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. Dear Participant 5 T : , o . ) .

The Cantalician Staff would like to welcome you to our worksho titled,
"Technical Assistance on Alternative Practices Related to the Problem of the: = T

\ Overrepresgntation of Black and Other Minority Students in Classes for the
\Educable Mentallj Retarded "

The overrepresentation of minority children in special education is a
growing concern. Through this workshop we will share with you alternative
. practices which show signs of reducing the problem of minority overrepre- -

sentation. You will be provided with technical agsistance to utilize the
programs presented l’q
"\

I . .
‘We have prepared this notebook wné;h includes a Module-by-Module\Out— .

oq..'

1ine of the day's*“activities and a written description of these alternative
programs. We are confident this notebodk will help you familiarize yOLrself

‘'with these exemplary programs during the wqorkshop, and share this information
with others afterward

-~

Again; we welcome ‘you. to. our workshop and trust this will be a productive
experience for us all,

o . i
w . . - ~ - ' i

. o IS
L. . . s

i . - Sincerely, ) :1 )

c | '/Jzz,b@g/m/ W,/ﬁv
o o ‘ Sister'Raphael Marie, CSSF'  °
. ) : o President
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" INTRODUCTION . SO
- : : - z e . S A :
/ ’ . v L o b ) * I - SERIEN Ve e T . 0
: There are mare, often ‘many more; mlnorlty stude ts ln?speclal educatlon*programs ——
.~ for educable mentally retarded (EMR) students than_ would ‘be"expected jf predlctlons were
»  based “solely on the proportion of mlnorlty students in the ‘community.- This . is ‘called
dlsproportlon or overrepresentatlon -It-is neither a new nor an 1solated phenomenon and it
is especially true for black ren (Heller et.al., 1982) The 1978 Office for Civil B\,ights '
(OCR) biannual . nationwide survey of students for ‘example, revealed- that  while .
approximately 16/percent of "all elementary and - secondary students -in tzhls county. are -’
black, /pro lmately 38 -pertent of the students-in classes for EMR students are black.
.That 'is™ overrepreserrtatlont ‘The proportions vary from place to place but the overall
»pattern is very clear. (Finn, ln Héller et al, 1982) . :

’

What is not so clear is what cayses. the s1tuatlon '\stlt our students, our culture,‘
our: history, the way our schools arg organlzed" Is: it prejudice and discerimination?
" Technically - 1nadequatg tests?. Or just bad practice? Is it an attempt to make the best of . .
ra‘bad situation, -or is it a way to hide embarrass1ng problems? Is overrepresentation
: .-_‘actlvely pursued, or is overrepresentatlon the result o,f benign neglect?  Of naivete? . Of
well intended ignorance? And just as there is disagreement about cause, so too is there
disagreement about what to do about the situation. Do we ‘elimingte educable mental -
retardation? Intelligence test1ng‘7 Do we ]uggle the statistics? Should we create new
names for old prOgt‘ams"

While dlsagreements continue, pollcles are made programs are se% in motion,_ actigns
are taken, and chlldren go to school. What should be done‘7 What needs tq be done? To -
help answer such questlons to help it" understand mlnorlty overrepresentatlon ‘better and -

- to help it formulate sound policies to protect mlnorlty school children against discrimination,
- the.Office for Civil Rights' technical. assistance djvision sought guidance from the National
Research Céuncil of the National Academy of. SCI nces.. In 1979, the Council - established
-the Panel on Selection and Placement of Students i~ Programs for the Mentally Retarded -
Qnd charged it. with a twofold mission: : : _ -
. rS,oa - o® ’ ,
(1) to determine the \factors that -account' for disproportionate’” .
rep.resentatlon of minority students and males in special educatlon‘.a .
" programs, especially programs for mentally retarded students and (2) _
to identify placemengacrlterla or practices that do fiot affect minority K
students and males lsproportlon ely. (Heller et. al 1982, ix) L
~The panel recomme 'ed ". . .six p[‘lnClpleS of responsnblllty that must be adhered to
. in order to ensure valid referral assessment, and placement and hlgh quahty programs of
instruction.” The six prlnclples the panel felt ' :

. . .are consistent wnth current law afid educatlonal theory, [but] to’
- a large extent they are not followed in practice, nor do they underlie
current  systems of - assessment, classification,. and instruection.
. Faithful adhererice to .these pI‘mCIpIeS would have far-reaching
effects on the organization of both regular education and special
education systems. (Heller et.al., 1982 p. 93). S
This report is based on and draws from the panel's work. . The panel provided
o perspectwe and the background; it made recommendatlons and referred -to a number of
~ _possibly helpful prdctices. We have taken the next step by searching the country for
- .state education departments and school distriets which are successfully applying or Have .
successfully ‘applied the prlnclples recommended by the panel.. We have searched especially

Qg
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for: successful alternatlve lnstructlonal practlces w1th‘tn ‘the regular program for students
. who are eXperlenclng academic failure. We have also. searched for referral practlces and
for alternative evaluation ‘and assessment practlces that have been used to guard agalnst

the misclassification ot‘l mlnorlty children. ~ R

We dtd -not, search for THB» GRAND SOLUTION - because we did not1bel|eve one.

existed - and. we do not' .think we fourfd one. What we. found is a number of programs, -

_partlcularly alternative edueatlonal pra&}tlces .that-are helplng a great varlety of students

learn in regular classroom' settings ere are' classes where special education students
study. with regular edication students and.ypu would never be able to pick them out.
There are classes where the teacher will po int to a student_ and tell you that were it not

for the successful alternat|v= prdctice, that student-would have been referred to speclal‘_

education. There are schools where nearly all of the students are m|nor1ty chlldren,
and’ they are out performing other nearty all white schools in: the district. ‘Look at the

data; better st|ll look at the programs in operation. There are many schools doing a

wonderful job, teachlng students who too often would be assngned to speclal classes Those
students are learnlng in regularﬂclassrooms - . S 1/.

o/ ’l‘he pract|ces we ’have located are ‘described” here as. ‘case studies. Enough detail
is included to provnde basic knowledge of how the practlces work, of the resources needed
to implement them, and of their applicability, limitations, and effects to date. References
and additional resources' are provided. Readefs of the case studies will beco,[n'e ‘more

familiar with successful regular education- alternatives, for-'students experiencing academlc__,,.
failure and.with more valid referral and assessment techglques and procedures for assigning. -

children to classes for Educable Mentally Retarded qr other mildly hand|capped students.. ..

Réaders can .compare. the case studies to their own situation ,and should they have questions
or ‘need additional information, consult the provided references and other resources .

Readers may . ad0pt or adapt these or s1m|lar practices in their ewn ‘schools. . When this - .

happens ;- when more schools use uceessful regular ‘class alternatives to’ speclal education
pla‘ceme,nt and valid referral and -assessment procedures for-assigning’ students to special
classes, we believe the number of black and other minority students in special--education
classes will be reduced and ah_ increasin number of allistudents will be appropriately and
Successfully educated in the regular classfoom's less restrictive environment. In the ‘most
general sense, -education for all chlldren will have been |mproved S

-But a few cautlons are in order .

1. ,We are deallng, here with complex long—standlng problems that are not amenable

T . toa "quiek fix.n Thete are no overnight solutions in the deécrlptlons which

) follow and there are no.shorteuts. These practices can help, but by themselves
they will not solve the ongoing challenge of helplng our/schools respond “better
- to exnstlng needs. & » i _ .
.;7: " .

2. Because the practices have been successfully lmplemented in one site does not

" mean they-will neceSsarily work in another, or.that the only way they will work

is to reproduce exactly what has alreadv been done. These  practices are
possibilities that need to be studied and d|scussed w1thm the context of part1cular'

. school d|str|cts I . > . ,

¢
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FOUNDATIONS oF»THE’REpoRT N

. . _ . . v
This report has two related foundations. « The first:is the Offlce for Civil nghts"
(OCR) charge to protect school- children from discrimination, especially -as defined by Title
V1 of ther Civil Rights Act of 1964,the regulations of Sectlon 504 (Rehabilitation Act of -
.1973, 29, U.S.C. 706). - The second is the recommendatlons ‘of “the National Academy of
Sclences' "Panel -on Selectlon and Placement of Students in Programs for the Mentally
Retarded .which were reported in Placlng Children-in Spetial Education: A Strategy for
- Equity (Heller et als; 1982)1 An.overview of each foundaToTn is presented below. .

’
BN

Today, educatprs are very concerned w1th how lltlgatlon and leglslatlon affect’ thelr
programs. -The Fourteenth Amendment of«the United States Constitution, which guaranteed
the equal protection of all’ citizens- under ‘the law, was the foundatlon of much early

- . litigation. Title VI of the Cwnl Rights Act of 1964, proseribed diserimination in federally’

/
funded programs and served as a model for other remedial legislation -that followed. Title- [
- VI applications occurred prlmarlly in the field of public. education and legal action and |
precedent derived from those applications reflect that foecus. Moré recently, Public Law -~ |
'93-112, the: Rehabilitation Act-of 1973, Became important. ‘because: lt mandated that the
handlcapped cotld. not :be discriminated agalnst The regulatlons for. Public Law 93-112, o
Section 504, and Publlc Law 94-142, the Educatlon for all” Handxcapped Children A,ct j
» (which to a- largé extent was based on Seétion 504) éstablish requlrements central to.this
. repott. -Two concerns requnrmg speclal attentlon are protectlon in . evaluatlon and least S
, restrictive’ env1ronment i : : . _ 1 S

_Protection in Evaluation - KO R S C——
_ ' W B

- - The’ regulathns for Section 504 and PL 94 -142 . include- requirements desngned Io o
prevent the - mlsclass1f1catlon of" students and to. identify. their educational needs.
Requiremerits seek to eénsure that: (1) ehildren suspected of handicaps_receive an-individual .
-evaluation; .(2) a child's placement decision and educationgl plan aré based on.an overall -
educational assessment, not on the results of a single educational test; (3). tests and ‘other
assessment. procedures are not racially ‘and culturally dlscrlmlnatory, and (4) all, evaluatlon
'materlals .must be validated for the purpOSe for whlch they are being used -

’.'u

. - . - .
. - ’ - . . L PR

o

The regulatlons .clenrly call for- the development of alternatlves to the tradltlonal
. assessment and evaluatlon model, and they deemphasize the use of a s1ngle crlterlon, such
as the results of an intelligence .test, in making placement' decisions.. . The regulations
“require that tests and other. assessment procedures be valid and that they not be biased. "
Much work has been..done to ensufe such conditions but to date there has been . little -
" .success. - Because. of thls,‘and because *we "believe that, it- is. going' to' be a_long time
 before either the validity or the bias issue will be resolved we have chosen to emphasize -
. alternative educational: practlces and referral systems. - Doing this|, we believe,. will focus ' ..
. attentlon on practices’ that in the long:run will be more_ likely to have’a positive impact.”
on the. dlsp'oportlon of minority students in classes for Educable Mentally Retarded and
the educatlonal outcomes for these studeuts

‘? - ) B ‘ 'o L

. “ . . o ' e . S ‘ ~\ //‘/, o
i . - < . ,\~__.‘._\';TI_>.____/ _/ .



