
has suggested that instruction can be conceptualized as what happens in thosc
intermedhate stages between total teacher responsibility (modeling) and total student
rcsponsnb:lny (practice or application).

On outcome measures {(answers to literal and mhrgmml qlmuons) Jderived from
the selections in which the mstruvtion was embedded, students recciving this explicit
strategy forhow to generate inferences outperformed two other caperimental trewt
ments, one involving a set toward g,ulcral story understanding and anothicr imvoly
ing a set toward creative language activities. On trafisfer measures, i.¢., storics for
which no instruction tvas w\}dcd. this same treatment outperformed the other
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groups, but only on questians requining inferences 1o prior hknowledge. N
Ironnally, Gordons work alsu suggested that the group that received the story

schema tramming (attention tu the content and strucfure ot storics) was able to recall 4
much more of the basic event structure of transter stories than was the inference
traiming group. What thss 1inding suggests 15 that the results of training are relatively
strategy-specific. that s, Jhildren learn what we teach ahem and ask ,lhem

to practne. This finding, howeser, should be viewed as 3n»0uragmg because it
suggests that 1t we can add specific strategy traimng to what we presently offer
students (much indepemdent pravtice), we can ameliorate prose comprehension The

_only caution we mught add 1s that we should not eapedt any single training element to

solve all our problems. Breadth of coverage may be as important as Jdepth of

woverage, howeyer, breadth alune sill not do the job, as is evidenced by our préient

arcutnstance (Much vaned practice) in American educauoh with respedt to vompre

hcnsxon g e

Raphacl and Pearson’ (in press) have focused hraiming upon students’ abihty 6'

vary their strategies for generating dnswers to questions as a functiop of the tgy
demands of the question (Dues it look like I shoudd 2o to the teat or tdwny head §
an answer?) i relationship to the snformation available (What does the text
about this? and What do I already hnow about the wsue?). Using Pearsort
Johnsan's (1978) trjfotomy »lassnl'ymg question answer refations (text-explid
text«mphait, and scrpt imphiait), they taught fourth , sixth , and cighth-grad
studcnt;’to'dnmmmatc situations where both qucspon and answer vome from the
same sentende m'the tcz((cxamplc 2), where the question and the answey come from
different parts of the text (example 3), and whcrc the question is mo(u‘a(cd by the

* text but the answer comes from the reader’s priot knowlcdgc (cxample 4).

(1) Matthew was afraid Susan would beat um in the tennis match. He broke

both of Susarr’s rackets the night before the match, -

(2) Who was afraid? Matthew.’ s

(3) Why did Matthew break both of Susan’s rackets? He w asaft afraid usan would
beat him.

#) Why was ‘Matthew afrand" Maybe Susan w as a better player o

Thcy taught the<tuldren to label these three strategies RIGHT THERE, THINK
and SEARCH, and ON MY OWN, respectrvely. During five $5-minute sessions,
they asked students {p answer questions and then decide which of the three strategies
they had used to gcnérate their answers. From lessons 1 5, children received increas
ingly longer texts, more questions, and ln»rcasmgl) less modelipg and feedback
from theteachers. In short, the instructronal sequence for this short series of lessons
followed Campione’s (#981) vontinuum. Outcome measures invohved reading new
selétions and answering questions snviting cach of these three responsc gcncrauon
strategies,  ° . .

Compared to an onentatiori-only group (these students learned the system 1n a
20-minute onientation but did nofreceive the s)stcmam instruction, practice, and
ophprmnny 10 make judgments abouj, the strategies they had used) and, subbe
quently tRaphacl, 1982), a no treatment vontrol, the trained studtnts were superior
on both*the number of quality answers they provided and on their ability to judge
what hinds of strategies they, had used. In othdr words, They were better both at
vomprehending and montoring their onnxomprM%’n While patterns of super
wnty varied across ability groups (that is; differént ability groups gainéd differen
tially on diftergnt question-answening tasks), the training was effective for all ablln)
groups and alt grade levels. Apparently, the students gained some control over
strategy,use and rfsourve allovation. Like students in e Hansgn and Pearson (in”
press) sludf ope Student said, when ke learned about the ON MY OWN strategy, *
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never knew 1 coufd get ansk¥s tiom my head before.”

Brown and Palinesar (3 press) have applied a somewhat ditterent strategy tor
*heiping learming-disabled juniur high students generate betler aniswers (o inference
questions. What 1s partcularly interesting i ‘thes work 1s the interaction between
teacher and student in the individuahzed traiming The teacher begins by modehing,
she gives an answer and then describes what she Jdid to generate the answer gn short,

+ she makes exphat her reasoning strategy ). Then she asks the siudent to do the same.
F'mall) she switites student and téacher roles su that the students are, 10 4 sense, put
0 Jharge &f comprehension munuoring. Her traimng paradigni resulied in large
nnptog\;:mems tor these learning disabled students, and the trainig prosed durable
overan extended pentod of time,

l‘anlud {1982) has extended her research by traiming teachers to apply her
steategy and matenals over an eight week traiming peniod. A piclimynary analysis of
her findings suggests that students tramned by her partapating teachers made

* o ‘substatifial gainy in theur ability to answer all kinds of questions.

.

Thisgroup of students suggests the possibibity that comprehension van be taught
after all. They also suggest that what {s Missing tn out current nubieu (what 1 hike to
<all our practice-only approach to comprehension) 1s the chitieal element of the
, Jeacher interacting with groups of students to help them gain more personal vontro}
"over the instructional cn\lronm}m in which we place them.

Changing Role for Teachers

Taken together, these first lprec\.hanges that 1 am advocating imply a fourth
more general (hange jn our prevathng model of the rote of the teacher in the
educational environment. .

The model of a teacher implictt 1n the practices of the seventies was that of a
manager —a person who arranged matenals, tests, and the Jdassroom chvironmeni
in such @ way that learning could ocur. But the critical test of whether learning did
occur was left up tothe child and the matemals, Chuldren practiced applying skalls. If
they learned them, fmu. we always had more shills for them 0 practice, if they did

* not, fine, we always had more worksheets and dito sheets for that same shill. And
th most important rule in such a mastery role 15 that practice makes perfect,
leading, of course to the ronie vowdition that children spent most of thar ume
working on preciscly that subset of shills they performed least well,

Why did we embrace such a model? There were several torees at work. First, the

press for accountabihty and minimal competencies foreed us 1o bs accountable for
something And we opted for all the.bits and pieces rather than the enure reading
prowess. Secand, the notion of mastery learning, prescnted so clegantly by Bloom
(1968) and Carroll {1963), made such a system seem reasonable (o us. Therd, our
friends in publishing unwittingly aided and abetted the mosement by providing
sedum\el) attractive materials and management schemes.* The fascipation with

. materigls has bevome so prevalent that, in a tecent survey, Shannon (1981) found
that mtuaﬂ) all of the administrators and a high proportion of teachers behieve thai
malmqls a\E e the reading program.

"§'d like To propose a new model for the cightics. a model in which the teacher
assumes a more central Myd active role in'prosiding instruction, a modc! in wiich
practice is augmgjigpd by direct teacher modeling. guided practice and substantive
feedback, a modefin which the teacher and the child move along that continuum of
tash respansibility 1 discussed carlier, @ model that says just because we want
studepts to end up taking total responsibiliy for task completion does not mean that
wt should begin by giving them total responsibility, (If we do this, by the way, we
will be taking the mastery notions of Bloom and Carroll more seriously than ever

'
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befure bevause addniunal icacher assistance was, along with time on task, one of the
wompunents in that models, We wall also be tevognizing that true individualization
has never meant that instruction 1 delivered individually, only that progress is
monitured individually and that what may be best for a given individual 4s not
another wotksheet but perhaps a live budy present to provide the guidance and
feedback ot will 1ake to bring students to independent levels of performance.) As a
metaphot ot this new model, 1'd hike to replace the teacher as manager metaphor
with a metaphot ot the teacher as teacher. 1 know the idea is not startlingly fresh,
but 1t does have a nice ring to it. :
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THE.TEACHING OF READING TO LANGUAGE-MINORITY"
STUDENTS: SOME BASIC GUIDELINES

Rosalinda Barrera -
New Mexico State Yniversily

As the number of language minority’ children steadily increases in American
schools in all localities— urban, rural, suburban--the issue of how to teach reading
more cffectively to these students remains a pressing concern for many educators.
We do well to ask what knowledge has been gathered in the past decade by
reading-language studies and large scale bilingual education programs that can help
us provide better reading instruction for this growing population of learners.

From a search of literature and from my own cxpcncnccs in reading education,
1 have formulated three gencral:z.auons that subsume the Many recent insights about
the teaching of reading to language-minority learners. 1 present these generalizations
hete as basic guidelines for strengthening current and future reading programs for
these students. Bricfly stated, if reading instruction is to be most effective and
relevant fof language-minority students, it myst (1) take into account a complex of
factors, within as well as beyond the classroom, (2) be grounded in a comprehensive
and coherent view of language and literacy, and (3) transcend a “rcmedial“ pcrspec-
tive.

Unfortunately, as fundamental as these three points are, 1 don't see them re-
flected in much of the reading instruction that now reaches language-minority
learners. Therefore, we should not only examine the nature of these points, but
should think about how we can begin to translate them into reading program
realities. Those are the objectives I have set out for this paper.

ACKNOWLEDGING COMPLEXITIES AND REALITIES

In any discussion of the reading education of language-minonty children, lan-
guage 1s bound to be a central consideration. However, this does not mean that the
entire matter of teaching reading to language-minority children can or should be
viewed solely in terms of language. We know that factors other than languagc such
as social, pohuml attitudinal, and programat:c factors—also play a role in learn-
ing, and, therefore, should be considered in planning reading instruction for lan-

_ guage-minority children.
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Initial Reading Instruction

Certainly, the beginning reading instruction of languag¢ munonty children is
crucial in their reading education, greatly affecting all subsequent learning. Here a
basic question is whether the limited- or non-English speaking child should be
taught to read through his native language first and then English, ot in English only,
or through both languages snmullaneously Although from a readmg ‘learning pet-
spccnvc. it makes good “reading sense” to teach the child to read in that language
which is most familiar to him (Goodman, 1976), one cannot overlook factors that
might preclude using the native language for initial reading instruction. Some of
these factors include the Iack of a home literacy tradition in the native language, or
even overt parental disapproval of native-language literacy, inadequate personnel or
materials to support a quality program of native-language literacy, and unsuppor-
tive community and school.attitudes toward-native-language literacy (Goodman,
Goodman & Flores, 1979). In the presence of these factors, the question of whethet
to use the native language for beginning reading has to be weighed very carefully.
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Clearly, the factor of language o1, more speafically, language of instruction cannot
stand alone as the *only sonsideration in planning a reading program for the
language-minority student. - -

By the same token, sf we favor an English-only route to initial reading for the
language-minonty <hild, we caanot assume that the use of English for instruction
will by uself translate into quality reading instruction. (Here again notice the paring
down of a complex educational question 10 wonsideration of language only.) Man)
other factors must be conssdered. For example, contemporary reading research
repeatedly shows the importance of the learner's experience and background hnowl
edge, inctuding his or her cultural schemata, 1n reading vomprehension (Steffensen.
Joag-dev, & Anderson, 1979, Santa, 1981, Goodman & Goodman, 1978). Likewise,
research has hinked reading achievement by language minority youngsters to school
squial factors, such as the nature of teacher-pupil interaction (Au & Mason, 1981,
Cazden, 1981). Kk 15 sumplistic to think that the English reading education of
language-minorty Jhuldren, whether these Jhildren are beginning readers or already
literate n their nauve language, will be improved significantly if factors such as
these are overlooked. \ - : .

A Kaleidoscope of Factors

When one rewognizes the many factors surrounding the reading education of
language-minonty children, it is apparent that there can be no across the board
responses of simple solutions in this matter. What may be desirable for the reading
instruction of one group in one area (¢.g., Spanish-speaking children in Florida)
may not be as desirable for another group in another area {¢.g., Pueblo children in
New Mexico). In this vase, one situation might support a native literacy instruction
model, the other might lend tself only to an English as a second language (ESL)
instruction model. In line with this, one should not be too quicktggneralize about

__the sevond-language learming of one group of students (e.g., English speaking

Canadian children learning French) based on another group of students (e g .

~ Navajo children 1n Anizona learning English) without taking into account socioeco
nomic, political, legal, and other factors. All in all, we must be sensitive to a
kaleidoswope of factors—educational and non-educational, complex and interre
lated—as we plan, implement, and try to improve reading instruction for language
minonity students. More than likely, to think in lesser terms is to jeopardize the
quality of instruction.

DISPELLING SIMPLISTIC NOTIONS

1t 1s often the case that in whatever setting language minority children receive
teading ipstruction—be 1t bilingual or monolingual English (lassroom - certain
simphistic notions about their language and literacy learning presail Needless to say,
these notions are largely incompatibld@vith modern insights and findings about
language, reading, and the learner. It hardly needs saying, too, that thesg instruc
tiondl behiefs and the classroom practices they engender are often more counterpro
ductive than supportive of the literacy development of these sggdents. To build
quality reading programs for language-minority students we must subject these
quauogblc notioRs and practiees to careful scrutiny and rethinking (Barrera, in
press).’ .

The Reading Process

Espeaially when working with children for whom the school language is a second
language, we cannot afford to embrace narrow or simple views of the reading

63"

El{ '

Aruitoxt provided by Eic:




ERiC

Aruitoxt provided by Eic:

>

“provess. We cannot reduce the reading act to merely calling out words or relating

sounds to letters. H such a view underlies second language reading instruction, then
teachers are likely fo grussly musundersiand children’s reading abilities, fovusing
wrongly on pronunciation or other surfade aspects of reading at the expense of
womprehension and meaning, which are the hedrt of reading. Likewise, if teachers
assume that (hildren's second language production directly reflects thewr compre-
hension, thiey are likely again to severely miscaleulate Jhsldren's reading abilities and
«apabilities. Research shows that phunolugical and even grammatical differences in
second language oral reading by non native speakers of English do not always signal
meamng or comprehension losses (Hudelson, 1981, Goodman & Goodman, 1978).
Likewise, classtoom observations reveal that sevond language learners generally
comprehend much more than they can produce orally or 1n writing. Thi$ means that
neither pronunaiation nor overall aral production in reading should be equated with
a student’s reading ability or comprehension, nor should they be allowed to become
the focal point of instruction, espeaally when language munorsty learnets are
involved. . - :

If the language minonity child 1s in a reading program that includes nause lan
guage hiteracy instruction, how the reading process is conceptualized in that situa-
twon s also important. For example, one cannot assume that because of differences
in codes (1.¢ , too different languages) the reading process will be different for the
two languages, particularly if both languages are alphabetic and share some charac
teristics, as 1n the case of English and Spanish. Nor ¢an one in turn assume that
methods of reading instruction should differ with each language due to ther
diffening surface features. In any language, reading can be viewed as a process of
making sense of graphic symbols. The reader, regardless of the surface features of
the code, approaches reading expecting to get meaning (Smuth, 1978, Goodman,
1981). Miscue research studies of reading in several different languages show that
learners across these languages apply similar strategies in dealing with print (Hu-
delson, 1981). Therefore, for reading programs in bilingual education, planners and
practitiorers would do well to focus Jhuldren’s attention on these universals in the
reading provess and should not infer that the learner faces radically different tashs
in reading the two languages. ‘

.

Developmental Aspects and Learner Differences

Reading language professionals today are guestioning the rigid and arbitrary
manner 1n which the language arts —listgning, speaking, reading, and wrting—tra
Jditionally have been defined in the schools. What may be presented as separate,
unrelated categories in the school curriculum may not necessarily be that in the
learner’s mund (Smuth, 1979). Ample evidence of the highly interrelated and mutu
ally reinforang nature of the vansus aspects of language s provided by the
reading-language behavior of many language-minority children. )

In bilingual education programs, it 1s becoming clear that hard and fast rules
cannot be imposed on Jhildren’s language hiteracy learming. It cannot be assumed,
for example, that reading and wr'mng will develop only after a defined, fixed level of
second language oral development. Evidence shows that oral language and literacy
learning in a second language develop almost simultaneously or side by side (Good
man, Goodman & Flores, 1979, Hudelson & Barrera, in press). In fact, learners can
expand their knowledge of.the second language in contextualized, meaningful
formats (Elley, 1981). Some learners may want to do second language writing even.
before second language reading. Then, too, we are becoming increasingly aware
that children's second-language proficiency develops not only in the ¢lassroom but
also away from it, obviously without the benefit of predetermined sequences of

[
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skalls or dnm\s'u;h as those provided in the classroom. It seems that the oft-dis-
cussed notion of “itansfer” in bilingual reading is essentially a moot topic In many
instances, children do not wat for the teacher to “transfér” them on the basis of
some oral language test score or native-language reading level as is the practice in
many bifingual education programs, transfer to second-language reading can be
controlled by the learner. 1f sevond-language reading is seen as desirablé, meaning-
ful, and purposeful, 1t 1s likely and natural for the child to move from native-lan-
guage hteracy into second-language reading, without waiting on any externally-im-
posed cniteria to signal that.it can be done. Teachers in bilingual classrooms as well
as monohingual English classrooms need to create for second-language learners an
environment that encourages such transfer. .

In all classrooms serving language-minority students, teachers need to be re-
munded that as sevond-language ledrners are growing in that language, it is unrealis-
tic 10 expect thenr performance to measure up to a native English yardstick. Those
language “mistakes” and “goofs” that children make during the course of second-
language learming (Dulay & Burt, 1974) are as important to language growth as the
“mstakes™ that are made during first-language learning in infancy and early child-
hood (Black, 1980). Teachers need to understand that these are systematic and
natural aspevts of sevond-language learning. In oral reading of the second language,
teachers need to be able to revognize dialectal and developmentally-based miscues
and 10 know that they do not always interfere with comprehension. In testing and
formal evaluation, standards and demands need tobe adjusted’in light of second-
language learner's development. Any test intended for the native English-speaker or
reader cannot fairly asses$ a learner’s béginning proficiency in the second language
Above all, teachers must be encouraged to focus on the meaning of children’s
communication and messages and not on their form.

Finally, literacy learning in the second language will vary with the literacy
background of the learner. If the learner is already literate to some degree in his
native language, reading in the second language will ot be a totally unfamiliar task
simply because he already knows how to read. He is not faced with having to learn
to read all over again, and, in fact, may be quite willing and able, not to mention
eager, to tackle both oral language and literacy tasks simultaneously in the second
language. In contrast, the student with no natjve-langiage reading experiences faces

-a more demanding task when confronted with second-language réading That stu-
dent has to learn what reading is all about.

Overall, to deal more effectively with second-language development, teachers
would do well to heed fwo points. First, children’s second-language learnipg, like all
language learning, takes time to grow. And second, individual differences in second-
language reading are to be expected and accepted as they are in all reading instruc-
tion. *

- e

SHIFTING TO ANOTHER PERSPECTIVE o !

All 100 often, reading nstruction for the language-minority child is viewed'from
a remedial perspective, regardless of the instructiohal setting. What do I mean by
this? Simply stated, the child is still looked upon as “deficient” in some respect
(Dubois & Valdes, 1980), and reading instruction is provided largely as a “catch up”
of “patch-up” program. More than likely, the student is still measured by a nativé-
English “yardstick,” with linguistic and cultural differences seen as “problems” in
the regular reading program, or even “congenitakdeficiencies” (Giordano, 1978) In
some 1stances, the reading education of the language-minority child may be a
continuing senies of disjointed, unrelated, and even contradictory literacy experi-
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ences, as the child is shuttled back and forth between the regular classroom and‘

sundey special assistanve programs. 1 cannot state strongly enough that the lan-
guage-minority child must be provided with a basi. reading program that 1s compre
hensive, coherent, and developmental in nature, not “remedial,” “corrective,”
“transitional,” or “special.”

A Positive Outlook > ' .

To borrow some words from Ken Goodman (1979), we cannot lament that wc
“know nothing” about the teaching of reading to language-minority children,
we “know more” today than ever before and this knowledge holds promise for
strengthening reading programs for this school population. From all that we know,
reading instruction—to be most effective and relevant for the language-minonty
learner —must be grounded in a positive view of the child and should strive to use
the chifd's experiences and background knowledde as a “bridge™ to school and book
content. This does not ‘mean that the child’s world view should be the entire
emiphasis of the reading progtam, but it does mean that for facilitating certain
aspects of reading development, this emphasis may be more effective than one that
ovcrlooks or looks down upon what the learner brings to the reading program (Au,
1980),- -

The' xmportantc of »apxtahzmg on the learner’s world knowlcdgc has been-sup-
ported repeatedly and in different ways by current reading-language literature. For
example, some researchers have observed that text relatin’g directly to the learner’s
own world and belief system consistently leads to higher levels of reading compre-
hension (Joag-dev and Steffensen, 1980; Goodman & Goodman, 1978), Further-

. more, n}):rucnonal strategies that integrate the child’s past experiences with new

reading matter induce. greater learmng and motivation (Au, 1979). Additionally,
there is some evidence that the processing of text features such as story structure

_'may be somewhat influenced by the reader’s cultural background (McClure, Mason,

.
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& Williams, 1981, Goodman & Goodman, 1978). These f‘lndmgs suggest that the
learner’s background if ucwcd positively, can be used to facilitate reading growth.

Assuring Quality : ) .

No one disputes the importance of reading skills to the individual’s functioning in
school and society. For that reason, the reading instruction we offer language-mi-
nority children cannot be marginal instruction.

If the reading program for any of these children begins with native- literacy
instruction, then that instruction should be a full bodied program, not_merely a
token.component or one lacking some or many of the various resources ‘that go into
malung a quality reading program. Owgrall, nativg languagc teading instruction
shauld be replete with literacy experiences that “make sense™ to the reader, that is,
they are seen as wor thwhile, purposeful, meaningful, and mtcreslmg Reading in the
home language should be interrelated with and supported by the other language arts
in that language. At the same-time, native- languagc reading and second-language
reading should be v1ewcd as mutually remforcmg strdnds and not as disparate,
compéting sphcm of instruction.

If reading instruction for the language- mmonty child is to be in English only,
most of the foregoing also holds true. Language-minority children need quality
English-as-a-second-language programs that are truly that—second language pro-
grams—and not merely unchanged native- Englxsh programs imposed on them with-
out the benefit. of “special strategies and attivities that can accommodate their
Tinguistic and cultural differences. The results of imposing such iraditional, unmodi-
fied reading curricula on language-minority children are only too well known.

'S




’ In this era of accountability and nostalgia for the “basics,” we must understand
the needs of language-minonity Jhildren well enough to avoid nourishing and
perpetuating myopre attitudes about their reading education To begin with, we must
not allow the teaching of reading to these children to be reduced to simplistic,
atbitrary, and predetermined Lists or sequences of instructional experiences that do
not add up to reading. The “whole” of language literacy learning for bilingual and
sevond-language learners vannot be reduced so simply. Furthermore, we should be
vareful not to apply to these children nappropriate and insensitive evaluation
snstruments that vannot validly measure their abilities and potential. Above all, we
must not lose sight of, or vompromise, quality as a necessary dimension of the
reading education of language-minority children.

.
.

SUMMARY AND RECOMMENDATIONS

Having outlined what 1 see as essential to the planning and delivery of reading
insttuction forlanguage munonty children, I now want to suggest what is required to
transform these essentials into instructional realities in our increasingly diverse
asstoums. Although I admit that the fadtors to be considered in working toward
thiy gual are many and vomplex, there is one important and logical first step we

. must take if we are to move sigmfivantly toward enhancing the quality of reading
wmstiuction for language-mimority children. Quite simply and assuredly, we must
work taancrease teachers” understanding, not just of pedagogy, but, more basically,
of Yearming, spevifially of how Jhildren grow in language and literacy. Within this
plan of teacher education or retraining, there must be a deliberate effort to examine
all the assumptions that teachers hold About the linguistic, cognitive, and social
growth of language-minonty <hildren. Only by examinqing these assumptions against
a backdrop of modern knowledge van we begin to make them more accurate, and
perhaps move more easily toward translating them into appropriate and-effective
learming expenences. Others have pointed the way to similar directioruGoodman,
Goodman & Flores, 1979; Lindfors, 1980). ’ ;

We know that knpwledgeable and understanding teachers do make a difference in
hildren's learming o read, the key to more effective and relevant instruction is an
enhghtened teacher who knows and understands children and how they learn We
have a base of knowledge that can help us to build quality reading instruction for
biingual and sevond-language learnefs in our schools. We must, now disseminate
that knowledge to all teachers and school personnel who shape reading instruction

+for these children. *
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ORAL, COMMUNICATION INSTRUCTION:
GOALS AND TEACHER NEEDS

‘ Barbara Lieb-Brilhart
National Institute of Education

During the early years of schooling in this country, the ability to speak articulately
and persuasively was viewed as central to one’s education (Wallace, 1954) However,
the rise of silent reading in the nineteenth entury and the emphasis on literature and
composition helped foster a view og oral communication as “speech arts,” reducing
Wt to an elective or extracurricular activity in the English curriculum. Furthermore,
carly linguistic studies demonstrating, that children learn the rules and structures of
discourse before they enter kindergarten supported the view of some educators that’
speaking and histening are “naturally” learned acts which require no further inter-
vention from the school. The few educators who continued to view oral communica-
tion as “basic” for all students split off from the English teachers in 1914 and
continued to promote research and instruction in oral communication Unfortu-
nately, this spht contributed to the increasing twentieth-century fragmentation of
language and communication instruction. Only recently have we begun to “put
humpty-dumpty together again,” to recognize interrelationships between oral and
whtlen communication 4nd the need for basic instruction in both these skills at
every age'level and in every discipline.

Before we explore the goals of oral communication instruction and the knowl-
edge and abilities teachgrs néed to fulfill them, we should recognize that the field of
oral communication did not stand still between its relegation to elective status and its

current recognition as a basic skjll. During this time the field of speech communica-

-~ tion expanded the ancient discipline of rhetoric to incorporate research from the

behavioral and social sciences. Today, most colleges and universities offer a variety
of programs emphasizing interpersonal, organizational, public, and mass communi-
cation. But concepts such as the importance of the receiver in communication, the
\nteractive nature of the speaking/listening process, and the role of nonverbal
communication in the interactive process—all of which have shaped communication
nstruction 1n post-secondary education for at least three decades—have only re-
cently begun to filter down to elementary and secondary school instruction. Al-
though some of us still remember high school speech contests with nostalgta, we
should remember that as mere is learned about the contexts, there is less enthusiasm
for speech as a behavior to be rehearsed for the winning of trophies (Del Polito and
Lieb-Brilhart, 1981). )

Within this changing framework for oral communidtion instruction, Wood
(1981) predicts that the 1980s will see (1) a shift away from the development of
lteracy skills (reading and writing) to the development of communication skills
(including speaking and listening); .(2) a stress on functional approaches which
emphasize student needs to participate successfully in peer, family and classroom
stfuations; and (3) more student talk during instruction “so that the classroom will
become an alive, talkative and sometimes chaotic environment” (p.13).

Thus we have come full circle to the renewed recognition or oral communication
as a basic skill. However, this time we can offer instruction that rests on a better base
of knowledge about communication processes and about 'the development of chil-
dren. In the remainder of this paper 1 will discuss the parameters of oral communi-
cation instruction, its role as a basic skill, and the related needs for teacher educa-
tion.
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Parameters of Oral Communicatlon Instruction

In 1978 the Speech Commumication Association (SCA) and the Amencan
Speech-Language Hearing Association (ASHA) pubhished their Standards for Ef-
Jective Oral Communication Instruction. The definition of oral communication 1n
this document helps define the parameters for instruction:

Oral Communication® the process of interacting through heard and spoken mes-
sages in a variety of situations. Effective oral commiinication 1s a learned behav-

101, involving the following processes: o

1 SpeaKing in a variety of educational and social situations. Speaking involves,
but is not limited tp, arranging and producing messages through the use of
voice, articulation, vocabulary, syntax and nonverbal cues (e.g., gesture, facial
expression, vocal cues) appropriate to the speaker and listeners.

2 Listening in a variety of educational and social situations. Listening involves,
but is not limited to, hearing, perceiving, discriminating, interpreting, synthe-
sizing, evaluating, organizing and remembering information from verbal and
nonverbal messages,

© This definition stresses interaction, as does much current instruction. Attention
has shifted toward interaction in everyday Fonversations as well as 1n public dis-
course where a speaker dominates while others listen. Contemporary models depict
communication’as a transactional process wherein individuals exchange roles as
speakers and listeners in the course of interacting. Such models refute previous
notions of public speaking as “monologue.” Speakers continuously adjust messages
based on nonverbal or verbal cues from listeners, listeners simultaneously encode
and transmit nonverbal feedback as they receive, interpret and cvaluate mc‘anmgs
from speakers. ‘ -

The definition also emphasizes the notion of communication as a learned behay-
ior It is well understood ghat we speak the speech that we have heard in childhood.
What is less understood is the extent to which communication 1s possible 1f there 15
interference in the natural stages of development. For example, there 1s the recent
case of the abused child, Genie, who, after having been isolated and deprived of
interaction until age 13, received extensive help from various professionals in
learning how to communicate. Although she learned to function well on tashs
governed by the right brain hemisphere (c.g., visual and tactle orientation and
hoflistic thinking), she made poor progress on tashs governed by the left hemisphere
(¢ g , syntactic rules, auditory memory and abstract thinking). This case (Curtuss,
1977) and other evidence support the belief that there are critical periods of develop-
ment for many of the processes that govern speech and.communicauon.

We know that?pcaking and listening, unlike reading and writing, are biological
heritages As long as the child’s development is normal and there are communjcative
human beings in the environment, the child will learn to speak. However, these facts
about speech learning have confused educators’ perceptions of what needs to be
taught under the rubric of oral communication. Many ask what remains to be taught
if, by the time they come to school, children know most of the sounds_ of their
language, a vocabulary of about 2,000 words, basic syntax, and verbal and nonver-
bal meanings The answer lics in what we now know about ommunication develop-
ment and adult communication needs. .