Tl Least RgStrictive Environment

| Regulations for both Public faw 93-112 and Public Law 94-142 require that to the
. eXtent possible, handicapped cHildren are to be educated in the regular ‘education
environment.- Section 504 directs that handicapped.children are to'be placed in the.regular *
education-environment unless it can be demonstrated that the education of the handicapped
child - with the use of supplementary aids and services cannot be achieved satisfactorily in
the regular educational.environment. Public Law 94-142 parallels Section 504's requirement
by allowing”the removal of handicapped children from. the regular education environment
only when the nature or severity of the handicap .is such that education in regular classes
even with supplementary aids and services cannot bé achieved satisfactorily.
lg -*"These provisions apply to students who have already been labeled as handicapped
nd ‘have resulted in the enormous growth of mainstreaming programs. Within the context" T
- of this report, as recommended by the Panel on Selection and Placement of Students in .
- ' Programs fgr the Mentally Retarded, the least restrictive environment principle is equally
- appropriate for children not yet labeled as handicapped. This suggests that before a child
is recommended for speeial education placement, teachers and administrators must implement < -
-alternative educational strategies and demonstrate that such strategies- did not help the

0

_ . child learn. Only then is it legitimate to assess the child for placement.

v

_ Panel on Selection and Placement of Students
in Programs for the Mentally Retarded

* . The Panel ‘on Selection and. Placement of Students in 'Programs. .for the Nientally
- Retdrded .was formed to help the OCR (1) enhance its understanding. of minority .
— disproportion in special® education and (2) formulate sound policies to *protect minority
childrep against possible discrimination associated with special class placement. In pursuit
of ‘these tasks, the Panel broadened its concern from specific actions or procedux_‘e”s that
eliminate or reduce overrepresentation to the underlying . conditions that make

‘»oyerrep'l‘esiex?tatibn a prbblem_. :‘The Panel ‘cogcluded‘: S —/ﬁ//i—-jﬂl
=T e Two key issues are at the ".heart” of the -débate. about )
dispropprtion. - First, disproportion is ‘a problem when children are ~ » - . ’

ret\‘t\arded children. Second, disproportion i3 a problem when children

.- [ receive low quality instructiofi. This problem may arise in- the R

. regular classroom, where-6pportunities for acddemic success may be . o

restricted; or in thie special education classroom, where a-child's . -
' edUcationgL/progress' may falter due to lowered or inappropriate _ ,
eXpectations and goals. (Heller et al., 1982, xi). '

- invalidly assessed for® placement .in programs for educable mentally T

o ving. a period of study and debate,’ the Panel proposed six "principles . of
——responsibility" to guide school districts in their-efforts ta validly assess educational needs .
and provide "appropriate, high-quality services." The recommendations were consistent
with existing laws..and regulations and were . already , being practiced by some school
a‘ls%ct\s .The section of, the report that details the Panel's recommendations is reproduced —
belows =~ - o . : S SO

”. ) ' .
—
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‘Each of the six principlq(llsted' below-asks partlclpants in the -
placement and educational process to demohstrate that an individual -
 child needs- specia]l education services: Each also stipulates that

improved educational outcomeés should be the-final cr1ter10n on thlch

 to 3udgef all declsmns.

1.

—

~
It isithe respons1b111ty of teachers m the regular classroom to
enga%e, in multiple educational ‘interventions and.to note the
effects of such interventions on a child experlencmg academic _
failure before referrmg the child for special ~ education.

~ assessment. It is the responsibility of school boards and
admlmstrators to ensure that, needed altematlve mstructLonal N

"esources are avallable.
\

; It is the responsnbillty of assessmen ISpecialists to demonstrate

that/th‘e measures employed validlyfassess the functional needs’
of the mdmdual child for which there are potentlally effectlve
mtervent ions.. = y . L A_;;_\ PR

It is the’ responsrblhty of the placemeéLj.ea/m that labels ‘and™*.
‘places a. child in a speclal program to - demonstrate that- any

. differe tial label used is related to a distinctive prescription

* special educat'on‘
'wlthm the. reguvr classroom..

5.

l'

6

It is the r

for edpecational practices and that these practlces are llkely to’
~ lead to lmproved outcomes not achle\)‘able in the . regular
- classroo o .. o o

It is the\‘reSpOnSlblllty of the speclaI' educatlon and evaluatton
staff to demonstrate systematlcally that high-quality, effective
special instruction being provxded and that the goals of the

ragmw not be achleved as effectwely

demonstrate, on at least an annual bas13 tlmt a

that all eff rtT have been made to achleve these ob]ectlves.

g
'

It is the re ponsnblllty of admmlstrators at the district, state, l_

g__and national \levels to monitor. on & regular basis the pattern of

7 .. procedures ar

- special educdtion’ placements, the rates for particular groups of

children -.or :
instructional

ntlcular schools and dlStl‘lctS and the types of
servxces offered .to affirm that - approprlate

B L .';-. . N e

: being followed or to’ redress mequltles found in_. -
- the’ system. (Heller et al., 1982, [ 94—95) S : L
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~ The Panel discussed each of the recommendations, indicated implications for
Implementation,. and ‘suggested research that needs to be done. The proposals are not -
- radical; indeed, nothing new is recommended, yet individually £nd collectively, shouldathe,
recommendations be implemented, the school's pregent way of oprrating would be greatly
altered. Fos“example, the Panel points out that recommendation one, - *° ™

~— ' . ...shifts attention from presumed deficiencies in the child to"

‘ possible contributors in the' chiid's environment, The child who has .
been unable to learn. under certain. conditionis, of instruction: in the °
T ~regular program should not be judged' as ‘unable \to “learn under any .
"~ conditions of regular instruction’ until a variety of such strategies

has been attempted and’demonstrated, to be unsuccessful. . (Heller
et al., 1@2, p.. 95). o e :

B e

¢ ’ . ‘ -7
- N . . ' ) o ‘ .
-The,Panel als‘o{,,state-d two broader goals it considered tdbe,"bf'_special_s‘i.gni'fi'cance." .

L First, the current categorization system, which includes a class, ~ “

-of children labeled EMR, would gradually evolve irto a system’ that
L emphasizes the functional educational 'needs of’ children experiencing
* . - learning difficulties. Second, the use of global IQ scores would .be §
. deemphasized in favor of 'techniques that link assessment more.
A directly to the provision of educational services. (Heller et al.,
‘¢ 1982, p. 93). S : y o

bd

“.While the Panel provides the background and conceptual framewdrk and its-
recommendations establish- a- direction, state education departments afid school distriets
must translate the ‘Panel's work into concrete programs and practices. /This_report is
designed to help districts do that by describing existing practices that are in accotd with#
the Panel's recogmn}ended principles. .The examples, provided here will.not work everywhere
but the practices that are described have worked somewhere and show promise of being -

Teffective elsewhere. “Should these and other. practices 'in accord with the recommended
principles .be implemented ‘on a broad scale, it would appear - that our schools' referral,

- assessment, and special education placemernit practices would be improved, and more students
would receive an appropriate education in the least restrictive;‘environment. We ‘believe
the adaptation of these practices on a broad scale would contribute greatly to-reducing
the overrepresentation of minority children in classes for Educable Mentally Retarded.™

/
/-

/




. . , . ’. . . - o v
IR - . PROCEDURE NOTES

_ Regulations which implement Sectmn 504 of the Rehab:l ation Act (Publlc Law 93~
112) requu‘e that, to the extent possrble h&ndlcapped chlldre be educated in the regular -
° education” environment -with, non-handlcapped children. The Panel on Selectlon and
. Placem®ent of Students in Programs for the Mentally Reta/ded suggests that thlS principal
applies “equally. well to children not yet labeled -as /handlcapped and tecommends that
teachers and administrators exhaust .all. avallable/educatlonal .strategies in the regular
_ classroom before referr1ng a child who is experiencing academic and/or behavroral problems
for special ,education assessment and possnble/placement RV - g
ThlS pro;ect therefore has searched for alternatwe lnstructlonal practlces that can
‘be used within the regular classroom. While our concern has been for overrepresentation
. of minority children in special education ‘classes for EMR students, we have not searched
for exemplary programs for EMR students or been concerned that a program is demonstrably .
effective ~with EMR students. Instead. our concern has been to/locate and describe
programs that are effective with students experiencing academie learning problems but
who have not yet been referred and labeled. While there is every reason to believe that
the programs and;practices described here would be effective with EMR students, and,
indeed,. several programs (Peer Tutoring, Direct Instruction, IMPACT, and ECRID) have
already: demonstrateda such ‘ effectiveness, in truth EMR students and special -education
programs.are not objeects of interest here. This pro;éct is concerned with regular class
students and alternative regular education practices that will enable LEAs to retain .
- students currently belng placed in classes for Educable Vetally Ret%!'ded ‘

Since thlS pro;ect is concerned with’ overrepresentatlon vi minority children in classes
for EMR--students, it has searched for practices and programs where minority students 3
have been involved and data can point to effects for minority populations. .Doing this °
- has created two difficulties. 'First, ]ust because this project sdught minority data, it does
“i% not follow that the practices deseribed in thlS report will work only with minority students,--
* . and second, searching for practices that have mlnorlty related data should ‘not be interpreted
‘to mean that for a practice to be potentially effectwe in programs that involve large
numbers of mlnorlty students the practice must have been developed with a gwen minority
populatlon in mind.. <
We highlight these points to protect agalnst the mistaken inference that there are
uniquely minority and non-minority interventions. (ThlS is similar to the history of Sp80181 .
education programming, which developed under the assumption that there are distinctly
different interventions for various mildly handlcapped categories like -EMR and learding
- disabled.. Current evidence’ calls this into question. 1 There appear to be, no effective
¢ interventions umque to various categories, and there |is evidence that a set of methods
"is effective across the major mildly handicapped categorles) On the evidence that we
.haGe seen, this is simply untrue. Instead \there appears to be a set of direct lnstructlon
treatments that may benefit all chlldren, minority and non-minority alike.