Oral communication instruction must expand students’ repertorres of skills so
that they can communjcate effectively in diverse contexts (Allen and Brown, 1976).
In other words, the child’s ability to communicate in diverse contexts requires a
repertoire of functional skills and expansioh of the skills that are developed in the
carly years. y .
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The SCA-ASHA dehinttion of vral communication also includes the notion of
Jteraction 1 a variely of sttuations. The Standards describe the need for instruction
to develop communication skills appropriate for a range of situations (¢.g., infor-
mal to formal), a range of purposes (c.g., informing, persuading, sharing'feelings);
a range of audiences (e.g., classmates, teachers, family, employers); a range of
communtcation forms (¢.g., conversation, group discussion, public speaking); and a
fange of speaking siyles (e.g., impromptu, extemporaneéus, reading from manu-
scnpt). - .

Oral communication instruction, then, seeks to build on children’s accomplish-
ments 1n language and communication from the ime they enter school TEhere ate six
areas in which skills must be developed: ~

VERBAL SRILLS. This area encompasses those skills involved in producing and
responding to oral language (including production and discrimination of sounds,
production and comprehension of sentence structures, fluency and elaboration of
utterances. and production and response to figurauve language). In summarizing
the phases in children’s development of meanings, Wood (1981) describes the last
phase, which continues throughout the school years. Children learn during this
phase to select trom among many possible meanings the one meaning that fits the
context at any given moment. They also learn “scripts” or appropriate modes of
COMunILation 1or various social contexts, such as the tules of dinner table talk and
patterns of behavior for the “good guys” and the “bad guys” on television.

NONVERBAL SKILLS. Just as verbal behavior.is culturally learned as we
interact with others, so 1s nonverbal behavior. Studies of kinesics (gestures, stance,
lacigl txpression and other bodily movement), indicate that some of the carliest
communication of the child 1s through body motion—pointing, gesturing and
movements of the whole body (Wood, 1981). Other studies show that the use of
body movements for communication improves with maturation (Dittman, 1972).
The child also learns to use distances (proxemics) appropriate to conversation, with
the adult norm stabihzing al about third grade (Knapp/. 1978). Vocal behavior as a
part ot nonverbal communication develops in i wbut during the elementary
«hool years, children develop intonation patterns that upport _the more complex
syntactic stryctures they are learming. However, becau nonverbal communication
carnies most of the meamng in interpersonal commuyication, and because it is a
¢ntical factor in infercujtural communication, childret and adults need continuous
frelp 1n learning to convey and to comprehend vocal, pr i kinesic cues

INTERACTION SKILLS. In this area, children must learn the specific skills for
mantaining dialogue. For example, they must learn to speak relevantly to the
context and to momtor an appropriate quantity, of speech. Other interaction skills
are equally important: turn taking in conversation, continuity in maintaining one’s
own viewpoint, sending and responding to feedback, and so on.

CRITICAL/EVALUATIVE SKILLS: Children must also learn to be critical and
to evaluate spoken messages. Such skills include distinguishing fact from opinion,
judgmg the bases and: qualfications of speakers, judging logic and consistency
among reasons, and accurately interpreting moods, sarcasm, irony, etc.

MESSAGE STRATEGY SKILLS. There are many skills involved in developing
and comprehending whole pieces of discourse; these include~constructing main
wdeas, developing supporting ideas (c.g., analogics, examples and statistical data),
developing arguments and evidence, and using psychological appeals. Traditional
instruction in language arts probably has paid more attention to' these skills in
wnitten, rather than oral, communication;-however, those students who clect speech
in secondary school programs are apt to focus heavily on message strategy skills

FUNCTIONAL/SITUATIONAL SKILLS: These skills involve the use of verbal
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/_'/—-s-he s that between ten af¥i twenty. percent of college students and adults suffe
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~.md nonverbal languige to acconiphsh s\peuﬂu purposes in variots situations. Such
- skills are based oh approprate . adaptation of messagey o the knowledge and Lo
& 4 e\pierces of others at speuifi, tines and places. When people wt')latc cultural
mruals (¢ g , dozing at important meeungs, terminating a phone cénversaton with- .
out saying “goodle™) or whent they do not seem to understand what kind of ;
commuhicatjon 1s required oMhem in speyific situations, we either think them odd
or look for "hiddcn m‘cssa;cs." Children and many adulfs need to be taught about
the impact their mebsages have on others, an@ they{need to develop ways to
commuiicate appropriately in ('iivcrsc situagions. . - S .
To work in anty of the six,skill are:s dcscrlpcdtaboxe. the chuld must learn to take. .
- the perspecuive of another person Piaget’s work set the sidge for a view of commun- .
. “1catton development as a deccnfcm_\g process, s Thal 1s imtally “egocentric” »
¢ gradpally becomes soctal And research cstabljshe$ the developent of social
~ speech, showing that children's persuasive strategies  become indreastngly sophisti-
= vated with age For exaluple, Deha. Khine and Bur]eson (1979) d'c}nonstralc that as
chlldren'matu;e. they become better at using reasons and adapting their messags b
listenets it order to persiade them. Young children make unglaborated requests
* “when persuading: “Could I have a party pléase?” Older children might say, “I’ve
« ¢ ‘npver had-anything like this before. so why can't you let me haye a party?l A sull o
* olde child tnes to anticipate counter arguments: *There wouldn't be a lot of
runnung around, and therg would pnly be about five people.” At the hyghest level of
<omplexty, the child takes the listener's perspctive in articulating an advantage: "1 .
4 know that'you hike to meet my friends, and a party would be a great way to do this.”
Children display.widc vanations ip their abilities,to perform in the six shill areas, "
especially those dirgctly rélated to taking the perspective of the other person. In the
«  exiteme case, children labeled “learning disabled" may be unable to interptet and
" respond appropniately {o_social cues in the course of interaction. Often problems in
commurtication are moYe debilitating to the ¢hild and disruptive to the classroom T
than problems in other academic areas. Bader (1975) Sio summarnizing the resedrch 1n
social perceptioffand learning disabilities, notes that "Icarmng.dnsablcd“ children :
often iry}oo hard to say the right thing. speak too loudly. interrupt frequently, get * *
. too close when théy talk, and miss subtleties of meaning. ¥ ) '
Another setipus developmental problem in communication 1s ";bmmqmcauon
apprehénsion,Bsoretimes called “reticence™ or “shyness.” Commgn:cauon appre-
- hension 152 broader problem than stage fright, since 1t usually involves not only a
fear of public speaking, but of conversational, informal speaking aﬁcll., Evidence

-

‘from his problem, but pfrcentages are likely to b® somewhat higher i secondary )
* and elementary schools (Hurt, Scott, McCroskey, 1978). Sorfie inditators of com; )
munication apprehension in the classroom are using a low vaice, sitting at the back
of the ro, or in an area of least mteraction, making poor eye contact, and refusinig ,

3 to communicate in class Highly apprehensive students have negativesattitudés

tow8rd school (Hurt and Preiss, 1978) and may bg low achieyers (McCroshey. l977{.‘
Several remedial apprqaches to communication apprehension are availadle (Phul-
lips, 1977; McCroskey, 1977), but these are 100 complex to describe here, Iggs vual, |
howevet, that teachers be educated to recognize the problems of the com ml\*aﬁon
¢ disabled and to Jearn ways to help them in the classroom. One simple practice 1s to .
stop forging apprehensive students to stand in fsont of their classmates 1n order t8 .
communicate, Fasn‘n_g students from informal, dyadic exercises into the more formal
"+ situaniens helps lessen apprehension. In the case of the learning disabled, inabiliues
1o interpret nénverbal cucs and 6 interact appropri?ly should be rccc‘gmzcd and

7 treated developntentally, just as difficulties with matlf or reading are, PR
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‘o 2 . .
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Oral Commuinication xs a Basic Skill

. There are three overall goals for communication instruction:

(1) to ensure that students learn speaking, hstening and interactive skills that
enhance learning at‘all levels of education, regardless of.the sontesit studied, .
{3) to ensure that students understand and can use commumcation principles that
will help them in their relationships with famul). peers, communily groups, and in
other social contexts;

(3) 10 ensure that students understand and ..an us¢ communiation prinuples that
will help them at work. The gyals, then, are to help students communicate effev
tively in academic, social and work contexts.

In the academuc onrext, students who areeffective 1n oral compunication have a

. better chance for success than those who are not. There are sev eral reasons for this,
the” most obvious being that teaching. learning 1s essentially a communication
.. brocess. For example, Friedrich (1980), after examining research on classroom
vanables, concluded that the quality of communication may account for twenty five
percent of the achievement vanance in the classtoom. Others have pointed out that
most classroom ime is spent in talk (Bellack, 1966, Flanders, 1970, Language for

Lfe, 1975). In addition, oral communivation 15 vital 1o achievement in other basic

skill areas. According to the Essentrals of Education Statement (1981), endorsed by

a number of professional assoviations, symbolic behavior is at the vore of all other

_learning. Oral .ommuniauon (our first encounter with symbolic behavior) s the
base uppn YVthh all other skills develop.

. In the area of youal relayanships, we know experientially that oral communica

ton skills contribute torthe maintenans.e of slabl‘c human relationships. The demand

for asseruvencss trammng, family communicatign workshops, parent effevtiveness
training, andmantal communication attest to-the value of empathic histening, dired ~
and open .ommunication, ownership of feclings, feedback, and other concepts
taught undet the rubrie of interpersonal communication. A panel meeting in 1973 to
define soval wompeiency in young children included the following in its statement of
goals. sensitivity and undclslandmg in soual relauionships, positive and affectionate
personal relationshups, <nitscal thinking skills, problem solving skills, and enjoyment
of humos, 'play and fantasy (Anderson and Messick, 1973). Oral communication
instruction cah contribute directly to these goals or social competence.

Suceess in the world of work s 3lso dependent upon oral communication skalls.

For example, Lockwood and Boatman (1975) and Hanna (1978) found that repre

sentauves from a vanety of busmesscs and professions saw the following commun

listesng, motivating people, ng,” giving directions, quéstioning, speaking
Ppubhicly, and building refatrons in his summary of studies indicating the need
for oral communiauonn the world of work, Wolvin (1981) reported that M.B.A,
gxaduates ranked persuasivencss as the most important 3kill in business and that
cng‘mccrs ranked speech communi.ation ‘as fourth among 123 atcas required for
lhqg‘ work. .’ Lot

th discussing the goals of oral communication instruction, we must cmpha.sxzc
that 1t 1s not enough merely to increase the amount of ¢lassroom talk or 1o feel
satisfied that talking 1s used 1n pre wnting or in reading aloud. To the horror of the
speech speualist, teachers may fgcl that they fave mtcgraxcd mstructnon when
students write out or memorize oral discourse. What'is needed 1s a sound’ progsam
of oral communicatign instruction which recognizes the o»crlap and m(cnclatcdncss
with wntten ..omml:%k.atwn but which permits separate fime for each hind of
instructipn. 1 : ; ‘ : )

. \
.

«ation skills as wmportant 1n %cu work mlcnicwng, group problem solving, *
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Revent research, partcularly that of kroll (1981), indicates that a chuld’s oral and
wnitten discoutse bevome aicicasingly sitular in vontent, but dissimilar in approach,
as jhe (hild matures kantor and Rubm(l“)&l)cunwpludlue three facets of differen
tiator. un oral and wnitten communivation Setsal Awureness involves'intention to
affevt and be affected by others, 1n wnting, Lhc individual must “fictionahze™
audience, ahile in speaking, the audlen»e s wwnuIete presence “renders the work of
infernng audienye demands less taning.” Cuding involves control over larger chunks,
of discourse and kno»xl:dgc of language pragmatics, while formal speech shares
aspects of written oding (writers provide context information and include all
newesary informauon), every day speech tolerates xmpluu meanings, inomplete
details and <apitalizes on an immediate shared contexts ' Racunstruction of Experi,
ence involves the ways in which we relate our perceptions of the world and the
manmipulation of sy mbols, speech fades fast and 15 less,planned, therefore faulitaung
wognition dxffcrcmly from wniting, which can leave a permanent tiave and is subject
to revision. \\nung allows for more reflection, while spcalung allows, for moge
complex social perspective-taking. g I

Thus, while there age areas for interrelating instruction in oral and whitten
«ommunnanon, eavh dmbodies some skills which must be learned and dexeloped

separately. . . ’

Teacher Needs - ’ -, !

Because of the elective status of speech in the secondary s\.hools he rgsponsibil”
ity for teachung oral communi.ation has often fallen on tca»hers\@o offer pyor
instruction bevause of inadequate academie preparation, lauk of interest, or lack of,

. time. With shnnking education bddgets, -there 1 lit¢fe hope that distticts will huc
speech communication teachers, even though, the pay-off would "be worth the
investment. However, the Speevh COmmunnauon Assoctatipn and the Amherican
Theatre Assouatign have jointly prepared guidelines tp assist lhos& districts who
wish 10 hure or up grade elementary and sewondary school communi.ation spewial
wis (Preparativn of Elememan and Secondary Teaehers m«SpeeLh Cummunuauun
and Theatre, 1978).

A sevond approach, which may have the btal 10ng term impact, s to cxplou the
abilities of all teachers (ovtggeh comimuntation shills. This approach ;mq,l\cs two

N aupcxt.s the fii focuses on the student t.c., tite tca\.hcrs knowledge of oral

communiation development and the provision for insfructional opportunities), the

sevond fowuses on the development of the tealher’s own »ommum»mmn shills. The
two aspeuts are interrelated, sinug the modchng oftfunctional communication by the
teacher influences the Student’s communication development. -
The furst aspect includes several genenie competencicy dcs»nbcd in the SCA..ATA
Snodcl of »ompctcnucs for non spevgahists in communication. Thcsc anddude the
ollowing. (1) rdentifying stages and factors in language and \.ommum»anon dmcl
opment, (2) interrelating reading, wnung, speaking and hstémung, and fun»uqnal
communatson, {3) coping with communi.ation problems of students, (4) enhans
ing wmmuntcaton Jdevelopment through instructional awysities, {5) fostening exs’
pression of and reveptiveness toward divergent viewpaunts and commumcation &

styles. All these skills are needed for the teacher confronted wnh the dhcrsn) of thc .,

mainstreamed, multicultural classroom. .
Just as students must develop communication onented toward thc -pcrspu.gnc

h of the other,” so must (€ackers prepare and deliver messages appropriate (G a, mdc .
,  tange of studdnts and instructional contexts. Teachers must organize yontent from
the framework of thar students. use language™that 1s appropriaté” 1. the ages,
expenienwes and developmental levels of students® b&aware of the impat of nomer
. . ' ."
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bal behasior in communiauny atutudes and values, and be receptive to divergent

viewpomits and ways of speaking. The emerging research on classroom climate

indivates that teachen’ responses ate important in cteating non lhrcalcnmg environ
n ments conducive to achievement (Seiler, Lieb-Bnilhart, and Schuelke, in press).
While communication instruction for teachers is increasing rapidly (Lynn, 1976),
much more is needed.

To meet the needs of teachers, pre service mnstitutions should require communica
tion education for all prospective teachers. Moreover, we need support for ap
proaches like those used 1n the Nauonal Wriing Project. Such approaches could
prowide in-service mnstruction fowusing on the teachers’ communication skills as the
key to developing students’ communication skills.

Recommendations and Summggsy

. 1. A national (and, perhtps, internationalj, conference of communication edu
cation spevialists, sovio-lingusts, and language arts specialists should meet to exam
ine the status of and need for research in oral commmunication and to suggest
implications for instruction.

The work of socto-linguists and communication spectalists is moving toward

. sommon viewpoints embodied 1n functional approaches. The socio linguist’s re
search on tanguage development should be integrated with the communication
speuialists’s fong history and expenential base in instruction and intervention invoral
commumcatu)n processes.

2. Schools must emphasize instructional planmng which allows tume for oral
commumnicatn gnstruction, not only in support of vther language m.stru..uon. but

.« . Jorits own sake as well.

Adequate tme must be allowed, for oral communication in the six skill areas
outhned n this papér. There must be clear goals 1n the curntculum, as there are for
other subject areas, and not just activities which support other’language arts.

3. Schools showld provide speech communication specialists as consultants to
other teachers 10 heljy them develup thewr own communication shdls and the skdls of
thejr pupils. o

Speuialists might work as teacher. consultants to help with lhc teacher’s »ommun ’
ration needs or 1o suggest ways of voping with the communication-disabled hild.

4. A nationwide effon such as that undertaken for “the Natonal Writing Project
should be undertaken fnr a nattonal oral communication project.

. The Nauonal Writing Progect, which, sifice 1974, has supported several thousand
high svhool and wotlege teachers, has recerved acclaim from educators and the pubhie .
for its impact on students’ writmg skdls (McCarthy, ! Noveprct 17, 1981). Efforts to
support oral communiaton teachers must help tca{hcrs,lmprowc their own shills
and those of their colleagues and students.

. 5. Pre-service 8nd inservice education 1n oral commufuication must be provided
. for teachers and admumistrators sp that s..hool.s can mlerv ne effectively tn commun —
“ication development. :
Oral »ommuhuauon lnslrunluon should be required f¢r teacher vertification in
every state. such inbtruction may, take she form of a courst, butshould be i incorpo
. tated contypuously throughout xhc tcachcr cdu\.auon sequence, induding the practi ‘

by cum. o« ¢ . . A

ln»ludmg oral .»ommunua(wn among the “basics™ gives us an opportunity to
INLCgLate afstruction in the various lapguage and communication shills. By doing
thys we can strcss ‘the shared \.on\.crns’: well as the uniqueness of each essential
uommunuauonskall Wc wan also T ys of nmprougg instruction in all areas by
———1
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Cou i ..
stresang the essence of the teaching. learming process, which consists primarily of
speaking and histeming 1 an intefactive mode.’

“Thus paper 1y’based pnmanly off work completed duning the writer’s previous
pusiion as Assbuiate Executive Secretary of the Speech Communmication Associa
twn and as a wontinuing member of that organizat.on. The work was not sponsorcd
by the Natwnal Institute of Educatiomand does not necessanly represent the views
of that agency. )
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TEACHING AND ASSESSING ORAL COMMUNICATION

.

Kenneth L. Brown . | .
University of Massachusetts ’

4 ~»

&

When a state or local education agency decides to indlude oral communicatipn in its
basic skalls program, it faces three tasks. deviding which skills to teach, developing
wyrrieula for teachimg the shalls, and developing means of assessing them. In her
papet, Dr. Lieb-Brilhart discussed oral communnation skills that deserve attention
» ° 7 anthe schools, my focus is on teaching and assessing thos¢ skills.
Three years ago, just five states included speaking and*listening 1n their basic
learning skills programs (Brown, et al, 1979, Pipho, 1978 ‘}9"9), and most of those b
states had progressed no further than identifying skills t3 be taught. Today, however,
thirtythree states are in vanous stages of invluding oral sommunication in their
T Tbaste skalls prograins (Backlund, et al., in press). These stages range from planning
to dexelop programs o implementing programs that have already been dc»clopcd ’
* So 1n three yearsswe have seen increased activity in oral communication programs.
But this activity has rassed questions. What are the fouuses of instruction? How
l\:’xld mstruction be sequenced? 1s direct intervention effective? How can the
ol and home oupetate? And how does one gssess oral communicatioh skills? 1
propose to address .these questions by ldcnuf)mg cufrent promising pramccs.

. noung preblems, and recommending actions for cxtcr)dmg the range of promising
practices in the future. » . ’
o .ok,
= 5 - v -
. . Approaches to Instruetion

A review of communication education literature and observations of classroom
practices (Brown, et al., 1981) reveal five major approaches to instruction in oral
communicauon. These approaches focus on component skills, communication a.
uvities, partiipant networks, referential communication games, and functional
_ communication,

L~ With the cumponent shalls approach, the teacher focuses attention on mas(;::y of
usters of specific skalls. Students usually concentrate on one set of skills at a time

For example, at one tme they might concentrate on language skills such as building
sentences, using words correctly, speaking gramm tually,'s d demonstrating word
knowledge. At another they mught concentrdte on orgamzauonal skills such as
,formulating ventral ideas, selecting and"arranging supporting ideas, or outlining
"1deas. Other skills might luster around delivery, audience analysjs, nonverbal
language, listening vomprehension, and critieal listening. Generally the methad for
teactung these skalls involves concentrated practice, sometimes drill, until the partic

ular skills are mastered. Skalls may eventually be applied in practical communication
situations, but for the sake of systematic development, they are first learned -
separately. Examples of the womponent shills approach appear in numerous lan

guage arts textbooks as well as in books by Byrne (1965), Haynes (1973), Lundsteen

(1979), and Russell‘dnd-Russell (1979).

The goal of the communication &mme.s approadh is to have students cxpcncnsc
a vanety of vtal communication activities that presumably prepare them to engage .
1 everyday situatigns. Typnal elementary school activities, age storytelling, conver
. sation, discussion, rcadmg aloud, listening games, ;rcam; dramatics, and giving

talks. Sevondary school activities indude public speaking, small group discussion,
oral interpretation of hterature, debate, dramatics and radio television speaking.
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Bevause successful perturmance in cach of these activities requires proficiency in
many speaking and hstening skills, a number of different skills are taught and
assessed sxmullaneously But the skills learned vary from one activity to another
This approach s commonly used by classroom speuialists in speech as well as by
nen-speuialists. The latter sncorporate selevted aclivities to motisate students and
ennch learmng (v different areas of the curnculum. Elementary school materials
that reflect the actipaties approach are Carlson (1970), Chambers (1970), Duke
(1974), Erlich (1974), Glaus (1965), Henry (1967), and Mackintosh (1964), second
ary school matenals are Bacon (1974), Beyer, Lee and Wilkinson (1975), Braden
(1972), Carhile (1972), Newwombe (1980), and Prentiee, Pollard and McComas
(1979).

. W hile the component skills and activities approaches have been used for some

., ume, the rcmaxpmg three approaches are more recent. Through the part:upant
network approach, skills are awquired through systemate instruction in mlerpcr
sonal. small group, public, and mass communication. In this continuum, communi
«auon s differentiated by the number of persons communicating. Attention centers
on the etTect of speaker-histener distancing on mlcra»uon Students develop skills
appropriate 1o situations that range from spontaneous, informal ard reciprocal
interaction to rehearsed, formal and mediated communication. Emphastzqghin the
sewondary more than the clementary schools this approach stresses cognitive and
affeglwc learning as well as oral communwauon performance. Some sources that
téflect this approich are Allen, et al., (1974), Allen, et al., (1976), Barbour and
Goldberg (1974), Book ahd Gakvin (1975), Brooks and Friedrich (1973), Galvin and
Book {1981), Fletcher and Surhin (1978), and Newrombe and Robinson (1975).
. The fyurth approach, referential communication gumes, stresses ifiteractive com
munn.auon One person (a speaker) attempts 1o <Ommunseate with another person
{alistener) about a target obext (a referent) in a set of alternatives. The speaker tries
to tnform the listener with accuracy and cfﬁucm.y. while the listener aims to
demonstrate coffiprehension in a goal-directed task. To "be sure.that students rely
solely on verbal means of communi.auion, the participants may not yce each other,
they <ither sy Back-to-back ‘'or communicate "across a table with a screen between
them. Typical communication tasks include explaining how to assemble a model
. from blocks, how 10 select one picture out of a set of similar pictures; or how to find
* a destination on a map. Thus, this approach emphasizes canstructing and compre <

¢ hending verbal desmpuons. explanations and dugections. Since children take turns

as speaker. and hstener, they practice both roles. Tho.@pproa»h whuh relies heavily
on modeling, peer interaction, and feedback,lo improve »ommunu:aUOn quality, was _
denived from a fesearch strategy (Fishbein and Osborne, 1971, Glucksberg, et al.,
1925, Glucksberg, et al, 1966, Krauss and Glucksberg, 1969, Higgins, 1973, Licb-
Brihart, 1965, Jqhnson, 1974), and has been adapted more recently, fot use inthe
classroom (Dickson, 1981, Dickson and Patterson, 1981, Gleason, 1972; and Mc
Ca'ffrcy 80); :

The lonal commineation approa»h assumes that competent comimunica N
tuon results from a wide range of «ommunication skills and behaviors that are used
appropnately and ct;fe»u»cly. Instruction focuses on using language for five major

- functions. The infgrming function includes producing dnd »omprchcndmg informa
tive messages By ¢monstrating¥ explaining, asking and answcnng questions, and
instructing.  The wontrolling funition includes persuading, argumg. bargaining,
suggestmg, and demanding. Thefeeling function involves sharing one’ feclihgs.and -
reacting to others” feelings through acts such as exclaiming, gommlscraung blam

', ing, or apologizing. The imagirfing function taps ability to use language creatively in
order to fantasize, spcx.ulalc lcll tales, rolc play, or dramauzc And the ritualizing

.
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function nvolves maintamning svaal selationships through acts such as greeting
_ others, taking leave, taking tusns, playing verbal games, and handling introdu.
tions. These functions are based on research conducted by Wells (1973), but Halli-
day (1977) and Tough (1977) provide other functional schemes. Expenience with
cach of the’ five major functions 1s gained through exercises, simulations and
problem situations .reated by the teayher ang students. The situations are designed
1o help students (a) develyp a wide p€pertone of communnation strategies and skilly,
(b) select skills which seem apprOpriate to the sitwations, () implement the skills
through practice, and (d) evatGate the effevtivenéss and appropnateness of the skills
employed. Allen and-Brown (1976), Allen and Wood (1978), BooK (1978), Glenn
(1978), and Wood (l9""a and b, 1981) provide numérous examples of this approach
both for the elementary.and secondary school levels.
Some of the above approaches are limited. For example, the component skills .
approach makes it possible to develop skills systematically, but when used alone,
students may not learn when to employ those skills for functional effectiveness

_ (Cazden, 1972). The activities approach affords opportunities for using many skills

simultanepusly and for integrating oral communication with other skills and curtie
ulum areas, but some activities bear little resemblance to communication situations
encountered outside the classroom.
*

Teachers and curriculum planners must decide whether to focus attention on
discrete skills or on skills used for a purpose in a realistic context. They must also
decide what approaches to employ to develop those skitls. One approa;h need not be |
used cxcluswcly In fact, if the ;omponcnt skills approach is used, it ought to be
..ombfncd with another approach such as futictional communication. Examples of
wombihing approaches are found i in Staton Spicer and Bassctt (l980) and the Statc
~of lllinois (1981a). °

Of the approach&s | have outlmcd tcauhcrs seem to employ the component skills
and activities approaches most often. The referential and f unctional communication
approaches are potentially the most useful, but educators are not as aware of them,
Just as we want children to develop a range of skills, teachers need to expand thcu.
instructiona! options. They should become familiar with the different approaches to
teaching oral communication, the assumptions about learning and communication
that undergird each approach, the methods and materials of cach approach, and the
ways of combiming approaches tey produce desired results. In addition, they should
be cnci'mragcd to expenment wnlﬂ'fe
skills for purposeful communication.

’ Sequencing Instruction ¢ . -
Dcspnc the proliferation of pre- packagcd" matenals that scqucm.c oral com-
mumcauon, skills, I am unable to say, “Here is the sequence you should follow.””
Some efforts to s¢quence instruction have been based on taxonomies of edycational
objectives in the cognitive (Bloom, et al., 1956) and affective (Krathwohl et al.,
1964) domains (for example, see Lundstccn, 1979). Other sequences progress from ..
small to larger units of discourse, from simple to complex tasks (McCaffrey, 1980,
Project, Signals, 1981, State of Illinois, 1981a), and from interpersonal to mass
communication (Allen, et al., 1974, Galvin and Book, 1981, State of fllinois,
1981a). One of the best known sequences, Moffett’s student-centered languagc arts
curticulum (1968a and b), is based on a theory of discourse that increases the
distance between speaker and audience and that moves students from perception of
what is happening (drama), thrqugh narrauon of what happ¢ned, 1o generalizing
what happens, to theorizing about what may happen.
. Research I)Qs shed much light on the development of language, but futurc efforts
R 80 - ¢
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at sequenuang anstiuchion will test vn a better undersganding of the development of
Jhuldren's ablity o wse language for soaal purposes. Deha, et al., (1979), Dickson

(1981), Ervin Tnpp and Mitchell Kernan (1977), Halliday (1977), and Tough (1977) |

are notable examples of research that describes chuldren’s develupment of functivnal
communwation. Allen and Browf (1976), Cazden (1972), Dickson and Patterson
(1981), Wood (1981), Hopper and Naremore (1978), Lindfors (1980), and McCaf-
frey (1980) suggest how curricula can be constructed to complement that develop-
ment. .

In the absence of a defimtive nstructional sequence, teachers should bc;dme '

familiar with whats known about children’s developmental course in oral vommun

wation. Knowing that wutse and rglugnizing individual vatiations within it will }Ieip
one (v provide nstruction that moves the child increasingly toward explicitness of
speech, verbal and ideational fluency, sensitivity to the responses of others, adapta

tion of message to audience, flexibility in attempting alternative strategies and
encoudings, talk abuut topies of mutual interest, and self monitoring of communica-
tive effectiveness and appropriateness..

. Effects of Intervention . «

Teachers may employ different kinds of intervention to develop communicatjon
skills. When they merely incorporate oral communication experiences in classrooms,
usually 1n the context of some other subject or unit of study, or when they comment
oweasionally on a student’s speaking or listening effectiveness, they rely on informal
instruction, thdt s, on direct intervention. In ths case, developing oral communica
tion skalls 1s inaidental 1o developingahills or knowledge in some other content area.

Direct intervention s olves slentsfying oral communication shills that need 1o be
taught, providing instructional methods and matenals to develop those skills, and
evaluating results. Instructional methods employed may be either more or less
Jdidactic. More didactic methods include telling students how 13 communicate in a
given sitation and niiquing their efforts. Less didactie methods include having
students interact with models, using sgquenced matenals to faulitate the develop
ment of skills, reversing speaker and listener roles, and providing feedback through
Jqu@ptioning. Whether more or less didactic methods are employed, intervention is
direct when it seeks to modify a targeted set of skills through planned means.

Studies indicate that direct snterventon results in improved communicative per
formance (Asher and Wigfield, 1981, McCaffrey, 1980, Patterson and Kister, 1981,
Shantz, 1981, Whitchurst and Sonnenschein, 1981, also see Brown, 1976, for a
review of fifteen earlier studies). Children improve 1n message fluency, in efficiency
and organization, in cognitive perspective-taking, in eliciting and responding to
fecdback, and in using verbal language o descnbe, explain, and give directions. In
addition, improvement continues after instruction, providing chidren have addi
tional.opportunities £or using these skills. But students have difficulty transirring
skills learned in one’context (¢.g., a descripteve task) to a different context (e.g., a

_ persuasive task). This suggests that skills need ta be taught in different contexts.