'
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Referral Rate Data . &

\

Does effective instruetion result in fewer minority students being referred for special
education placement? Do.various instruetional programs demonstrate different effegts on
minority referral rates? Most places, it appears, have not kept data to examine such
trends. School districts.and programs keep achievement data: and a number’ of programs

_ that we visited" ¢an point tof very positive achievement galns assoclated with various
interventions. Since ‘such data support the reason for instituting the intervention in the .

first place, there has been little .or no need to ~collect referral rate data.

The absence of such data weakens the case for the approach taken here, and for
recommendlng given practices as an ‘effective means for reducing disproportion. - But it is
not a fatal weakness. Achievement galns have been rigorously documented, and until

. referral, rate research is undertaken .it is sufficient to agree that when students are
ach1ev1ng academically and being successful learners, their teachers are not as hkely to -

feel the need for help or. to reféer them' for special class placement

. o \,..«.-‘

" ' HISTORY OF THE PROJECT

' a
/ . . : . -

: . . . v

Academy of Sclences. .

[

')"x;).980 - .. The Panel on Selection and Placezgj( of Students in Programs for .the

\ Mentally Retarded was establish to study dispgoportion and make

recommendations.’ %,panel coﬁﬁdéd‘fh‘t dlsproportlon was a problem

nValidly assessed for-placement in special education

programs and when children received low~quality education. Six "principles

of responsnblllty" were recommended to ensure valid assessment and hlgh
quality programs.. . . . “

2

1982 R OCR‘ organized  a contfact to provide Technical Assistance to Local
' Eduecation Agencles (LEAs) and State Education Agencies (SEAs) on the
Overrepresentation of Black Students' ln Speclal Educatlon Classes for

the Educable Mentally Retarded. .

™,

- To identify altej natlve educational strategles and alf'ernatlve evaluatlon

and assessment - strategles

- To dlssemlnate lnformatlon about altematwe practlces to LEAs and
7 SEAs ' .

-

.
.

: T
1970 -~ 1982 OCR Blannual Surveys reveal patterns of overrepresentatlon«of minority -
children ln Speclal education programs for educable mentally retarded -
students . : : .
\ 1979 ~ OCR sought guidance from the Natlonal Research Couneil of the National , .



\ _AL'!"ERﬁATIVE EDUCATIONAL PRACTICES

A Y
-

In keepmg with the emphasns of the prOJect proposal and the recommendatlons of
the Panel on Selection and-Placement of Students in Programs for the Mentally Retarded,
we have identified six separate practices which appear to be effective in improving the.
academic performance of children who are at.risk for referral for special ‘education

. services. For the most part, these practices are applicable to regu}ar classroom settings. )

In addition, each type of practlce has been used with success ln a variety of settmgs
and with a dwersnty of _T,}nbrlty populattons. - i : .

The ratlonale "béhind emphasmmg alternatwe educatlonal practices is that lf they

can be implemented successfully, and the child makes adequate progress, then referrai- for -

. special sbrvices may not be necessary. In addition, if these practices are deseribed in
sufficient detail, then they can- be replicated and serve as effective instructional practices ..
for special edpcatlon students being returned to regular classes as part of an Local .

Educaticn ‘Agencys declass;flcatlon program. _ C e )

“The snxfpractlces ldentlfled are: . o E o /
- Dlreet Instruetion Wlth DISTAR ,. ST )
. Exemplary Center for Readmg Instructlon (ECRI) |
N “Precnsnon Teachmg - L ' v _\'
\ . .. Peer Tutormg -

0
'“Adaptwe Learmng Envnronmenf Model (ALEM)

Computer Assisted Instructlon (CAI)

o

-
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TYPE OF PRACTICE
K]

. Alternative Instructional ' o * S
" . ° N J .
e o .- -.NAME OF PROGRAM ' S
i N . “ . . . ‘ .* N . | ) \ . . )
" Direet Instruction-With DISTAR - oo T Yoo A .
e - . s . ’ . ’3‘_, - A / = Y
g DESCRIPTION OF PROGRAM T
-‘;;\"'7 RSt t P o ., ' ' ‘ T .

*. For many years now, educational resedrchers have- tried to: identifyspe'ci_fie’ {
educational variables that improve the academie performance of children that traditionally
experience academic difficulty. These studénts typically in¢lude poor Black, Hispanie,
American Indian, and White stusients. Initially, researchers ‘were conecerned -almost -
exclusively with examining specific teacher -cHaracteristics and/or -Variables ‘suech as .
warmth, enthusiasm, and empathy to determine if and how they were related to academic
growth -in -basie skill areas. " Unfortunately, this line bf investigation did not prove
fruitful (Rosénshine & Berliner, 1978).. More recently, researchers have shifted their
. attention to specific student variablés such as a-student's "opportunity to learn" content
and the extent of student involvement with the content. Collectively, ‘these two y
variables have come to be known as ‘academic erigaged time (AET). Numerous
~investigations of AET have, repeatedly revealed -the same finding; i.e., -increases in
academic engaged time are significantly correlated with improved test performance on
criterion measures. Essentially, .this means -that students who spend more time directly

_engaged in reading, math or spelling tasks will outperform peers- who spend less time .
engaged in similar activities. The implicatiéns of these findings for practitioners are in
no way startling. They;meretly suggest that if teachers want their low achieving students

. to" improve their performance “in basie skills, then, they must get them .to spend
significantly more time performing the desired behavior, e.g., reading, computing, ete.

. Furthermore, if their ultimate goal is to help these students "cateh up" with their peers,
.then they must get the students to ecover more material in a shorter period of time. Such

a_task is mucthgne,m,asily_saidfthan—done.——;;-*—- ' LAl |

~

One.system that offers a-plausible solution is Direct Instruction. The term "Direct
Instruction", is used to refer t6 activities and settings designed. to systematically move .
-students through a sequenced set of academic materials (i.e. reading and math). More
specifically, direct. instruction refers to a set of teaching behaviors focused on academic
tasks having clearly specified goals; time —-allocated for instruection - is sufficient and
-eontinuous; content coverage is extensive; student responding is rapid and at a high
frequency; - and feedback: to the student is immediate and academically -oriented.
iRosenshine-& Berliner, 1978). In  Direct Instruection programs, the teacher econtrols :
instructional goals, -seleéts material - appropriate for students' ability levels, and paces .

the instructional episodes. Lol

Perhaps the/most widelyrknown Direct Instruction program is DISTAR. DISTAR -
programs in langdage, reading and math are commercially available through Science’
© Research Associates, Ine.. In addition to the program - characteristics noted above,

- . DISTAR ineorporates the, following features; (a) emphasis on small group :instruction 'as
opposed to students working independently, (b) systematic correction procedures, . (¢)
prineiples - for cumulative review of previously learned. material, and (d) insistence on,
‘mastery of each step-in the learning-proces ‘. ‘ o : :

. X . Py
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" aequiring basic skills.* Throughout the late

R
r

- areas, i.e., readlng, math, and -language. In addition to improving basic 'academic .

& ‘

In a.typical DISTAR program, one will find a minimum of three. instructional

_groups. Detailed Teacher Preparation Books provide classroomt instrictors with specific. -

information on how a lesson must be taught. This information is written in the form of
a script- and r“'ov1des an easy-to-follow format "More . importantly, the content of
DISTAR materlals has been carefully scrutinized to ensure that: (1) concepts are clearly
presented (2)

corrected, and (4) requisite skills are learned to mastery.’ DISTAR instruction usually
takes place in small groups (8-10 students), moves at a.rapld presentation pace, and
frequently involves choral respondlng DISTAR lessons can be easily incorporated into.

- a regular classroom to take the place of trad1tlonal readlng and/or math groups.

,_'\

LTk .

EVIDENCE OF EFFECT]VENESS :

£y

Perhaps cthe "trUe" test of any alternat1ve educational pract1ce is its ablllty to
lmprove the ‘academic. performance of studer\ts who traditionally experience problems. in
1960's and early 197Q's, the United.States

Office of Educatlon (USOE) -funded a: massive research study desj gned to evaluate the

effectiveness of a 'variety of instructional approachese in.-improving the. achievement

scores of low income children.’ Results. from this Follow Through Project indicated that

_the "Direct Instruction Model (DISTAR) ‘was substantially more successful in raising = .
aschievement levels than any.of the other programs studied. Furthermore, the DISTAR. ..

asks - are developmentally . sequenced, (3) errors “aregfSystematically .

. S

system was mueh more. successf.ul in ra1s1ng student self-resteem self—confldence and ,

senSe of respons1b111ty Lo

Addltlonal support t’or DIQ’PAR programs can be found in’ the speclal educatlon
literature. A recent “review- by Gersten (1982) concluded that a ‘large number of
experimental- studies have shown that, "Direct Instruction reading and language programs
. consistently _produce higher academlc gains than fraditional approaches in both
mainstreame& and self-contalnﬁd classes, and geross a-range of handicapping conditions.”
Emplrlcal ‘evidénce supports t
““New York, -administrators: report that there has been a 'steady decline in the number of
students assessed below. minimal competency. Houston Independent School: Distriet

reported s1gn1f1cant improvements—on_lowa.-Test- of Basic-Skills-scores following DISTAR

instruction. It is particularly noteworthy that the average achievement levels of their
~minority children following three years of DISTAR, .were slightly above national norms.