As a basie shill—orat—tommunication must be interrelated with other skills.
Informal instruction affords opportunity for.praun.c and reinforeement of a variety
of oral communication skills, but direct intervention is necessar y when children lack
speufic shills needed for effective communication. When planning and implement
ing direct intepvention programs, teachers and administrators should (1) identify
clearly the skills to be taught, (2) engage students in interaction with models and
peers, (3) employ functional tasks where students construct and respond to messages
for speufic purposes, (4) provide ample opportunity for practiee, and (5) stress
, feedback that makes thc student aware of message adequacies and inadequaies.
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Home-School Cooperalion -

Parents are the Jhuld’s furst teachers ol vral wmmummuun though they are not
always awate of this important role. The famuly_ influences lhc Jhild's acquisition of
language, the Jhild’s style and form of spccch and the child’s confidence and
willingness to talk and listen.

Because oral communieation skills are strongly influenced by the home environ
ment, basic skills programs conducted in the schools should® assist parents to
«untribute pusitisely 1o their (hildren’s oral communicaton development. Project
Signals (Bar.lift, et al., 1980) and the State of Ithinos (1981b) extend their communi
«ativn programs beyond the classroom by offering resource matenials that describe
the parent’s role in promoting communicauon development, games and actvities for
use at home, and avarlable referenees on parent-child communication. Home school
«ooperatidn ¢an occur. in other ways, such as offering parent seminars on the
acquisition and Jdevelopment of vommunication, with emphasis on the parent’s role
in providing a nich, but valm and pressute free communication environment, devel
oping a libraty of resour.es on parent child communicaton, and including parents
in committees that plan the school’s oral communlcanon curriculum.

S

Assessing Oral Communicalion Skills

Loban (l9"6) suggests that a reason for the neglext of oral languagc instruction is
the absence of ural language lcsung in the schools. Some edu»atqrs sec assessmept of
oral confmunication as based on “soft” data, By this, they mean oral s.ommunua
t10n s not assessed by a standardized, machine scored, multiple ghomc test:

"At least three studies completed in the past four years (Broxxn et al., 1979,
Larson, ¢t al., 1978, Rubin, et al., ip prep.) hive reviewed over. one hundred
ifstiuments lhdl asséss different aspects of oral »ommunuauon There isno paucity

of measures and no aspect of functional communication for which measurement .

problems are prohibiuve {Larson, et al’, 1978). Butsexisting instruments do present
problcms for évaluaung oral dommunication pcrforman»c in the context of large
< svaie basie skills assessment. Rubin et al. in prep.) review these problems in more
depth than space permuts here, but a few will be mentioned. Figst, there 1s ;onsndcra
blc diversity «n what s, asscsacd Some instruments measure communication appre
hengnon Others test (hc studcnls knowledge of prinuiples of communication or the

‘ student’s abllny ‘to redgnize standard English usage in written passages. Such

measures tell us what a student may feel o1 know about communication, but they do
.not tell us what a student cando. , | .

Se.ond, most instruments wsolaje speaking from listening. The, most common
means of assessing listening 1s a multiple-choie paper and penal tést, literal com
prehension s epphasized in these measures. Performance rating scales age the most
«ommon means for assessing speaking skills. Separate measures for speaking and
listening may be nevessary from a psychometnie standpoint, but when one considers
that testing nnflucn;cs teaching, there 1s a possibility that oral communication
instruction will stress séparate rather than interactive skills.

Third, assessment instruments must match instructional goals. Ready made in
struments may deviate from goals that a school system has identified as important.
When some olleagues and [ (Brown, et al., 1979) compared the skills tested by
exsling instiuments with those that had been speafied for the Massachusetts basic

« skills program, we found no tests that sufficiently matched our goals.

Fourth, reliability and feasibility of measurement present problems, particularly
when assessing spcakmg_}:lll& Few existing measures report test retest reliability,
some vary the topre of talk without establishing equivalence of topius, and some

.
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perluimane tating piovedutes hdw not attained high levels of agreement among
differdnt raters Feasiliy pioblems arise when measures require too much equip-
ment and time.

A [ifth problem 1s the possibility of bias. The context in which” the test 1s
administéred, the sumulus situation, and the response mode are potential sources of
bids in a pertormance test of .speaking and in an objectine test of histening. In
addiion, 1ater bias can threaten test score dependabtln\ in speaking performance
.assessment, but can be avoided through .areful specification of performance cnte
na, varefll selevtion of raters, and thorough rater trarning (Stiggins, 1981).

=-What 15 bung done to addrcss these problems? Current practices include moni-
toring assessment ¢5E0rts in various states (Backlund, ¢ al., n preds), and develop
ing new instrumegts. With regard to this last pragtice, some state and local educa
ton agenvies are developing their own cniterion-feferenced means of assessing
listening skills  Michigan, Massachusetts, and New Hampshire have developed
listeming tests, while Vermant offers guidelines for teachers to assess histening skills
in Jasstvom actisities (Backlugd, et al., in press). Performance rating scales are
being developed to assess speaking skills. Hawan (Backlund et al., in press) is
developing a rating svale that assesses the student® oral Wwmmunication competensy
in the da» w da) Jddssroom situation. Massachusetts (1981) 15 developing a seale

that assesses Wontent, «lehivery, organization, and languagg skills 1n the vontext of ¢

toul wmmunisation functions (giving directions, Jescfibing, persuading, and pro

duving an emergency «all). Glynn County, Georgia, has developed rhetorical trait
scales to assess students” partivipation in a simulated public heaning and an employ

ment interview (Rubin and Bazzle, 1981). Dickson (1981) and McCaffrey (1980)
advise assessing vral communication through referential communication tasks. This
advice is biding pursued byfProject Signals (1981). .

As basiy shalls t)rograms mature, additional assessment instruments need to be
developed. Criteria that speaking and listeming instruments ought to meet are
discussed elsewhere (Brown, et al., 1979, Speech *Communication Assodiation,
1980}, buta few guidelines follow. . .

For hsteming tests; stmulus matenials showld be relatively brief and should
.sontan real hfg ken langyage used in situations that are meaningful to the
students to be 4%ded. To control for possible adnuimistrative variation, the tests
should be relausely yelf 4ontained un audio tapes. While test booklets apd machine
scorable response sheets may be used, the tapes should vontain, all stimulus mate ¢

s nals—the spoken messages and the questions that eliat responses to the messages.’

To assess speakipg shills, a test with clearly defined cnteria for c»aluaxmg
performance should bg used. Students should be assessed in familiar situations,
preferably multiple vres, that emphasize purposeful communication. Only person
nel who have been traned in admunistering the test and in judging performance
shoyld be responsible for assessment, and then only after they have demonstrated
ability to judge performance reliably. .

Summary g‘nd Recommendations

* 1o the context of basie skills programs, [ have addressed five cdncerns about vral
4ommunication ms(ru»hon instructional fou, seguenang, nt¢rvention effects,
home-school »oopcrauon and assessment. My recommendations for cach coneern
are as follows: ¢

Instructional Approaches. Efforts to develop basic skills staff should 1n-
dudc INSEry 1LC LTaimng IN different (nstructional approaches, their rationale and

pedagogial assumptions, therr methotls and matenials, their ‘:‘d/\"lma.&s\and

Limitations, and their effects. Particular emphasis should be giver'to instruction
83 '
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&hat facilitates the use of skills for functional effectiveness.

2. Ingtructivnal Sequenaing. Since mstructional sequences should be based on
knowledge ot the development of pragmatic communication, teachers and currie
ulum planners should be suppurted in their efforts to pursue continuing educa
uon.aimed at understanding <hildren’s communication development. Inservice
wurkshops, semunars, and vourses should be provided to that end at the local and
state levels. In addition, federal and private agencies should give a high prionty
to supporting research that investigates Jhildren’s development of uses of lan
guage, and relates that development to curricular sequences,

3. Intervention Effects. Classroom teachers should teach vral communication
directly as well as indirectly in both the elementary and secondary schools.
Indwrect intervention affords opportumity for practiving skills in a range of
sttuations. Direct intervention promotes systematic acquisition of skills that are
problematic for students,

.4, Home-School Cooperation. S»hool personnel should.help parents become
more vonsawus of their role as “the first teachers of oral communication™ by
preparing practical resource materials for use at home, securing practical library *
resources on parent hild communication, and including parents in curriculum
planning efforts. v,

5. Assessment. Federal, state, and local education agencies should address
assessment issues dicectly by developing new instruments and procedures that are
valid, reliable, and feasible. In addition, these agencies should conduct cost-ef
fcx.mcnes; studies to allgy or «onfirm concerns that oral COMIPUNICAtion ASSEss
ment is too time vonsuming and cosfly. The results of new assessment efforts .
should be disseminated widely, throughout basic skills programs in ¥rder to
promote alternative means of assessment and to avoid reinventing the wheel.

¢
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" PART VI: :
NEW DIRECTIONS, AND NEW RO ES _
IN THE BASIC SKILLS MOVEMENT .

-

N




s - . A4 .
N THE QUEST FOR SUCCESSFUL BASIC SKILLS .
. PROGRAMS: FOCUS FOR THE 1980s .
C Shlrley A. Jad\son ) . .
U.5. Department of Education + T

. ° “ .

While quests 13t effective.basiv shills p('ogwms'ha:e been condadted in this vountry
f;)r along time, no panacea for ouf many educauonal problems has been found. But.
we are starting 10 solve some of our problems, and despitt press coverage tofthe
«omzary, the increased educational a@hmcmcnt *of most of the students in this
country can be documented:

1. In every sector of the nation achievement scorey of elementaty students
(especially at the primary level) have gane up. Based on this evidence, it 1s safe
10 say that we/have some sound stra!cglea for_teachung beginning reading in
this country.

The national Assessment of Eduvational Progress showed an average gain for
17-year-old in-school youth of more than two percentage points on basic
- reading items between 1971 and 1975,

3, The same study showed that 9 year-old children— white and black, North and

South—have improved in the basics o reading, writing, and math, The
. assessmie found the most striking gains among nine year old black children
in_the So thcast Thisis significant because that is where the Federal‘govern

ment has spen}, most of its eduvation dollars — helping younger, childien frop
poor families in the ¢ early yéars of schooling.

4. State competency examinations in Mu,h:ga:h Indiana and Flonda (to name a
few) show mirked improvement in student dchievement.

5. More students, black and white, complete high school. In 1900 about 6
pergent of youth completed ligh school, now 80 pen.cnt ‘do, and about half of",
those go on to further education.

Evidence from Army tests and the Toya Test of Basic Skills indicates that
indicatgs stugents’ literacy, knqwlgdg( and skills are higher today than thiy
. were forty f 15 ago. '

‘We have madej then, som gmfn.ant progress in achieving our educational goals
in' this country, And, as I ant 10 suggest next, we have also learned a great deal
about how to further our ongoing quest for successful basic skills progeams. .

. __ Rescarch during the past decade has led the way in suggesting what works in basic
“skills instruction. Consider the findings of some rgpresentative research studies,
which sum up much of what we know about achieving success in the basiv shills.

The “school effectiveness” studies of Edmonds amd Lezotte Fefute previous
studies iwhich identified socioeconomie status as the prime determinant of basic
skills achievement. These earfier studies often condluded or implied that schooling 1s
ineffective and unproductive for poor children, as Coleman, Jencks, Jensed, and
Schpckly have pointed out. But “school effevtiyeness™ studies now show hopg, there

)are schools that are instructionally effective for low socioeconumie students. Such

t

o

schools share five characteristics: '
1. Strong instructional leadership is exerted, most often by the pnn\.lpal
2. An orderly, positive s¢hool climate is evident.
3. Speaifying objectives in the basie skills 15 cmphaslzc.d O¥jcctives are then
carefully monitdred for mastery.
. Teachers believe thdt a// children can learn the basic skills. High expectations

for success are applied to both students and teachers. .
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5. Assessment®™an integral part of lhe Jprogram, and results are used not only
for accounlabllny but to improve lnStruulon
Any distnd’interested 1n school improvement for the poor should senousl)
. sreview all five ¢haracteristics and consider their implenientation.
w.+  Researchshas hot only pointed to the charactenstics of effective schools, but it
. has also idemisfied mstructional vanables ciated with effective teaching. Specifi
.f,ally, the dvork of Brophy and Good, Bloont, Carroll, Block, Cohen and Stallings
3 sho®s |{lal.’4hc folldwing vanables are dssoualcd with effective instructional pro
» Srams: . s :

- " JRRAN .Ihc Program detertines what s to be taught babed on an identified develop

* . mfental svope and sequence and identified standards of achievement
» . ~72. The program diagnoses students’ instructional levels as well as slrcnglhs and
* wcakncsses in relation to qucnvcs and standards.
. The program develops mstructional plans and strategies to meet the need of

each hild to develop concepts or skills. “Covering” chapters T(rpages is not

& oA,
~
N
Y
i

an end in itself.
. The program coordingtes direct instruction and independent fractice at the
appropnate shills-devflopment level of each student. Sludenls understand
. the purpose for whe learming activity assigned and see the connection between
the skills being presented and the nged to obtain functional, utilitarian
literacy skills,
- S. The program requires of students maximum time on assigned tasks and
T maximurh direct imstructional interaction time between teachers and.stu
- . dents. .
. The program uses varied materials to develop’ concepts and skills. These
. matepals reflect a consistency of methods and are used in aucord wnﬁ their
author’s design.
. The program develaps. skills syslcmﬁln:all). sequentially, and meaningfully «
with mastery as a goa‘l
. The program insures that Skalls lc.arned arc immediately.applied. (ln reading,
for example, there 1s an emphasis on reading for enjoyment and informa
tion). v '
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instead of teaching these as isolated, separate subjects. -\
10. The program systematieally interrelates lesls‘ instruction, and materials to
reinfor.e each other. (Children are not tested 'on one concept, |nslrucled on
another, and assigned materials on yet another.)
t1. Thowtogram has a management and recard keeping system shich continu
ously monttors the progress of each child. This system acts as a diagnostic
and summative evaluatign instrument whu.h highlights pupil achievement
and needs. . T
+12. The program’s teachers believe cach student can master the objccnées, an%i
they seek the cause of failure in the instructional program, not the smdan
13. The program 1s well- woordinated. Instructional consistency ,is mamlamcd
2 between ntervention programs (Title I, Special Education, etc.} and class-
room teachers’ programs. Resource personnel (¢.g., paraprofcsslonals,
aides, volunteers) are trained to assngl the teacher before they are placed in
the classroom, and their training is goordinated with the classroofn teacher’s
_lnSlruulonal goals and programs. -
14. The program encourages parent mvolvcmcnl Dccmon aking is shared,
and parents reinforce nnslru;non " Communication ‘witH parents rcgardiqg
. ., pupil progress (positive as well ashegati c) is frequent. )
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. 1S The progiam uses an effective 5£uen e of instruction '
This last puint is umporttant and warzants further cxplanan‘% for reseagyh shows
* that a spevifiv instrucionalgequence dues seem 1o yield the grearest bengfn This .
sequence imwludes eight steps. First, the knowledge and shills acquisition of students .
should be assessed in order to place them on the appropnate instructional level.
Sevond, teachers should preseng material by direct teaching, showing what th 1
r expect students to know and Auw to [Barn it through a step-by-step provess. Ths
teachers should give guided pructice, chehing and correcting the students' woik,

They should alsv provide a vaniety of sample matenals and situations, guiding

students through these. Fourth, teachers should give wndependent praciwe and

appluation, cheh and correct, assign additional matenal for independent practice,

wrreet and review these, and then reteach. Fifth, teachers should assess the level of {

studpnt mastery and the areas in which to retegoh. Sixth, teachers should reteach, if

. neuedary, or mose forward on the developmental continuum,”Seventh, teachers
should offer periodiy reinforcement of the shills and coneepts taught, unless this is
done, the time spent teaching will be wasted. Eighth, teachers should offer positive
rainforeement and encouragement (a “you-can-do-it” attitude) throughout the se-
quence of instruction. This encourages students to expand and to enmch the skills |
. and concepts they have learned. ¢
Y _Allthe foregoing research findings contain one common dimension—the teacher
15 seen as the critical element in a student's learning process. The quality of a
teacher’s inst{uction and (lassroom management makes a difference in his or her
ability to teach basic skills effectively.
Anare of a few_of our past successes and the direction provided by recent
.teseatch, let us vonsider the future of basi skills edycation.in the next decade.
Speaifically, 1 wish to outline what I see as six areas of entival need for the 1980s,

- They are as follows: ) .

I. Making all schools and teachers consistently effective in their delivery of
instruction to poor and linguistivally different students, improving the literacy
levels of low literate adults (the parents of many of these children), and
helping these parents to help their children sueceed in sehool,

. Developing comprehension skills, especially higher level thinking shillsy in the
middle and upper grades in the high schools. This should be done with an
integrated basic skills across the-curriculum approach, and not merely sith
isolated exercises in individual elassrooms, .

- 3. Developing viablegwriting and oral language assessment and msuu\,uonal )
models, especial¥fat the middle and upper levels.

4. Coordinating and sntegraung basi. skills content instruction at the high school
levell and coordinating and integraung basie akllh\pmgﬂms funded by vasied
sources  fedetal, state, and local (such coordination to be aclieved through
Juint assessment, planning, instruction, materials sharing, staff dcwclopmcm
and evaluation),

§. Getung what we already know about successful basie skills programs mito
practice yn all the schools and classrooms of this nation and extending our *
kno“ledg; of what works.

6. Restoring public confidence in the school’s abihity to deliver qAality basic

. skills programs. -

Just as 1 see the above areas as ritical dundg the next decade, I also believe that a )
number, of speafic questions ahould be ashed about schools durning the 1980s, Here

_+areafew of those questions: - 3
* \Which schdols teach. whlch basic skill@x well?

* Which schools teach basic skills poorly, if at all

ts
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o What effectiné instructional mnovations at two or more schools could be
disseminated to an enfire school system? .

e.A\hich approaches are some schools clinging to in_spite of overwhelming

evidence that they don't work? How would we rate the principals of those

schools? Good? Ead? Indifferenty .

z§rc-tﬁcre schook Serving essentially similar populatibng which do a signifi

_ cantly better job? Why? ’

o Do any vur all of the local elementary schools use certain instri,lc‘ional methods
for teaching reading? Does this seem to make any difference? Which ap-
proaches seem to work better for what sort of children? -

o Which schools in the less afThuent parts of town routinely surpass their com-
panion schools 1n math and reading achievement? Is this difference the result
of a?_u'tslanding principal or an easily adopted textbook? .

o s there a positive correlation between achievement scores and the amount of

. homework atsigned? .

e Are there gbservable differences among teachers regarding the ease with which

they hanqle their'subject matter?

and the discipline and order that make learning possible?

W hat are the roles of the vanious testing programs (competency tests, standard

. 12¢d tests ‘teacher-madg fests, ¢ic.) in instructional improvement? - .

.o What are the best ways to_get schools to use the results of resedrch in
developing an sdtructional philosophy and designing, implementing, and
evaluating programs? 57" ,

These, then, are the needs and h_ucstions for the 1980s. But what help can we
expeut to find 1 fulfilling these needs, in ans’cring these questions? In the past, the
federal government has provided much of the “risk capital” to help educators
anset questions. Previously, federal money has allowed researchers, state deparf-
ments of education, and local education agencies to take time out for a period of
exploration, experimentation, and planning. And | would argue that miuch of the
progress we have scen has come from the federal effort. | believe, in fact, that the
achievement results found sn the Nasional Asséssment of Educational Progress are
directly related to the federal ntgrvention ¢ffort. While I kngw it is not popular at

. this Juncture to talk positively about federal intervention, | believe that the money
used 1o help identify and to assist poor children helped raise achievement levels to a
point where, as mentioned earlier, the greatest progress has been made among
9.year-old black childten in the Southeast. . -

But 1 don't wish to dwell.on the past, for we are now in a period of transition, &
shult towards the New Federglism .1 would like, therefore, to Jook ahecad;, to assess
the future role of the federal government in helping us meet the educational needs of

athe 1980s. S

- The New Federalism will remove ‘the federal government as a central figure in
educational improvement, shifting the burden for program improvement, evalua
uon, problem solving, and the arbitration of differences to the local and state levels
This will,provide a wenter{ul opportunity for state and local education agencies and

the community to r¢define their relationships in cooperative ways. These groups will

have 1o partyeipate s colleagues in defining a common agenda. They will have to

work together on qutstiofis of vurriculum and find ways to i‘r':zOV\: educational
achievement-~tssues that affect and should engage the entire comunity. |

The New Federalism will also encourage mutual alliances between schools and

businesses and industries. Educators might explore the sQarcd employment of
. * 91

~ -
‘

W hat are the suveessful techniques for establishing the classroom management

.




teachers and admimstrators with business and intustry, ur encourage business and
industry to sponsut yucational traming programs to interrelate job skalls with the
basic skills. Bustitesses nught also sponsor motivational activities, such as anaual
awards for teachers, administrators, or students. Thé amphasis, in any case, will be
on cooperation, on private-sector involvement with edacation.

State and local people will enter these «ooperative arrangements differently, 1 e
think, when they know that their decisions cannot be undercut by a rule, regulanion
or project monitor, and when they know, too, that sheir problems will not be
resolved by outside intérvention. In the future the federal government will encour-
age state and local ggvernments to get (ogcthcr to plan their work and to resolve
their dlsagrccmcnls, while mal\mg it (ear that the federal government will not be

- waiting in the wings ready to act as judge and jury. *
The new federal fole in education may depend ultimately on what we do with the
Department of Eduuauon The current administration, beliéving there i1s no viable
federal role in education, hopes to accomplish five major objectives.
1. To dismanti¢the U.S. Department of Education; ’
+ 2. To reduce federal funding of education; P ,
3 Toreturn the Constitutional rights and respons:blhhcs associated with educat-
lng the citizens (along with the decision-niaking authority 10 do so) to state *
‘«"and local governments; ’
] 4 To stimulate competition in the educational marketplace through some form
v . of tuition tax credits; and
! 5. To simplify and to e the paperwork requirements which accbmpany
federal funding by consolMating cdu»auonal programs and reduuing regula-
' tory and reporting requirements. -
. - The government ha$ alrcady consolidated thirty educational progfams. -Block.
grants will now go directly Trom the federal to the state governments, with 20 -
percent of the money kept by state cduuallpn departments and the rematning 80 .
o percent passed down 10 the local level. These hahges may have a profound impact

on institutions of higher edugation, as about 60 percent of the hewly consolidated,
funds formerly went to such institutions. Those in higher education must therefore

/ . develop new skills and learn tq work mote directly with state and local people. No
longer will the money flow directly from thesfedéral government if discretionary
grant programs. :

Sccrclary of Education Terrel Bell* has emphasized that he wants the uU,S.
Department of Education (br its successor) to switch from the role of funding
educational programs to leading and offering “effective assistance to schools and .

/j _ colleges.” In Septémber, 1981, the Secretary created a National Commisgion. for
Excelfence in Education. The seventeen member Commission, which constitutes a
crosssection ofsthe edu»auonal «ommunity, *will explote theg Lauses of the recent
alleged decline of acadethic rigor and student achievement in the nauon's school and |
colleges. Under the lcadershlp of David Piermont Gardm:r, preSident of the Univer-
sity of Utah, the Cdm’mns on plans to compare our suhoo] and college Lurnicula with
those of other countries study the telationship betweén academie standards at .
the college level and achiey®gent in high school. The Commission wall condugt
" hearings around the nation t lect lcsumgny on_how students an be encouraged l
to work harder and togh er into academic SuéjCClS'.
oy, Other respons&ﬁﬁés dssygned to the Commussion are these. to find out what we
*  now expect of stadents, to looknat the »hangcs n education aitd souety that have P
affecte a»hm%;cm over, the pﬁ;t gcncrauon and to dcfmc thc probjems now

1

4

|

. standing in the 9, of grcmct acidemic attammcnt Both Drx Bell and Dr. Gardner’ “
¢ emphasize that ¢ ¢ end produc;gﬁf this inquiry is npt to set national stafidards or -
’
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minimal competency requirements, but to focus on academic excellence, to encour

age states and local districts to raise academic standards.

Inats work, the Commussson will report on successful schools, pcrhﬁps diverting
media attention from the now famihar hdrror stories which claim that the schools
are failhng, that students can't read or write, that teachers don’t have the skills
newessary to teach, and that administrators don’t know how to administer We need
to direct our efforts toward finding, describing, and replicating cducationfl suc-
cesses, and away from merely cataloguing failures. ¢ :

23

As the New Federalism shifts the burden to the local and state levels, we can’

expect dramatic changes. For one thing, there is going to be more “accouptability,”

more pressure to show results. People are going to say “Show me sométhing more
. . than-happy evaluations and smiling faces, show me that you have really accom-

phshed somethung.” With the demand for accountability and the reduction of risk
capital at the federal, state,,and local levels, the-focus of the 80s is going to be on the

quest for successful grograms. Many of our earlier efforts werg on development

But times are changarfg. Now when I go before a Congressional committee to defend
my budget, one of the Congressmen always says, “Tell me, Dr. Jacksom, exactly how
many students are reading better because of these expendjtures? I understand from
vonstituents that the students are not able to write. Now tell'me, what are we doing

¢ about that?” What the Congressman really wants to kng is whether we are making
progress with the money. And 1 believe there is going to be more of this close
scrutiny, more voncern about which instructional systems measurably increase stu-
dént achievement. ¢ : -

*

Faced with the demand for accountability, we can no longer jump from one -

bandwagon to another, we have done enough of that. We must remember that there

_are no panacgas, no magic Methods or materials, We must keep our past, our
history, yn mind as we move forward so that,we do not fepeat our mistakes and‘so
that we.can build on the foundation of our experiences. :
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BASIC SKILLS: A STATE PERSPECTIVE

-

. Raymon Bynum
: Texas Commissioner of Education
When | am asked, as Commissioner of Education, to look ahead and tell what s
going to happen in the 1980s, I get the feeling that sorme people bélieve I have a
crystal ball. L assure you that I don't, as a matter df fact, I find it rather difficult to
report what happened last week. With this caveat in mind, let me describe briefly
somie recent trends in Texas education and then let me look ahead to the 1980s and
outline for you three areas of emphasis. .

During t{\c 1970s in Texas education we were concerndd primarily with pronﬂmg,

equity in public education. Initially, some of us may have subscribed to the mistaken
notion that everyone'is equal. However, we have come to recognize that all of us are
not equal—we have different talents and so on. What we must provide for all
students, though, is clear—equal educationalvoppor{(mity .

Since the 19705 we have ﬁ'iplcd the public spending in Texas public education.
Within the last six years we have added 20,000 professional personnel. Today, Teaas
has the lowest teacher pupil ratio of any state with over one million pupils. Last year
we emplByed 186,652 professional personnel in the public schools. They serve
2,800,000 students—one classroom teacher for every 16 pupils.”

‘In 1969, 65 percent of TexXans were Anglo. This year, for the first time, there were
more minority pupils in the first grade than there were Anglo pupils. For example,

we are adding between'six and seven thousand Asian pupils per year and twenty-fiv?”

to thirty five thousand Hispanic pupils. Overall, we presently have a two percent
influx of new people moving into Texas cath year. In ¢ssence, we have a greatly
changing population with different cultures, educational backgrounds, and desires.

Unlike many other states, however, over 93 percent of all school-age pupils in Texas'

attenid public schools. Wisconsin, by contrast, has ovef 20 percent of its school-age
Qupils attcnding private schools. So you can see that in Texas we still educate all the
pupils of all the people. *

Let us now turn to the 1980s. We are going to continue, in the 805, to deal
basically with finance. A speaker at a conference I recently attended summed up this
concerr-quite well when he said that education was a federal concern, a state
responsibility, and a local function. And, as we all recognize today, the federal
government is daily becoMing less concerned with education, the state cannot deuide
who is responsible, and the locals are ‘ius} wishing the funds had been left so they

N L Y N °

- .

colld function. .

Lentral to puﬁﬂforts to improve basic skills snstruction in Texas schqols is, farst
of all, the development of a new curriculum to meet the needs of otir ever-changing
student population. A, joint resolution was passed through the Texas legislature for
the Texas Education Agency to develop an essential basic skills curriculum in twelve
arcas- English langu_a{;c_art;,_othcr languages, to the extent possible, mathematics,
science; ‘health, physical education, fine arts, social studies, economycs, with em-

_phasis on the free enterprise system and its benefits, business education, vocational ,

educatign, and Texas and L'ntited States hisgory as individual subjects and in reading
courses. * tor o o

An an attempt to define the esseptial clements j a good K-12 basic skills
program, we are seeking the opinionis of voncerned teadhiets, parents, and volunteers
from cities and towns around the state. At this very moment, for example, forty-five
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people concerned with what we may call the English-language arts cluster are -
meeting tn Houston. These professionals, nominated by their peers across the state,
. will offer thgir suggestions for the language arts curriculum. ,
A second area that I will emphasize to improve basic skills instruction is teachers’ ’
salanes. It 1s well known that Texas has a problem in this arga—our annual teacher . :
. salary 1 anly about 88 to 89.percent of the national average, We are faced with a
situanon 1 which we must look at the total structure of How we pay teachers. In”
short, we ate going to have to do something dramatic. o ‘ - "
~ Throughout the state we have been losing annually about five percent of our
> g teaching force for vanous reasons—people leaving the profession, retiring, and so
on. This meahs that we need nearly 9,500 new teachersper ‘year just to maintain the
s staws quo, Then, to handle our average annuaf growth, I would estimate that we
- need an additional five to six thousahd new teachers pér year. In response to this
need, 1 will do all that | can to create in Texas a teachers’ pay scale that attracts, and
retains, the most qualified, talented teachers possible. - )
» A third and final area that 1 will emphasize in the 1980s is inservice training for
+ teachers. Our entire approach to teacher inservice training must be re-examined Of
the 20 pergent of block grant funds earmarked for the state level (about six million
dollars), 1 am going to demand that al} of &t be put into programs that affect
* » - . ve—— - ~
inservice edueation. ) — '
In sum, the development of a well-balanced curriculum, the creatiop of a pay,
. scale to attfact quahfied and talenteddeachers, and the design-and delivery of ° .
mservice education grounded in the needs of participants are three tasks that require
our most immediate attention if we are to continue to improve basic skills instruc- . —
L+ » uonin Texas 1n the 1980s. | believe «that Texas—and other states that similarly
-~ - - . establish a lugh pnionity for these tasks—can move ahgad in the 1980s to produce
. models of excelleffce toward \:rhich others may aspire. We owe our pupils, and’

- ounselves, nothing less. S '
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‘ - THE ROLE OF HlGHEJl EDUCATION IN IMPROVING ” |
. - BASIC SKILLS INSTRUCTION . . ¢ .
William M. Bechtol E "
Southwest Texas State University . _‘ .