“In North Highlands, California, district officials- reported that before us1ng DISTAR -

programs, 23 percent of their first graders were. below:; :the national median in reading.
However, after only two years in DISTAR, the percentage. of students scor1ng below
the medlan fell to 4.3 percent. . : .

&

Addltlonal support for DISTAR came on recent ficld s'ite uls1ts. In San Diego

<3

e effectlveness of DISTAR programs. In Mount Vernon, -

Unified School District, for. example, a primary. objective was set that by the end of ~

grade two, students with continuous participation’ in. DISTAR programs since. entering
klndergarten would, on the average, be performing-at or above the national average.
A recent report (1982) notes that at grade two the objective was attained in all subject

performance, district personnel report that students in DISTAR classrooms are referred.
and placed in- speclal education programs at approxnmately one-half the rate of ‘those

s 11

~in tradltlonal classrooms. . o . _ -~



" APPLICABILITY TO LOCAL EDUCATION AGENCIES
_ - As noted earlier, DISTAR can be easily integrated- into existing regular and/or
Special gducation programs. However, in-service training.is crucial to its effective
implementation. Such training provides ‘users with appropriate strategies for ‘pacing
daily lessons.” It-is a skill ‘that” typically improves. with’ time. *In the absénce of
. appropriate training, ‘DISTAR can become quite boring and aversive to the classroom
“.teacher. However, inappropriate implementation of DISTAR. should not ‘serve as the -
- basis for evaluating-its effectiveness. When utilized app m%riately, DISTAR prog‘h"ims
do imprbyg academic performance and they are typically enjoyed by teachers and students. -
- In Addition, for .DISTAR to be utilized effectively there must be strong.
administrative supports, ongoing staff development and training programs, .an¢ positive
- reinforcement to encourage teachers to use DISTAR. When asked about possible-lintitations
~ to using DISTAR, Local Education Ageney personnel cited theinitial financial. costs of
-implementing the program, as well as the ongoing maintendnce costs as a major concern. L
In addition, they noted the need.for one or t o-téaching assistants per classroom (grades-
"K-2):to really make the program effective. I '

E

.- DISTAR has proven an effective edicational tool in many school -districts. Of.
particular note are the many DISTAR programs that have "achieved suceegss in school
- districts with large minority student populations. Among these are Houston Indepepdent .
* School’Distriet (Houston, Texas), Cherokee Follow Through (Cherpkee, North Carolina),
Orange County Public Schools (Orlando, Florida) and San Diego - Publiec Schools (San
Diego, California).  Referral rates to special education in the San Diego School System
for 'classrooms using Direct . Instruction_have been cut in half since Direct Instruection
was initiated there. It is important to note that our assumption is that alternative
regular. education programs that result in significant gains in academic achievement by
minority children will also result in lower rates of referral and.-placement in EMR
‘classes of this population and, a consequent reduction in minority overrepresentation.
. However obvious this eonnection may' seem, it cannot be verified urntil rigorous testing
- of this hypothesis and subsequent validation via - hard data  have been ‘executed.
Nevertheless, the limited data available and professional testimony strongly .indicate that
a program such as Direct Instruction does effectively address the educational-needs—of--
minority students experienqing'ac'ademic difficulty, and improves academic performance -
significantly enough to show promise of reducing referral and placement rates for
minority students who have historically been -at greatest risk for: categorization. As
‘such, Direet. Instruction is indicated as a means of reducing the problem of- minority ~
overrepresentation in classes for Educable Mentally Retarded. o :

¢
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TYPE OF PRACTICE

«* © 'Alternative Insiructional. ‘.

\ ' NAME OF PROGRAM o o N

E;cemplary Center for Readlng Instructlon (ECRI) -
X - \\\ . )
ST DESCRIPTION OF PROGRAM .

o . o ‘ . : - -

The Exemplary Center for- Readlng Instructlon (ECRI) was. funded in the mld-_

"1960's with money from the United States- Office of Education. ECRI.is a developed
.demonstration pro;|ect to instruet. teachers on how to use- classroom time more effectively
and efficiently.” ECRI focuses primarily upon individualized- instruction techniques and
posntwe relnforcement. More specifically, teachers are taught how to: .(1) elieit correct )

_ responses -from non- resQondmg pupils; (2), establish mastéry levels of .responses with -
- performance and rate“as” eriteria, (3) provide time for supervised practice, (4)-correlate’
‘language arts activities to facilitate accurate responding, (5) use effective management
and momtorlng systems and (6) dlagnose and lntervene 1mmed|ately when errors or no -
responses occur, - _ . B

- -Essentlally, ECRI is a total language arts instructional program. It provld/e/. .
1nstructlon simultaneously in reading, oral language, spelling, comprehension and other

activities in a structured, systematic pattern-that ensures mastery ECRI students learn ..

to  read «each word, spell it, write it, understand its meanlng and use' it in a ‘'seéntence
as they encounter it 1n readlng exercises. : :

" ECRI °shares many of the instruectional featll/res prevtously ldentlfled by Rosenshme"’
& Berliner (1978) as being characteristic of effectlve instructional practices. That is,
ECRI classrooms are teacher-directed. Indeed, in these programs the teacher selects
the materials to be prov1ded for students, and then directly elicits student responses ]
. to these tasks: Incorrect responses are immediately corrected while approprlate responses
are positively reinforced. A second characteristic of effective instruction practices is
that instruction takes place in small‘ groups.. In ECRI classro%ms, the teacher typically
works with three instructional groups in all areas of language arts. Follownng spegcific
‘ teacher-directives, students are taught to-respond individually. Gngl’ln unison to presented
material. Presentation and response rates are quite.rapid,. and’“Keep students directly
involved with the task at hand. Rosenshine & Berllner's third characterlstlc of effective
instruction is that it is academically focused, i.e.,” studehts are directly lnvolved in:
 performing ‘the tadk of interest. This is a hallmark of ECRI instruction. Pypils in -
these classrooms spend most, if not all, of their work time directly performing furtetional
skills. For example, students learn to say, read, write, spell and proof all new vocabulary. -
words as they -are-..introduced. Finally, Rosenshlne & Berliner note that effective
instructional.-practices are characterlzed by individualization. , This, does aot, ‘however,
-refer to the instructional arrangement, of one to one instruct on. - -Instead, it refers to
- the individualizationi of learning objectives. For example, if the objective is to, teach
. consonant blends, then all students needing assistance in this area are grouped ‘for
instruction. Once again, ECRI classrooms meet this criteria. In these programs, students )
-are initially placed with instructional ynaterials based upon their performance - -during
‘informal reading assessments., Following initial placement, students move through the .
curricular materials as qulckly as they reach mastery on’ assngned tasks.- Mastery.

. _21 | _ e.
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typically means being able to correctly read lists of words at & rate of one per second
and cprrectly spell each word with 100 percent accuracy when dictated by the teacher.

\ Since instruction is individualized, students progress independently of other pupils in
the classroom. : g SR Lo '

-t Asaitional programmatic fedtures of ECRI are also noteworthy. Because of the"
rapid - presentation format, the heavy emphasis upon student ‘responding, the highly

- structured nature of the teacher directives, and, the reliance upon positiVe, reinforcement
. for.task engagement, ECRI students spend a substantial portion of their’ sehool day

. being-on-task. Traditional Brpblems wfth.classroofi discipline are negligible. Another
.. positive feature of ECRI classroonf® is their ‘ability to teach students to work
: independently and constructively: Detailed practice time worksheets informed students -
~of exaetly what they should be doing to prepare for the mastery tests. Again, classroom
_+ observations verified that ECRI students spend much-of their independent time directly .
engagedin functional academic tasks. S '

. 2
’ s

EVIDENCE OF EFFECTIVENESS . E

A}

1
P

)

~The original ECRI project was validated over a threé year period (1971-19%4) -
with more than 700 pupils in four Utah school distriets. : First graders were reading at a8 =
. 3.8 grade level; second graders averaged 95th to 99th percentile;j clinic pupils averaged .
four months gain per month; Title T pupils averaged 1.4 to 3.2 years.gain per year.
Additional support for ECRI programs comes from a more recent investigation (Baymdn,
-1979) 'in which ECRI programs ‘significantly improved the standard reading test '.:
=" performance of Navajo students in three elementary schools. In faet, with the exception -
of one group, every class .of fourth through seventh graders using ECRI, met and/or':
exceeded expected growth levels. More recently, Linn (1980), reported results from *
the district's Comprehensive Test of Basic Skills. (6TBS) assessment. These findings
. indicated that scores’for students enrolled in ECRI elassrooms’ for five years were all -
“ above grade level in total reading. In fact, the lowest scoring child performed one and .
- one-half years above grade level. In addition, the ‘prineipal noted that the previous.
" year's sixth graders averaged only 8 percent of the student body working below the:-
50th percentile.. More"impressive is that only seven students (2 percent) were more .
than one year below. grade level.. This awas accomplished in a school distriet with -a*"
_large percentage of students. " ‘_ N SR SRR '

‘

At the Franklin-MecKirley School “Districéc in San Jose, California, the Director
of Instruction reported similar significant gains in‘ academic achievement: - *Franklin=" -
McKinley is a large, urban school distriet with 78 percent minority students/(41.4 percent"

- Hispanie,” 21.2 percent Asian, 11.4. percent Black, ¢3.2' percent, Filipino and .4 percent:
Americafi Indian). ECRI is currently employed in approximately 50, elementary’classrooms’
in this distriet. - Yearly -achievement data indicdte that ECRI has been succeessful in-
" generating one year or more gain in deademic achievement_ for each year ‘a student was.
_enrollecﬁin the *ECRI program. Similar  success was reported by administrators’ and’
‘teachers of the Santa Ana Unified School District located about 35 miles-south ‘of Los: =
Angeles. . This school distriet has over 30,000 students. Approximately 82 percent are:,
~minorities, Hispanic (65.1 percent), Black (5 percent) and Asian (11.4 percent). R

In addition to“objé‘ctive data, ECRI's effectiveness has received the testimonial’
support of all teachers and administrators contacted ‘during this project. . Principals’

. _remark about a "new sense of dedication" among -their teachers following .inservice |
‘training in ECRI. Similarly, teachers report renewed self-confidence in their ‘ability to.

Ry
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instruct all types qof students and an lncreased motlvatlon to get even better. Another.
facet of the program is its effective ability to be maintained over time. During this
project, we contatted a number of Local Education Agencies currently using ECRI, and -
.found that, for the most part, ECRI was being utilized .on a- voluntary basis.. These -

| Local Education: Agencles reported. consistent ‘increases ln teacher volunteers through

the years with only a negllglble drop out rate.»

: S APPLICABILITY ‘TO LOCAL EDUC‘ATION AGENCIES R b

P.
.

At present ECRI offers a varlety of teacher-trammg actwmes for Local Education
‘Agencies.. Five. to ‘ten day preparatory lnservnce educatlon programs with one ECRI
staff _person for 20 - 25 trainzes’are available at a cost .of approxnmately $225.00" per.
day-plus, expenses.‘ These p ozrams include, lecture and practice sessions, preparatlon‘

- of materials for "classroom’ Use, and teaching pupils in simulated s ttings. Followmg N

_this, peériodic visits b 'ECRI staff to trainees' classrooms to-demonstrate, inodel dnd .

., monitor are desirable. ‘Many Local Education” Agencies have their own model ECRI .
" teachers. These distriet personnel have typically received numerous inservice training
' experlences with ECRI teachers in Salt Laké' City and have demonstrated prof1c1enc5/ _

in their »ability. to use ECRI procedures. = Within ‘Local- Educatlon Agencies, these

: individuals usually function as resource teachers and aid in, (1) modelmg ECRI lnstructlon- '
;. .for ~other teachers (2) establishing new ECRI classrooms, - and (3} momtormg ongomg
_progress of other ECRI teachers. | :

¢ .

Once inservice tralnmg is completed Local Educatlon Agencles can lmmed,lately,
“integrate ECRI procedures into their existing language arts. program. The techniques
.can be applied with existing. classroom materlals and do not requlre a modlflcatlon of
school orgamzatlonal patterns. o :

K

=¢ Recent dlSCUSSlOﬂS w1th Local Educatlon Agehcy representatlves suggest that

-ongoing maintenance costs of .ECRI are nominal, requiring approximately $90 - $100 per
classroom each. school year. Should Ifocal Education Agencies choose-to do their, own’

- inservice tramlng, then ECRI will -supply: (at a modest, cost) self—lnstructlonal tralnlng
g workbooks. : .

In summary, ECRI is a hlghly tructured, totally integrated language arts program '

- that has been approved. by Joint Disemination Review Panel for' teachers of students of

all abilities and grade.levels. ‘It has been: used successfully “with a diverse group of
students including low . income, minority groups. Admlmstrators ‘and teachers presently
using ECRI are ﬁlghly SUpportwe of this practlce and note mcreased utlllzatlon of ECRI
throughout “their dnstrlct ' P . e . .

Data that mdlcates a clear pattern .of minority overrepresentatlon in speclal

. education also identifies precisely :the population from which- these referrals and
" placements are most. likely to be ‘chosen ~ minority students with -academic dlfflcultles.

_ Regular education. programs whlch result in this populatlon achieving significant academic
_gains relative to national norms and non«mlnorlty students ‘may_ contribute to a reduction
of these referral and placement rates; first, by the simple expedlent of addressing the
specnflc educational needs of students experiencing academic difficulty (and consequently
moving out of traditionally "at-rlsk" populations via improved acddemic performance) '

- and second, by contributing to the. development of ‘a theoreticai model that more

efficaciously dnd - accur;zt_ely 1dent1f1es sources. and solutions of minority - over- .
‘representatlon‘m EMR c‘sses.‘. / : S ' L
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, Alternative Instructional : '
' - C , : l'/ ! .
! Lo : . . ’ 3 V.
NAME OF PROGRAM o B ’
] Precision Teaching I . . e Ry
[,.n . e . —‘ w.' \ — '- o . v 4 ) B -
' - DESCRIPTION OF PROGRAM . ~ ~ - . 7

i
»

“oe ' N K .

- Precision Teachmg (PT) is a set of meaaurement procedures ttwat guidé teachers and
students in making better educational decisions. It is not necessarily a method of teaching,

. but rather a way to plan, use and analyze any teachmg teohmque or method. Precision
Teaching can be.used to monitor ongoing student performance .in basic academic skilfs .

i.e., reading, math and spelling, as well  as for making curriculdr decisions about existing

instruectional practjces. Precision Teachmg requlres the direct andtdaily measurement of

academic petformance.. Measurement is direct in the sende that student performance is
measured d|rectly from the current ‘curriculum and not from' résults obtained, on standardized
tests. ° Daily measurement consists of one-minute timings  and chartﬁ)g of academic,

regarding individual student performance in basic skill.areas, and:allow teachers to. make

"data-based educational decisigns. . For. example, if student perfqrmance data indicate -

increasing daily &aceuracy rates w1th a- concurrent decrease in errors in basic math
computation skills, then the teacher ‘can conclude that the child is making adequate

progress toward the specified instructiofal objective. Therefore current - instructional .

practwes should be continued. If, however, daily performance data reveal: (a) no
lmprovements and/or decreases in ongoing accuracy rates, or (b) escalating error rates,

. then existing instructional practices must be modified. In essence, Precision Teaching
provndes the. elassroom teacher with: (a) a precise means. of descrlbmg academic behavior, .

(b) a' unique recording and charting procedure, (c) a set - of techniques for interpreting
and, applylng decision rules from charted data, and (d) a bank of practice sheete that is

- performance ‘in eacn basic skill area: Sueh data provide formative evaluation information <

designed to complement and remforcgg the classroom teacher's current curriculum objectives. =

The student, by the same token is provided with the daily opportunity to: - (a) practice
basie skills i.e., reading, math and spelling at high levels of performance, (b) maintain a

. charted record of daily progress (c) progress through the curriculum at an 1nd1v1dual pace - °
an

and (d) assist the teacher in makmg curricular decisions. - ¢ B n

- e

L

Imtlally, Precision Teaching procedures were developed to assist students w1th basw~ o

academic skill deficits. In recent years, however, it has been utlllzed as a .greventwe
measure with students deemed to be, "at risk" for possnble speci'al edueatlon placement

1

. Within the past flfteen years Precnsnon Teachmg techniques have ‘been successfully

applled to studegtlsﬂln both regular and special education programs in grades K-12. One

of the major training sources\for -Precision Teaching is the Precision Teaching Project
located in Great Falls, Montana. " Two basic types of training, on-site: and off-site, are

available. ‘On-site trammg involves three days of lecture, demonstration, observatlon and

practicum.  Upon- completion .of, the training sequence, each person ‘has ‘access to .

~ approximately 10 000 one-minute currlculum practlce sheets located in the‘ Precision
"Teaching Materlals Banks. . o . B

N .
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Off—Site{,i*tmining essentially falls Into. one’ of three categories: (a) follow-up
consultation tq those groups trained through..the three-day, on-site program, (b) awareness
sessions designed to acquaint participants with goals, objectives and activities of Preeision

Teaching, ;and %three—day intengive training provided by project staff. —. Pk

4

Following.inservice training, Precision Teaching can be lntroducc’d immediately into
the classroom setting, Typically, one to thgee one-minute timings are conducted daily.
In the areas of math computation and spelling; timings are administered on a group basis.
The teacher gives students a cue to complete as many items as possible on their practice.’
sheets in one minute. When time limits elapsg, students arc instructed to record their
accuracy and error rates. These data are then graphed and the student and teacher can )
immediately evaluate the child's performance against prior response rates. Daily. timings
in the area of reading must be given individually and will, therefope, e more time consuming.

, The purpose of daily, onc-minute timings is prinarily to build the: frequeney of the
- target behavior, e.g. two-digit addition with carrying, to a level of proficiency. Once
proficiency has -been demonstrated over a predctermined number of days, ‘the child moves
to-Jthe .next developmentally-sequenced .practice sheets. Such criteria req!;'re the
demonstration of prerequisite mastery learning prioz,:3 to practice ,with mor‘e/v-“ fficult
academic tasks. C , X | '

EVIDENCE OF EFFECTIVENESS
‘ 1

The Precision Teaching Project of Great Falls, Montana has demonstrated on two
v ccasicns before the former U.S. Office of Education the efficacy of its model. In 1975, as
"a special education oriented program, Precision Teaching was validated and’approved for
national dissemination. In order to collect longitudjnal data on the project's effects, the
_Precisiori Teaching Project - conducted a follow-up study on special education students
.identified and remediated three years earlier. The investigation. revealed that there were
minimal washout effects as measured by standardized achievement 'tests,. classroom
performance and teacher judgments.” Within the past four years, Precision Teaching has ‘{j
received validation, and approval for use in regular classrooms to teach elementary students
basic academic skills. ‘ '

. \ '

~Data th%t specifically indicate improved academic achievement for low-achieving

- and/or minority students are not .currently available. However, available data do document
.overall gains in achievement for programs with Significant minority student populations,
and séhool personnel are confident that when data are available they will document ,Jow-
"achieving and/or minority student gains as consistent with presently available statistical

" validation of improved academic performance for student populations using Precision

? Tea‘_rcrhmg.

One study that indicates these gains was conducted in Great Falls, Montdna. It

compared a control schopl (not using Précision Teaching) and an experimental school (which

- did use it). .The ‘control school population was 327 and the experimental school population

was: 316. * Each school had a minority student population of approximately 9 percent.