I’ve been working in public schoolsjand universities for almost 30 years. Duning this
time P've been a classroom teachgy, a pringipal, a central office admunistrator, a
teacher educator, and a universityjadministrator. As a result of these experiences,
I’vé developed two fundamcn?ﬂ l?clicfs about schooling. These beliefs affect my
thinking about education apd’ m§ presént work in establishing school-iMiversity
partrierships for the purpose of helping students attain basig skills,_ )

First, ‘schools exist for child™®. All that is dene to establish and to maintain
schools must be measured in terms of what is best for the child. Thissbelief affects
how one works in the teaching préfession. For my own chidren and for all students,
I want teachers and principals who believe that students comg first. .

Second, children; like fingerprints, sare all different. If a teacher teaches for 40,
years, a fairly long teacling career, that teacher will never have two students 1n
his/her classes who are exactly the same. These individual differences among
students are why educational problems are so complex. This means that there are no
simple solutions that will solve the problems of improving student attainment of
basic skills Schools must be orgtinized to enhance the uniqueness of the students *
and not to try placing them in situations in which all students are treated the same.
Nothing is more unequal than the equal treatment of unequals.

These two beliefs— that schools exist for students, andthat the individual differ-
ences of students make solving educatignal problems complex—~influence my think-
ing and.lc;}dcfship in basic skills. .

Concerns About Basic Skills . 9

Basic skills instruction has been a goncetn of American educators for the three
decades that | have been teaching. Even though achievement scores of eleme tary -
studenys have gone up across the natibn—and there is some evidence tha:‘our

“schools are dding well—there is a concern, When | speak at a Rotary Club, I often
have employers who are concerned with the number of their employees who have
inadequate skills in reading, writing, and mathematics. They will ask me if we could
help their employees learn to read better. That’s a sad commentary on our graduates
and one reason for the concern with basic skills. University leaders are cdncerned -
with the high number of students who are entering higher education with mimimal or
inadequate basic skills. This is a special concern of mine becausé many of these Y
students don’t know they have ipadequate basic skills until they have.difficulties in

" their freshman courses. Teachers, parents, and community leaders are goncerned
with the declining test scores of high school juniors and seniors. This concern has
. been publicized most by the media. Board members and stHool leaders are con- .

cerned with the increased number of dropouts that occur in schools that have

: implemented new competency standards. If someone says, “We've implemented new .

competency standards and more of our students are graduating with satisfactory .

skills, ” check to see if the.percentage of graduates has declined. ‘
Many educators are concerned that the high public interest in the improvement

®of basic skills insttuction will decline before adequate basiv skills programs are in
place. It is obvious that the federal support for basic skills is declining. Federal
leadership in reading and basic skills will not continue. Responsibility. for these
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* programs will be passed on 13 the states. Al the present, Texas has a great interest in
theamprovement, of basi. skills. The Texas Assessment of Basic Skills (TABS) test
has been used with all third, fifth, and ninth graders since 1980, This testing has led
nost schools to implement better programs to improve basic skills instruction But

legislatve session? Wilk school district staffs continue their effqrts to improve basic
skills instruction? ls there a danger that states or local schools will lose interest in
« basic skills programs before adequate instructional programs are in place? These
concerns led'the staff of the Center for the Study of Basic Skills at Southwest Texas

purpose. of the conference was to provide a forum for over 100 national leaders in
- basic skills. These policy makers used this conference te identify and discuss
promisifig practices, problems, and solutions in basic skills instryction -

-

The Center for the Study of anic‘Sl’(ills . >

'

Southwest Texas State University has a long history as an institution committed

to teacher education. Sinct 1903, the university has progressed.from a two-year

., hormal school to"a mifii-purpose university of over 15,000 §mgiems. But the
emphasts on teacher <Qlucation remains suong,ggulhwesx Texas State University

. now prepares more jeachers than any other umdversity in Texas. SWT’s most distin-
guished graduate, President Lyndpn B. Johnson? was always pyoud of his teaching
credentials ang his degree from a teacher education institution It seems quite logical

~that the nananal leadership role in the improvemerit of basic skills instruction
should emierge on the historic SWT campus. )

sity’s Steeples of Excellence program. Initially, the Center included the Departments
of Education and Mathematics. In 1979, the Department of English joined the
onginal participants as an o ficial member of the Center. Since that time, the Center
has been staffed by faculty from these three academic departments These are large
departments with, over 40 faculty membets in each department. This year the
Department of Speech Communication and Theatre Arts has joined the:Center The
cooperation of four departments which are housed in four different schools illus-
trates the commiment of the faculty and administratiort of Southwest Texas State
University to excellence. y ”» :

°  The major goal of the Center is the identification of successful practices for the
tdaching of mathematics, reading, writing, and oral communication in elementary
and secondary schools. The primary thrust has been to improve the teaching of
basic skills from kindergarten throughesenior high. A secondary goal is to improve
the teacher and admumitrative preparation program so that SWT graduates are
professionas* who can help students attain basic, skills effectively. One special
-emphasis of the Center has been placed on thé teaching of computer science as an
emerging basic skilland as a fundamental tool for teaching other basil skills '

practices 1n basic skills. The staff has carried out research projects, visited many
schools to assess ngeds and observe effective programs, developed a collection of
basic skills curriculum materials, and disséminated findings regularly The Center
- staff 15 parucylarly proud of the federally funded grant—The Southwest Texas

. Pregram for linqmving Basic Skills Instruction in the S‘econdary‘Schools'
< Also, Southwest Texas State University has been selected as_the winner of the
1982 G. Theodore Mitau Award for Innovation and Change in Higher Education

-

>

PAruiitex: provided by ERiC v 1 .

SRlc . i O

the concerns are these. Will there be the same interest in basic skills at the next

State Unuversity to sponsor the National Leadership Conference on Basic Skills The -

———- ¥-— Fhe-Center-for -the Study of Basic Skills was funded in 1978 under the Univer-

In the past four years the Center staff has had time and funds to study effective

This year the American Association of State Colleges and Universities selggted
SWT’s Center for the Study of Basic Skills for its ef fective and inhovative aghrohch-
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_one large countyMthoot districts with large minority student entollments had the .
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(0 an issue of great national voncern. how.to improve the teaching of.basic skills at
all levels. : 4
Key Ideas in Teaching Basic Skills ? -‘

Two years ago the Center staff identified the following research findings as the
key ideas in teaching basic skills. I believe that a review of these ideas puts 1n .
perspective the papers presented at the Mational Leadership Conference on Basic
Skills.

1 Time spent in direct teaching is of tRe greatest importance if students are 10
master basic skills. The frustrating thing about this idea s that it 1s s0 simple and*
logical However, otfservers in classrooms have found that there 1s a tremendous
difference between scheduled time and direut teaching. Much tme in clementary
classrooms is spent in non teaching activities — collectinggpapers, lunch monies,
disciplin¢ problems, etc. In secondary classrooms in additioh to these non-teaching
activities, students are out of class for other activities—Baseball, school paper, FFA
meetings, rodeo, etc. It’s impossible for teachérs to teach basic skills to students who
aren’t there. The need to increase the amount of scheduled time for students 1s not
nearly as important as using the presently scheduled time more cffectively. Well
planned instruction with a high level of time an task promotes greater student ¢
learning  The amount of time spent in active teaching relates directly to increased
learning gains. - . :

2. Students attain basic skills when their tgachers expect them to achieve. This

. key idea also sounds simplistic. But it’s true. Wachers who expect their students to

learn attain muchi greatet results than teachers who do not behieve their students will
learn Whatever we do in teaching depends on what we think students are like. -
Teachers who believe students can learn will try to teach them. A teacher who

believes that a student i5 unable to learn may give up trying to teach hum or her or .
spend days on 4 treadmill expending energy that will never mater. The teacher's
expectation of how much a student will learn often becomes a self-fulfilling proph-

ecy. Student achievement can be affected by changing the expectancy level.,

3 Good classroom management is required for teaching bast skidls. Teachers'
managerial abilities relate positively to student athievement. Teachers who can o
sifucture, maintain, and monitor student learning activities effiuently have a de-
cided advantage in teaching basi. skills. Efficient management practices instituted
the first few days of school positively effect student learning for the entire school
year Basic behavioral guidelines should be communicated to students and followed
cofSNtently. Teachers in well managed classrooms have more time on task to teach
basic skills. L . = '

4. Good teaching makes a difference in student achievement of basic skills.
Results from theglpxas Assessment of Basic Skills (TABS) test reflect this 1dea. In -

greatest difficulty in mastering basic reading; writing, and mathematies skalls. But in
other school districts with large minority student enrollments, mastery of basi.
subfects was high. Good teaching makes a difference. The most efficient teaching
machine ever invented is the teacher. Research findings vonsistently indicate that
there are teachers who are highly effective in teaching basic skills. Enthusiastic,
skillful teachers are the backbone of an effective basic skills program. Behind alt
students who exit school proficient in basi. skills gre good teachers who guided them
on their way. ) oy

5. Older students who lack basic skills can be helped. 1ts casy for teachers and
administrators to classify students and not expect them to achieve. However, anyone
who has tqught for a few years has success stories. There are effective programs
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¢ avatlable at all levels tor older students who have limited skills in readirig, writing,
and Enghish. High school compbdsition laboratories, vocational training programs,
unwversity remedial programs, reading clinics, and adult basic education programs
have all been successful for some students. Winston Churchill’s advice, “Never give
up. Never. . . nevec. . . never,” is approprjate for all of us&ho work with older
students. .

! Conclysion

The foregoing five research principles have trentendous implications for teachers
and adminsstrators who want to help their'students master basic skills more effec-
twvely, 1t 1s just such a set of fundamental convictions and expectations that teachers
must have if"they are to be successful.

From our work with the Eublic schools in the Séuthwest Texas State University
area, we have learned that these five research findings, though deceptively simpley’
are not easily implemented. It takes hard work, a professional and dedicated f aculty, .,
and sensitive administrators to put these findings into practice at any school.
However, this is the sort of effort that is needed in the 1980s if we are to ensure that
all our students attain the basic skills. . .
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- QUALITY OF EDUCATIONALWATER!ALS: ’
A MARKET!N(}@SPECTWE

Carol B. Danicls
LINC Resources, Inc. .

N . .

© 7 Thétuture of education is filled with challénges. Not only does the present econoinic
climate cause education to.complete more with other sectors of the economy for
~‘ayglable funds, but'the variods factions within the education community -are
campeting also For decreasing funds. With the shiftto block grants for basic shills
ang the resulting responsibility at the state kevel for allocation of federal funds for

- basic shills, there is much confusion and political maneuvering on how to make.
available and spend‘block grant. funds. Additionally, there is concern abgut the

,

¢ limited amount of funds available to pirchase books and instructional matenals, as
. well as about the quality of materials available commercially. Then, toos new
. Yechnology in the form of microcomputers and softwarevis vying for school et

dollars Thus, not only is the aggregate budget for education smaller, but there are
nQw morc'opligns for expenditure of funds for instructional materials, .
The concern about the amount of funds availble to purchase books and instruc-
tional materials stems from the fact that even when there were more funds available
¢ purchase these items—such as funds from Title 1V-B of the Etementary and
' Secondary Act —the latest data show that only 0.7 percent of the school budget was
spent for these items in 1980. TFhat means, for a typical school district spending
$2,400 per child for education, only $19 was allocated for the purchase of books and
other instructional materials. In a statement submitted to the Federal Commussion
——  ~omExcellence in Education, the Association of American Publishers stated, “1o the
extent that the quality of instruction is dependent upon a reasonable supply of
up-to-date books and instructional miterials, condition’ n ‘today’s schools are
growing steadily worse.” § ‘.

The contern dbout the quality of.materials available commeraially stems from
the fact that the materials are the mainstay of the curriculum for most teachers—
even thoughr many educators are questioning the wisdom of relying on materials that
they-think have many shortcomings. ~

Educators indicate that some of the shortcomings eaisting in present commer-
cially available materials are centered in teachers manuals, readability {evels, and
‘workbooks  For instanct, educators concerned with teaching reading are question-
ing how those responsible for teachers’ manuals make decjstons about what 11l be
taught and when; they also question why practice is relied on for instruction rather
than direct teaching, followed by appropriate practice. Educators note that the
readability level often varies within textbooks, two texts that appear equally. appro-

" priate in terms of content coverage and degree of difficulty may be quite different -
with respect to readability variation, Concern about the quality of workbooks that
are uséd 10’ accompany texts is being expressed also. Educators pownt out that many
warkbooks have ambiguous and unclear directions, often, the exercises in the
workbooks do hot relate to what is supposed to be ta ght,

The influence of commercially available marteria} is powerful. According toa
survey conducted by the Educational Products Information Exchange (EPIE) Insn-
tute, over 12,000 teachers of grades K-12 report that commercially purchased
instructional materials are used during 90 fo 95 percent of all classroom nme. These
teachers also report that if the materials they are using were 3 ddenly unavailable,
they would opt to use other similar commercially available instructional matenials

. rather than do without, .
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Publishers of educauvnal matenials have a tremendous umpadt on what owcurs in
the Jlasstoom. By the ume instructivnal materials reach the Jdasstoom, many
impottant devisions have been made already by the publisher about curriculum in
genetal, and about how mstruction i a partieular material will be asranged  such

-

& deasions about the goals and objectives of the matenal, decisions about the scope

and sequence of content, deusions about which specific teaching and learning
actvities will be contained 1n the matenal 10 stimulate learning of the content, and
deusions about ways of assessing lhc learner’ progreas lhwugh and mastery of the
material.

The fact that \.ompule&and software are very definitely gomg to be a part of the
svhool world reinforees the need for educators 1o exert influence on pubhshcrs of
educational matenals. If publishers are convineed that educators will continue to
buy matenals presently available, publishers might be prone to produce these same

..-materials in new clectronic packaging. .