Student scores on the ‘California. Achievement Test were .compared. Average scores for

the control group were (1) math - 4.3 percent; (2) spelling - 4.8 percent; and (3) reading
- 5.4 percent. Experimental group scores were (1) math - 5.0 percent; (2) spelling - 5.3
-percent; and (3) reading --6.1 percent. ) -

7

18

e 26




P N - _.&_’l.._.' ’.

Another report conducted in Great Falls also substant’lates these gams. This report

" conducted between 1974 and 1977 lnvestlgated student achievement at the fourth grade

. level using the lowa Test of Basic Skillse It compared two groups of children, in the.
fourth grade who had. recewed no instruetion with Precision’Teaching (1974); with two
groups ‘of children also. in. the, fourth grade, when the experimental group had recewed
Precision Teaching instruetion from the first grade and the control group had continued to
be instructed with traditional methods. In each group studied minority students comprised
approximately 10 percent of the total group population. Comparisons for.the 1974 groups
show the experimental group averaging scores at 73 percentile for reading,’ 72 percentile -
“for spelling, and 66 percentile for. math. Control group scores were comparable with
students scoring at - the 71 percentlle (readmg 65 percentile (spelling)?and_ 65 percentile
(“Lath) : ) ‘ 'Y . - . ‘ )

, , However, 1977 flgures record experlmerrt-al (Precision Teachlng) group scores at the
97 pereentile (reading), 87 percentile (spelling) .and .88 percentile (math) compared with
controi group (no Precision Teaching) scores at the 71 percentlle (readmg) 65 percentlle

: (spel'mg) and 65 percentlle (math)

. As prevnousl)/_ noted -preliminary indications froms research and school personnel
suggest that as data are’ collected they will verify that these strikingly significant gains’
- “in"academic achlevement will be found to be .consistent for low-achieving and/or minority
“students “tested in" “these studies and generalizable to low—achlevmg and minority student
populatlons mstructed with Precision Teaehlng methods in other programs. . _ -~

: An addltlonal procedure for evaluating program effectlveness is through ‘élassroom.
- observations- andinterviews with teachers and students. Recent field site visits, (1983) -
revealed that Precision Teaching was quite popular among those using it. Maximal effort
was put forth by students during their daily timings, and they appeared to be quite"
‘motivated to "beat their: previous day's performance.” Informal observation of charted
data in -three classrooms revealed that close to 90 percent of all students had, in fact,
improved ‘their acedemic performance.. Classroom. teachers also spoke highly of Preclsnon
Teaching. They reported dramatiec improvement in thes students' basie skills sinee using
Precision Teaching. They further noted that it was an.excellent motivator and.that their
students became-upset when daily timings were not given. « Building ‘administrators were
also pleased w1th the effects of Prectsnon Teachlng Most prmclpals reported that Precnsnon

v Flnally, it should be noted that Precnsnon Teachlng appears-io be a feas1ble alternatlve
. for* mamtalnlng students with academic and/or behavioral dlfflcultles within .regular
v~ classroom settings, In a number of field site visits, teachers were interviewed about the
.performance .of "mainstreamed" special education students in their classrooms. . In all
- instances, teachers: reported that the procedure -wotked quite well. The general_reaction
was that students took ‘a little longer to reach their-aims;-but-in-all-cases—they-showed——
- continuous progress. Precision Teaching was also observed in threé special education
. classrooms ‘for the remediation of basie skill deficits. Once agaln “teachers were unanimous
in their Support of’. Precision Teaching, citing improvements in academic performance and
student attltudes toward school as its, blggest accompllshments




: - _ | : X - |
/o  y APPLICABILITY TO LOCAL EDUCATION AGENCIES

- Precision Teaching is a set of ‘mpasurement procedures that guide the educational

e decision-making of teachers and students. Through the use of daily, one-minute timing
drills, students praectice basic academic tasks geared to their individual learning needs.
Daily .performance rates are charted and ;teachers and students can make immediate

Jjudgements concerning the extent of their progress. Students .are required to reach
predetermined levels of proficiency prior to engaging in more difficult! academic tasks.
In terms of effectiveness, Precision Teaching has been successfully verified through the
Joint Dissemination Review Panel procedure with special education populations. In addition, .
recent reports suggest that Precision Teaching .has equal impact with primary students in
- regular classrooms. -One of the interesting findings in this study was that -socioeconomic
status had.no effect on test results. That iS; students receiving Precision Teaching
consistently improved regardless of the child's socio-economic. status. In addition - to
empirical ¢:vidence, Precision Teaching has received the testimonial support of both students
- and faculty. "Students are encouraged by -high daily success rates and the motivation of
‘"beating their own scores." _Tegechers like it because it is pelatively'ine)’kpenls/ive'and not -
very time-consuming. -But above-all, they like it because it works. »

- "~ REFERENCE
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Beck, R. ReBort fme Office of Education: Joint Dissemination Review Panel. Great
Falls, Montana, 1979. L . _ .
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-

' ' NAME OF PRGGRAM

" Peer- 'If_utbring.

s

©; DESCRIPTION OF PROGRAM e

Jumper Gardens is in the inner clty of Kansas Clty, Kansas, and most of the people '

who live and go to school there are poor and black. Juniper Garden's schools, like so
many other inner city schools, had a high incidence of ‘academic failure.. For many years
the Kansas City schools and the University of Kansas have been ¢ooperating on‘an extensive .
program designed to prevent and remediate” that failure. As a part of that effort the
Juniper Gardens Children's .Project has ‘been’ working since 1977 to "discover "functional
variables" which-affec’ tudents' performance and then, based on their’ findings and allied
theoretical work, to develop and field test an. 1nstructlonal technology whlch Wwill. help

'ch11dren become more successful in school.

Peer Tutorlng, the act1v1ty descrlbed he're, is one of several task formats develope,d )
by the pro;ect. ‘They have demonstrated that a straight forward, inexpensive lnterventlon

can result in significant academic gams for low achievement [mnorlty students

. Peer Tutorlng ‘may best be descrlbed as an actmty, and as such it can f1t 1nto a
broad range of settings and programs. No district-wide or even school-wide action is”

requlred to lmplement the activity. ’ It can be used in ex1st1ng classrooms: with existing:

materials. That is how it is offered.here, as one of several possnble activities that' nearly

any teaeher cah use as an alternative educational intervention likely to have a positive
influence on minority, low achieving students' academic achievement and thereby reduce
the likelihood that such students will be referred for SpeCIaI class placement

While this descrlptlon of ther Peer Tutormg .program will deal -witf\ its application '

in_oral reading, the procedure, with minor modifications, can be used readily in other
skill content areas.. In this example, students are paired and rotate, read1ng ‘to each other
for 10 minutes each day. As the tutors listen, they identify and correet errors and give
points to the reader for edrrect reading. The teacher-monitors the class-wide process,

awards bonus points to tutors for good tutoring and if needed answers tutee questlons. :

The major characterxstlcs of the procedure are: ‘

1. AII students in'the classroom have the opportunity to engage in academlc behavnor.

L

2. Errors are 1mmed1ate1y corrected and correet responses, are made

3. Sufflclent response opportumtles are provnded for, and correct responses -are
: obtalned from students to 1nd1cate mastery of mstructlonal ob]ectlves

4, Responses requlred durmg 1nstructlon are d1rect1y related to the responses to -
be tested for mastery. .

5. The teacher uses the ,pr_ocedure on a daily basis.

6. Student satisfaction with' the.procedures enables frequent ; continued use of them. .

= _%,_5.129
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Student procedlires involve the following. elements: (a) weekly competing teams,.

(b) tutor-tutee pairs- within teams, (e) point’ earning for oral reading, (d) a modeling error
correction procedure, (e) teacher mediated point ‘earning for correct tutor behavior, (f) -
switching of tutor-tutee .roles at midsession, (g) daily tabulation of point totals and public
posting on a game “chart, (h) selection of a winning team for each day and week, and (i)
regular teacher assessment of students' oral reading rates independent of tutoring sessions
on Friday. . ' I : ' ; ' :
-+ Every Friday.the teacher has each child.read a  two- minute sample . from the week's
tutored passages. The teacher records . correct and incorrect - words and the time.
Comprehension - questions are asked and scored. These data are graphed for each student.
. The graphs are posted, occasionally pointed out to the students, and become the major

evaluation data for the program. . ' ’

All students in the eclassroom are trained to use- the procedure over a two day
period. *During the first day: (a) the teacher reviews the program and describes ‘the
* tutoririg procedure; (b) a consultant and the teacher indicate errors and role play. the
error correction procedure; (c) .the teacher demonstrates how tutors are to award points -
-~ and how the points are recorded and tabulsted on a student point. sheet; (d) the students :
practice tabulating their points and reporting their score to the tedcher. During the
second day: ‘(a) the teacher reviews the previous day's activities; (b) the teacher and
consultant observé the students pratti¢ing the tutoring procedure; (c) they provide feedback
' to students concerning the identification of errors, use of the correction procedure,
praising correet reading, and tabulating points' accurately. .If the teacher is satisfied, "
training stops; if not, an additional day will be spent practicing. ’

During the tutoring sessions the teacher: (a) deterirines tutoring pairs; (b) times the
10 minute sessions; (c) monitors tutoring by moving among and observing the students and
awarding points for correct tutoring; (d) answers: questions when needed; and (e) tabulates.
. and posts session points.. After each sesSion, the teacher (f) reviews a random sample of
point sheets to assess student accuracy and honesty; and (g) assesses oral reading progress
on Fridays...' - ' S ' : N ey

.',A‘ . \\\ . ., . .._ . . A Ed . .
‘ RESOURCES NEEDED . I

.
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As the dlscqssmn-mak_es evxdent,.no particular-resources, " equipment, or expensive

materials are required. However, teacher training is necessary to implement Peer Tutoring
‘effectively. - ' o Sl T~

— - ™~

EVIDENCE OF EFFECTIV EN ESS

o Peer Tutoring has been used effectively with minority educable mentally retarded-
‘students, with other mildly handicapped minority students and Educable Mentally Retarded
and with students in, compensatory education classes. A number of studies have investigated
the peer tutoring prbgré One such study examined 12 students in @ learning disabilities
classroom located in inner-city school. "Results demonstrated substantial gains _in
academic¢ behavior and in reading. performance. - Academic responding: increased from 39
ercent. of the time during baseline to 68 percent during - tutoring, dropped to 35 percent

in the second baseline without tutoring, and increased again to 73 percent of the time

during -the last tutoring phase. During both tutoring .phases, students double ‘their normal ™"

correct reading rates (and halved their error rqtes).

e .30
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.1983, p 33)

"excellent teachlng practlces.

Ve i ’ . s o . . .

“ Another study compared Peer Tutoring in spelling to no instruction and to instruction
using low opportunity to respond techniques. The subjects were inner city fourth'graders.
During the baseline (or no instruction) phase students were tested.- The majority of the

. students could already spell the words, but the four lowest students averaged 54 percent’

on two tests during this phase. In the low opportumty instructional phase the lows raised
their spelling scores to 75 percent and the rest remained unchanged at 83 percent. Both
groups improved during the -Peer Tutorlng phase; the 'low's average score rose to 94

~ percent and the others increased %02 percent.~ Additional analyses of these data showed

that teacher/student discussion was -associated with student attention and that "both
discussion and student attention were negatively related to low ‘spelling test scores. In
contrast paper and pencil tasks were positively associated with academic talk and the
Friday spelling -scores. The. point is that the ‘instructional tasks used showed a strong
relationship to the elicited student behavrors and success in spelllng (Greenwood, ‘et al,

,.‘ )
5,,. ‘

An experlmental study presently underway cQmpares class—wnde Peer Tutorlng wnth

‘a regular instructional program and patent tutoring at’ home. . Four teachers; 20 parents,
.and 55 Students in inner-city schools, grades 3-6, are involved. - Fifty-two percent of the

i “students “are mmorlty.» While the study, which is in progress, has: yet to demonstrate

significant differences. in standardiZed test achievement; already the academlc respondlng
rates of students is srgmfrcantly greater 'in the Peer ‘Tutoring group, and this change is
assoclated w1th reducéd errors in readlng checks made by the teacher (p. 41) R

«These results, Greenwood and his colleagues state, demonstrate the lmportance of

how -teachers arrange instruction, ". . ,the" remediation of low - acliievement. can. benefit
- from instructional practices tlpt-prowde high opportunity to respond, as students will

gain more in the llmlted span of school time available to teach them, than will the same
students in lower opportunlty lnstructlontﬂ settlngs" (Greeanod et al 1982 p. 45).

[

APPLICABILITY TO "LOCAL EDUCATION AGENCIES

Y . N
"Perhaps the greatest llmltatlon of the: techmque lles in its apparent s1mp11c1ty “The

procedure is more complex than it appears on the surface: Monitoring skills, for example, )

are -important” and so too. is the error correction procedure and being certain that tutors
implement it correctly. Moreover, ten minutes of peer tutoring a day may very ‘well help: .
students, but by itself, peer tutoring w’H\mt solve all our instructional problems and”

" “ shortcomings. As the authors make clear, thed technique does not stand independent of

a whole range of other. instructional task arrangements and conditions that foster high
opportunity to respond, and it n_eeds to be, lmplemented within a framework of generally .

3
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Adsptive Learning Environment Model (Redefinition of Roies) .

. . A\\»i\‘
NAME OF PROGRAM

- - B . ~—
.

. « B . iy . . . ‘ .. . ‘ ) ~e
\ B | " DESCRIPTION OF PROGRAM | | .

The - Learning 'Research:g and Dev‘elopn;ent ‘Center of the Univérsify of Pit"tsbufrgh.

educational program whose goal is ". . .to provide effective educational services for all
(or nearly all) students in a ecommon school setting." (Reynolds and Wang, 1983, p. 203).

" developed and field tested the Adaptive Learning Environments Model' (ALEM) as an"

To. accomplish this goal, ALEM's.many components. have been developed upon one prineciple:

. . .to increase the ‘capability of school-building personnel to modify __ - --
" any handicdpping condition in the -learning environment that might-
hamper the staff's effectiveness in meeting the learning needs of
* individual students and, at the same time, to focus on the development )

of each student's capability to benefit from the learning environment,

(b. 204 R ’ . T

" ALEM, which is based on a systems app_roééh to program development, ‘has- three

classroom teachers are responsible for adapting learning environments to the individual
needs of all students;: (b) special and compensatory education personnel provide technical

>basie elements-and five major program components. The three basic. elements are: (a) -

support for classroom teachers; and (e) student's individual differences are deseribed in -
terms direetly relqtqga to instruetion.. This last feature means that the standard categorical -

labeling system is not required in order to receive special-.intervention ‘programs, -
The threé'.ba'sic._elenient's are opéra-_‘.iohalized' in five major com_bonént's._. They are:

~ {a) a 'basic skills'.g:”onst'ituen_t .thalt" ineludes various highly structured . .

< . .and hierarchically organized presecriptive.curricula, and a range of : \ =

open-ended exploratory learning actjvities that incréase the school's'
capability to adapt to any student's individual learning needs and . .
interests; (b) an instryctional-learning management system that is >
~designed to maximize the use of available classtoom ' and sehool
- resources.(e.g., curricular supports and students' and teachers' time);.
B - (e) a family participation program that is aimed at optimizing student
-~ learning through increased communication between school and home
-~ and ‘the integration of sechool and home learning experiences; (d).a
multi-age grouping-and instructional-teaming classroom organizational
support  system that is designed to-increase the flexible use of "
- teacher -and student talents, time, and other school’ resources; and’.
- (e) a systematic approach to staff development that -enhances the
capability of staff members to carfy out the program effectively in ,
regular classroom settings. (p. 204) - o

CI
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Redefinition Of Roles L
"The ALEM program will not be desct;ibe‘d in" detail~here. References ‘which datail
operational characteristics. and specific applications ‘are listed at the end of this case
study. Individuals interested -in' acquiring further information about how the program’ :
- functions operationally are directed to those resources and to the Learning Research ar__\d‘ A

Development Center at the University of Pittsburgh. -

v Instéad . of . focusing on the particular operational features of this practice, - this
discussion will address. a broader issue; the redefinition of roles implicit- in the  ALEM
program. The change in focus is undertaken for two reasons. First, change is a.complex -

. undertaking that goes well beyond the limits of the brief case studies included here. The
following discussion-of redefining roles Tecognizes this by responding to one .of many
possible implications of innovation. The second and more basic reason for the change in
focus is to highlight the broader issue of restructuring the schools as a precondition to
the overall improvement of education and an effective solution to the overrepresentation

~wof black and ‘other minority children in classes for students labeled educable mentally -

retarded. ' ' ' S o : :

~ " . R .
- ~ o

Reynolds' and-Wang state that in order to be succeéssful,” special and compensatory
education programs need ‘to be restructured. They sug‘ge's‘t-'f‘gijl'-'alternative»approach that
- combines. four major features: -(a) ‘a -unified fu'ndi/né/a,nd accountability system; (b).an
adaptive, comprehensive educational program; (q)/effecti:ve demonstration, and (d) the -
redefinition of roles. Elements of the_four fe‘at'yrés‘ can be found in various states and
school- districts 'so what Reynolds . and Wang,récomfnendJ iS not strietly new, but the
recommended four-fold program has not existed in its ‘epftirety and none of the features ..
. have been studied extensively. - Thus,_what Reynolds ,and Wang have recommended is
conceptualized here as a potentially effective practice that’ can provide the foundation
for effective change. Instead of treating -each of the four features, this discussion deals

lonly with redefinition of roles.

/ . Reynolds and Wang propose a five level model of roles that need to be in place in

-t order for.the diverse needs of- all students-to,be accomodated within a single classroom.

| {Regular classroom teachers who are directly ;engaged with children and parents_are the -

- first lTevel.. At the second level are the technical .and administrative-personnel who support

regular classroom -teachers' efforts to teach all*exceptional students within the regular .-

classroom. Included are ‘today's special.educators as well as all other individuals .who

" supply compensatory services for any given-population. Children would not be labeled’

. according to traditional categories but”would be provided serVices according to their
educational needs via a carefully developed, unified system of adaptive education. ‘

[ g R . N e - :

"As more children who p%@/complex problems are served within the regular classroom,
both level one and level two personnel would require -back up or special help. - This would

be provided by district-~wide consultants who would have highly specialized expertise in
areas.such as behavior management, ‘learning problems, or parent education’and who would -
. be available for help without recourse to eategories. . = :
The foufth and fifth level personnel are not. employed directly by distriets. = The
fourth level ‘personnel are: college and university professors. who prepare teachers, and
. the fifth level are the research and development professionals.. These two levels are
charged with .improving practices and enlarging ‘understanding.
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-Reynolgﬁ and Wang claim that the redefinition of roles they proposed "... .turns the
current strudture of. sechools on ifS head. . ." and’ requires ". . .radical changes in the
. training, deployment, and certification of sehool personnel." For example, regylaf education,
special education, and all forms. of compensatory education would be unified and -given
back up support by different specialists. Bringing this about would be a long and arduous
task. Renegotiation _of contracts would be involved. Suspicion and ecompetition between '
_various professional areas would have to be overcome. Retraining would require an

*.extensive. amount of inservice time,

All of these, and more, are potentially involved in making changes like those proposed
in this report, and they are reason for concern. On the other hand are potential benefits
to students.” Ultimately, choices must be’made, and -they must he made with a clear ..
picture of what is likely to be involved. " -

\J RESOURCES NEEDED

, ALEM is generally cost effective with a variety of analyses showing costs to be
"at legst equal to, if not less than, the district's basic education budget per student." -

- ..