Publishers agree that shortcomings do exist, However, they point qut that most
educatonal products are produced for a nauonal market, and decisions about what
to publizhmust be based on marketing considerations? Most publishers are sincerely
coneerned with educaudnal guality and relevance, and many of them rely on market

«fescarch—asking teavhers what they want and what they buy. But the bottom

hine 1s that many teachers and others do not knoav how t ke wise selections and
therefore continue 1o buy whats familiar rather than make JLitical judgments about
products under onsideration, lhcrcforc, publishers will continue to produce the
best product they can sell rather than the best product they can devise.

chardlcss of what wurriculum guides say on paper, school districts must come to

— - lerms sath the commetaally published teatbooks, workbooks, and other print and

nonprint matenals that actually define so much of what learners experience and
teachers are meant to teach in the classroom. Those involved in the selection of
matenals should have training in the criteria necessary, 1o select materials, and they
should nsist on evidence that the materials actually do what they purport to do

In most school distiicts, the selection of instructional materials is often delegated
to one .or a few individuals. In many elementary schools, it is the principal who
selects the major matenals. In some schools, the principal may delegate the respon
sibility for selecuon of materials to a curriculum consultant or a committee of
teachers, Teachers do have very definite assets, to contribute to the selection of
matcna{ —they know the ability levels of their students, they are aware of the
reading vocabulary and the potenual difficulties resulting from an inappropriate
reading level, they have a feel for whether or not material will integrate well with the
rest of the curniculum being laughw and they know whether or not the materials are
likely to appeal to thar students. But despite their pou:nual for offering a posune

comnbqun, teachers as a whole play an mslgmfuam role in the selection of

: mstructwnal materials. .

In one survey, 45 percent of the teachers Surveycd said they had no role i |n
selecting matenals, 30 percent spent less than one hour a yéar on selection, and 2
percent spent an average of 10 hours a yeat on the selectjion process. Repeated
assessments of teachers” perverved needs have found that thcy want help in individu
ahzauon .;nd\m,aejcumg materials. Bc»qg"swg_ tca»hcrs ate often not aware of the full
range of available matenals nor of, fiow to locatc them, teachers would certainly
benefu from. addiponal training. 113 selecting instructional materidls. Also, they
should be gn.ouraged to rely on compgtent feviews, rc;ommendauons symmaries

" of evaluatwns and selection guides. |

The Jnitena for the selection of materials for instruction are many and varied,

and there are vanious kevels of devision-making in the selection of materials. Anyone
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wanling 1o pursu¢ that subjert 1n more depth should read one or all three books by
Marda Woodbuary. As a group, the_books are entitled .Selecung Materials for
Instrucnion, separaied 1pto handbuuks they arc called fsuesund Polies, Media and
the Curricudum, and Subjeci Areus and Implementauvn (Libranies Unliymated, 1ne.,
Liulgton, Colorado, 1979).

Greater involvement in the selection of instructional ma(enals would help to
make educators mofe aware of ther pounhal influenve on the quality of matenals
that publishets offer. 1t 15 nst £nough for the ¢xperts 1o wnte papers and articles
about ‘What 1s.needed and abom what practies are best. Educators must be influ
enved to bevome more dnthnaung in their selevtion of instructional matenials By
refusing 1o purchase materials that are. not validated and proven effective with
learners. Only when publishers begin 10 see sales drop wall they be foreed to spend |
more time and effort to ehminate the shortcogrings of present matenals and then to
# . be more selective as to future offerings.

Educators and publishers are emousaged 1o reassess present instructional mate

nals—and then to take the ume to determine how the ideals of the educators and the
.. pradticalities of the publishets an best be meshed 1o provide instructional materials
R + that are rcle\am and useful for the best education for pupils in the 1980s.’

. ' . .

T eThs paper wa pioduced By LINC Resuurees, Inc.ahtough the Basie Skills Validauon and Markct.n’
Prugiam, Fanded by she Basw Skills impiuvement Program, the L S*Dcpanmem uf Eduwiauon,_@ontiaut
Number J00-830-0937 Huwever, upiniuns eapressed herain do nou nc«wnly seflent the pusiiun oi poluy of
the Lnited States Depariment vt Educaiion and no uffiaal endotsement of lhc Unned Smcs Depaniment of
Eduuanon should be inferred.
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CONTINUING THE QUEST: LEADERSHIP FOR IMPROVING
-, THE QUALITYOF CHOOLING IN THE 1980s .
\ " < Forrest W.~ Jﬁérkay and Sharon O’Bryan - o

PR
e, »,,d /‘

Southwest Texas Stdte University

7 N o’ - . - T,
As manmy of the papers in this volume have pointed out, hardly a day goes by that the
media do not remund us anew Of. the fact that our nation’s schools are not teaching
all their students the basic skills. The literacy rate in the United Statds has dropped
alarmingly dunng the last two decades, and, as a brief review of those 20 years
indicates, the problem seems frustratingly beyond our best innovative efforts

Since the 1960s, the federal government has spent hundreds of millions of dollars
40 1ts quest to improve'schools. The results of these efforts, many observers would
say, have been disappointing, others, like Paul Copperman (1980, p. 75), even
«ontend that these reforms have actually contributed to the “decline™ of reading,
writing, and learning. N . .

During the years following the Civil Rights Act of 1964, educational policy
makers and the general public bc»amc_incrcasingly aware that our nation’s schools, .
i sigmificant aumbers, were failing to educate their students for meaningful Ppartici »
pauon in our complex spciety. The gravity of this failure was evidenced by the
frequency with which educators, such as Charles Silberman (1970), came to réfer”
matter-of-factly to the “crisis™ situation in the schobls and to call for a “remaking”
of American education. - ', - . .

Responding in typically American fashion, Americans began to try to remake
thair schools by infusing great amounts of money into the educational system We at
first beheved that, equahization of academic achieyement could be achieved by
assuring that school districts had equivalent rcsourccs—buildings_,' equipment, and
. wstructiohal supphies. After all, it was edsy to assume that certain schools reflected

befow avérage achievement because of inadequate resources.

The foregoing assumption was directly challenged, however, by James Coleman’s
(1966) report on equality of educatjona} opportunity. He found that differences in
resources among s hools were not that important, instead, differences in test results J
appeared to be related to differences in student backgrounds. The student’s immedi- :
ate peer group influenced academic achievement most strongly. In short, the more
middle-class students 1n a school, the better the academic achievement of any given

+ student. ° o . ’

Coleman’s findings encouraged a massive effort to remake American society~to
solve our country's social,problems—via the schools. Somehow, the schogls were to
become the great equalizer of ‘thc'c0nditions of men. The climination of poverty,

~ racism and segregation, crime, unemployment, and other social ills—rather than
learning—became the schools’ major tasks during the era of the Great Society.

In the mudst of this effort, Christopher Jencks (1972) asserted that improving

- schools would not reduce differences in income amopg adults. To many, Jencks’
findings seemed 10 say that schools “didn‘t matter’/—that changes in curticulum
and teachers’ methods and materials would not resyit in increased student achicve

ment: . . . ¢
mcrthclcss, there 15 today a growing body of evidence that refiites the notions

that “schools don't matter.” Instgad, we are beginning to discover just how schools

do matter. Takn as a collection, the papers in this volumie represent a compelling,

convinaing stfement that today we possess adequate knowledge to improve dramat

jcally basic skills instruction in the [980s. ~ ce - \
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We know that properly run schools can increase student learming. The major
\ differences between schools that are sudeessful and those that<are not is in the
quahn of their educational programs — not the guantity of thewr resources. Effective
schools are ;haractenzed by several factors. strong, capable leadership by the
pnnupal a school ‘wide emphasts on basie skills, a school Jlimate that emphasizes
order awd learning, appropriately high teacher cxpc\.tauons for student achieve-

. ment, and a clearly thought out system for assessing student progress.

The foregoing factors are confirmed in strikingly similar fashion by the authors
of the papers in this volume. Ross Taylor, for example, vonvinéingly describes the
provedures used in Minneapolis to rase students’ scores in mathematics coneepts
and ..omputanon a full year above nauonal norms—the approach emphasizes a

. sommitment to mathemativs instruction, hngh teacher expedtations, time on task,
kadcrshnp, and a‘.arefully developed instructional management system. Thomas
Good, in his summary of the last ten years of educational research, identifies some
Jf the majur vanables assouated with student learning —teacher expectatiofts, active

. teaching, and . assroom management. And Shirley Jackson points out how the
increased educational achievement of large groups of uhnldrcn in this country s
positively correlated with tca\.hers who believe students can master pbjects
with adequate time l{)y direct instruction and mdcpcndcnt practice, with st'rOng

nstrucnonal leadership, and with an orderly, positive school climate: ,‘ ,¢‘

. = .
\ . A Direction for 1980s
Hanng dns»usécd where we've been and what we've learned dunng our q

L L?»«.»’-’"

. _ improve ms(ru‘.uon. Jet us suggest the direction we need to pursuein, the 1980s.

While there is no doubt that these are tumultuous times for educational finanee, we
need to move ahead with renewed energy to ensure that all pupils reap the benefits
‘. of whapt’e f)‘rcscntl) know about increasing student achievement. And what we do
know.Is that thc quality of ateacher’s instruction and classroem managemerf makes
a dpﬁ\ercm.c h student learning. Thus, our efforts in the 19SOs need to-focus more
f‘di’ rectly oh,rmproung the quality of teaching—not only i murcaam;; the guanuty of~
(ca\.bmg tis is evidenced by our present concern with time on task and other stmular ,
adrm.epts Effective teachers are dnstmgulshcd not only by the amount of time they ]
spend on instruction but Kow they spend this time. . )
What, then, do we mean by quality in teaching? Quality teaching occurs when the
“teacher’s actions are informed by a sensstine understapding of, and “fétling for,” the
many factors which influence the teacher student relationshup at any given moment.
This understanding is clearly seen in the effective teacher who sensitively facihtates
" educative relatiopships and then directs these relationships toward desired lcarmnga
While we are unable to offer a set of ten easy-to-follow stepswo ensure qualify in
basic skills instruction, there are five principles whith ought to guide us in our'qucsl .
for quality.
® Those concerned with basic skills—whether practitioners, policy makers, or
rescarchers must remember that educational problems are profoundly complex
and, as such, are beyond the simple solutions whiljare often proposed. Educational
problems are multidimensional — not unidimensioMal. There are, as our past efforts
to jmprove basic skills instruction remind us, no paneceas. i ’
¢ lo fine with the above, we must remember that thete is no one right way to
teach the basi. skills, no one right way to achieve quality. We therefore encourage
educators, regardless of subjc»t ézrcp, to adapt the stance that Lloyd Kline urges

reading educators to recognize — pluralism is preferable to aniformuty.” Single,
simple answers (while perhaps dppealing) are difficult to justify, as the problem
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vanes from classro6m to, »lassréo;n. from school to school. Effective teachers use
highly divergent methods, and then—to yompound tHe problem— not even these
teachers are effective with all stpdents. Thus, we cannot say,_for example, that
increasing time on task alone will, an_all instances, result in greater student achieve
ment. Ot ‘that encodfaging teachers Lo convey greater expectations of students will,
ipso. facto, lead to greater learning. Or that increasing efforts at classroom

management. . . . What we can encourage all teachers to do, though, it to increase

their understanding of the patterns of vanables that influence student learning in
their particular situdtions. ) v .

¢ Teachers, educational policy.makers, and researchers must strive for a deeper
understanding of classroom dynamus, efforts must be made to achieve conceptual
clanty in our thinking about problems in basic skills instruction. Only then/can
teachers apply intelhigently the findings presented in this volume. This, of course, is
not casily done, but that should not deter us from trying to get teachers to think
more carefully about why they do what they do in the classroom: We need to
encourage teachers to grow professionally and to monitor and to examine their
teaching behaviors. ' . (

¢ Ine«the 1980s, we must encourage teachers to improve their décision-making
skills as they search for their own most effective methods for teaching the basic
skills. Teachers should,Jearn to become problem solvers and decision makers rather
than implementers of systems, programs, and materials. Teachers need to develop
ways of ‘making decisions on their own about what techniques, materials, and
models or theories to apply in a particular situation. . LY .

¢ Finally, we must, during the 1980s, work for an education stem' that not
.only fulfills the short-range goal of increasing student achievement in the basic skills
but also the lopg-range goal of demonstrating to students how continuous, life-long
learning can ehable them to live more satisfactory, meaningful lives. The basics of
knowledge and skill are only part of the “essentials™ of education. We need to
‘ensure that not only do our students read, writg, compute, and speak well but that

they learn, for ¢xample, to think logically, to understand and to apply scientifics

methods, to make informed decisionss and (o use technology wisely and_'hum_anely.
2. . » .
* The Challenge ,

. As we continue the quest for quality education in the 1980s, perhaps a reappraisal
of the definition of basic skills is in order. Too often educators have sought to
promote this or that innovation without considering toward, what end or for what
larger, hopefully humane, purpose the new method was suitéd. Shortsighted reme
dies accomphsh little. Without long range, thoughtful considetation we may end up
in the same spog that the Greek King Tantalus occupied. Recall that, to pay for his
misdeeds, Tantalus was condemned by Zeus to stand in Hadé$, burning with thirst,
1n chest-deep water that receded when he bent to &tink. Perpttually Suffei'ing from
hunger, he had fruit dangling above his head—but it slipped beyond hjs reach
whenevé’i’hc sought to pluck it. Harold Shane, author of The Educational Signifi
cance o[ The Future (1973), used the analogy’ of the story to.wonder how insthe
world we have managed to put ourselves into a situation in whifh the better things
get, the worse they become. Beware that as we work on conquering the basics we
may be no closer to our goal of attaining the elusive fruit of quality. ]

To prepare students adequately to live in the future, then, we must teach addi
tional basic skills such as those Lupica {(1982) outlines. coping with chapge; antici-
panng alternative future developments, knowing how to learn; 'using’ computer,
voice, and visual equipment, developing human relations skills, and learning effec
tive citizenship skills. We must, as Lupica points out, educate students to study
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future possibilties by making them aware of ma;oniﬁé: and developments that are |
highly probable and by having Mem analyze the short and long 1ange problems and |
opportunities these 1ssues will raise. For as Alvin Toffler (1970) suggests, the habit
of anticipation is more important than speafic bits of advance information. Hence,
learning how to locate, obtain, and cmploy information wnII gnc learners the
process skills for thinking,. \
‘The abnlilty to know how to learn, as Lupica (1982, pp. I20~2I) makes clear in the
following, %s an essential basiv shill that our stidents must acquire today if they are
. to solve the problems of tomorrow: .
s l Knowing how to learf 15 a process skill, while knowing what to learn is a
content skill. In the future, we will need individuals who have been trained to
think rather than to remember. Increasingly, the information one learns in school
may become deted, irrelevant, or useless. Further, students will ndt be able to
memorize the vast amounts of mformation generated{by extended computer
capacities, . . .

Thus, oyr \.ontmumg effectiveness resides in our ability to Icam how to find,
obtain and use information resources which provide the latest data necessary for
solving problems or €aking advantage of opportunmcs. These process skills help
learners think analytically and intujtively, which in turn hclps them orgamize their
thoughis, define problems, or opportunities, ask the proper questions to reach
solutions, undcrsta d relationships and connections among matenials, synthesize
information in a holistic manner, and choose the best solution(s) among the
alternatives. Provess skills also provide the learner with the ability to observe and
. recognize iffconsistencies in data, propaganda tc\.hmqucs, advcmsmg stratches,
— -~ -~ -~ and consunter product information,- - -

R This ccrtamly cxpands the definition of basic skills from the content of comput-
ing, reading, writing and speaking to include the processes of thinking, analyzing
. and problem solving. A quallty education must, of course, pursue both dimensions

of excellence,

In summary, the challenge during the I9805 is to keep alive the quest to improve
the quality of schooling for America’s children, It is our hope that the 1980s will be
remembered as the decade during which research proven principles of cffective
instfuction were implemented 1o give students basic edu\.anonal skills to »opc ina

changing world. t
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