. EVIDENCE OF EFFECTIVENESS

4
AY

The model has been refined and field-tested for over 10" years -and to datqover 130
school districts.in 28 states have adopted ALEM, in whole or in .part, as an elementary
school core program for general or compensatory edueatien, or,as a mainstreaming: program

- for mildly handicapped students, - - . ‘ : :
- “model has been studied‘_extensibvely a variefy of - settings'and ap'plic,atAibns, and

the results are positive.” Students' social behavior and attitudes as well as their achievement
in basie skill areas have been censistently ‘positive. Studies of the model, moreover, have
shown that ". . .a large percentage of public school teachers can effectively establish
and maintain learning environments which are adaptive to the diverse needs of individual
students," and, allied to this, that ". . .those desirable classroom processes identified in
the research .on effective teaching (e.g., high. rates of time-on-task and increased .
instructional interactions with teachers) can indeed be obtained." (Wang, undated, pp. 4-6)

v

-NAPPLICABILIT_Y-TOA LOCAL EDUCATION AGENCIES

ALEM operational programs are aimed at mainstream special ‘education students,
compensatory education students” and regular education- students. - Thus, ALEM is not
designed solely for learners experiencing particular probléms or even for defined subgroups
of students. It is intended for all students and is designed to bring about individualized,

school instruetion for all' students. : o

»
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-~ TYPE ORPRACTICE ' Y

R - Alternative Instructional °

“o . NAME OF. PRACTICE

'Computer Assisted Instruction

'DESCRIPTION OF PRACTICE Lo,

I

One alternative educational- strategy currently bemg used successfully w1th low.
+ achieving, educationally disadvantaged mlnorlty children in. regular classrooms is Computer
. "Ass1sted Instructlon (CAl. ) - '

* Skills are taught to students through mdmduahzed 1nstructlon in CAI curricula. The .
computer p1np01nts student skill level; generates approprlate practice exerclses, analyzes.
student responses; confirms, corrects or-provides .error messages of student. work; displays , -
student results at the end of a session; and records and stores student performahce. -The
system allows the computer to vary the pace of instruetion, select alternate sequences
of presentation, test for mastery of the: Sklll and alter: the content of presentatlon.
according .to 1nd1v1dual student's needs. : . ‘

-One school currently using CAI w1th low. achlevmg mlnorlty students (Chapter S QR
students seoring in the third stanine and below ecn the Metropolitan “Achievement Test) is
Follow Threough School, .an integrated magnet school in.Buffalo, New York. Pollow Through

' serves approx1mately 600 mmorlty and 500 non-mlnorlty students 1n grades one through elght.
. Of the approx1mately 740 students us1ng twenty-four ‘termlnals over 200 are in. the
' Ghapter ;1 reading program, and. 135 are m ‘the Chapter I mathematies program. The - .
- pereent of ‘minority students in Chapter I pfograms approx1mates ,{Qat of the total’ school o
~ populatlon. _ o - '
_ Students are scheduled for 15 mmutes of CAI daily. The procedure IS quite snmple. e
an entire-class enters the computer lab with a teacher, the students slgn on the computer;,
enter in_a program code, work for ten minutes, receive feedpack regarding the number
_of problems answered and percent/number . correet,. and “sign off. During the 10 minute -
‘lessons, students recewe computer- .assisted remedlatlon, skill development and enrlchment.

e
}\

r

AR

RBSOURCES NEEDED Y __

The CAIl system was purchased in 1980 from the Computer Currlculum Corporatlon,""
Palo “Alto, California, with Chapter I and Buffalo -Board of - Educatlon funds. CAIuis’
curkently being utilized in one other magnet sehool and' -plans are’ underway to expand CAI -

to flve other elementary schools m the coming year (1983-1984). a7 SR,
The school est1mated that the’ cosf fob: »1mplement1ng 'CAI was: e
. ‘Central _computer (capable of holdlng 96 termlnals) $ 70,000.00
i - Eight terminals R L R + ~-37,000.00 . °
} .‘Software rental and ma1ntenance o '_ ST - 5,500.00 -

R | S, L. 0 $102,500.00
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~The CAIl program is coordinated by a full time teacher, assisted by a full time

. teacher's aide. These ‘individuals are responsible for communicating with teachers,
administrators and parents to-ensure .that CAIl programs are coordinated with classroom

_instruction~ ’ . X ' o

~a

’

— . 7 S h . g I I . 0 .
- . EVIDENCE OF EFFECTIVENESS -

v

<, In the Buffalo Follow Through Sehool CAI program in 980 through 1981, 33.3 percent
: oWChapter I reading students and 62 percent of Chapter I math students were no longer
identified as Chapter I students based on"MAT test scores. In 1981 through 1982, 39
-‘percent of Chapter I reading students and 65 percent of Chapter I math students were
* no longer identified as Chapter I students based oii MAT test scores. .

The " Houston Independent School District in Héuston, Texas, was selecfed for a case

study (1982) by the Office of Technology Assessment to document the successful application -

of C-AI.-;.With a growing minority student population, which has shifted from .almost 100

: ——;‘-percen-t;nOn'-‘mim)rityi—-to;23-“—percent=Whité,—‘40“péﬁ@éﬁ”c‘—iBla—‘ékT;3'ﬁ?pﬂéFc_éﬁt_’Hiépémc,' and 3
percent Asian, -the district engaged in planning to ensure: that "all students acquire
competence. in basie skills. © Houston educators point- to an improvement in student
achievement &as a result ‘of CAl. ‘Students! mean composite scores from 1971 through 1981 .
on the Iowa Test of Basic Skills document the increased performance of a typically low= .

- achieving population. Ninety-three percent of teachers ‘whose students participated in
- Chapter I CAl felt that student performance improved as a result of CAI .

Many other schools have documented improvement in achievement scores with students’
using CAL- The Great Neck Adult Learning Center;” Great Neck, New York, began using .
CAI with-educationally disadvantaged adult students -in 1977. Students using CAl showed .
far greater .cognitive growth in'reading and mathematics: than students not utilizing CAI. .

- . (Btudents doubled-their rates of achievement for both™ reading and math from 1.40 years

to 2.80 years.) Educable mentally retarded and emotionally handicapped students enrolled
in . the Multi-Oceupational Learning Experience in Broome-Tioga -Board of Cooperative
Educational Services "also demonstrated dramatic gains in achievement: scores on ‘thé .
California Achievement Test in 1980 through 1981. _Growth rates increased from three to
six times the previous growth rate in reafﬁn_g and mathematics for- the students.

The \Freeport Public School  Distriet in' Freeport, New Yblfl‘( also ‘reports- gains in
achievement with low achieving minority studnets. The district is one of ‘the largest-users *

~of CAI in the Northeast, with a total minority population of: 60 percent New .York Pupil -~
* Evaluation Program (PEP) results for. Freeport students are higher than both Nas$}au County,

and New York State averages.

'

i

APPLICABILITY TO LOCAL EDUCATION . AGENCIES

Efforts to succeséfully implerﬁent CAI within LEA settings depend on staff écc'ep'tance :

o "“é‘dministr_ators, and acquisition’ of hardware and software must be coordinated with program
. development. .CAl is not intended‘_to replace teachers, but to be a partner/in the education .

of children. - . - D s/ o

e
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of and commitment to the: program. Computer-literacy ‘training for/ teachers and -



Evaluatlon studles of a CAl system by the Offlce of Technology Assessment led to
the following finding: ,

_ " . .The focus of the Elementary Secondary Education Act on the disadvantaged
result in the development and implementation of high technology systems that are effective
in providing such students with basie skills. . " (OTA, 1982, p. 134) :

Although data are not currently avallable to support the promise that CAI wnll lead
to a decrease in referrals of minority students for special educatlon, it can be inferred.
from the data available of documented increases in achievement by low-achieving students
that fewer special education referrals may consequently be made. Traditionally, low-
achieving students are being motivated to-learn and master.basic skills through CAl. CAl
shows promise of mcreaslng‘ student achievement and subsequently defreasmg referrals of
minority students for spetial educatlon placement. . _

N T SR
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ALTERNATIVE REFERRAL PltAdTlCl!S

i
1

According to the recommendations of the Panel on Selection and Placement of
Students in Programs for the Mentally Retarded, referrals for possible placement in special
. cducation should be made only after alternative interventions have been’attended to within
" the' reguler education eclassrooins. In addition, it was recommended that- the referral
process could be strengthened if it were implemented by the use of screening devices
which did not typically identify a disproportionate number of fhinority students as being
in need of special help. After consultation with leading professionals in the field, we
were able to identify two practices that were consistent with the panel's recommendations
and this project's goals. ! ‘ '

These two practices are: ' , ’ .

‘The Pupil Appraisal Assessment Program presentfy in use in’ the Staté ot;

~

Louisiana K ¢

The Rapid Exam for Eatly Referral (REFER) and Classroom Learning Screéning
(CLS) . . S '

.

Of particular interest is the Pupil Appraisal Assessment Program, currently being
implemented on a-state-wide basis in Louisiana. * This practice- utilizes 'pupil appraisal
teams ‘and mandates documented regular classrcom interventions and formal data collection
prior to diagnostic- assessment. A. number of other Local Education Agencies have
established similar consulting teams that are charged with either carefully scrutinizing

mincrity student referrals or with helping the referring agent develop “interventions to

.ameliorate’ the child's academic and/or behaviqral-difficulties. -

Finally, we also identified Rapid Exam for Early Referral and Classroom Learning

Screening. These measures directly assess children's.performance ‘on academically related
tasks and do not sappear 'to identify a dispreportionate number of minority students as
being in need of special assistance.. Data and analysis used in this report were gathered
from programs which employed REFER ‘and CLS recently, as indicated. ' )

s . . : v X e -
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A TYPE OF PRACTICE
A : ::/ - . ° . T ] 3 5
.Alﬁa/ma‘tive ScreeningkReferral

/ - " ' NAME OF PROGRAM

{”" ) ~ Pupil. isal Assessment Program

' - DESCRIPTION OF PROGRAM

The Pupil Appraisal AsseSsment Program represents a ccncerted. effort by the State -
of Louisiana to restructure completely their existing model for providing educational
- services’ to needy,students. The purpose of pupil appraisal services is to assist children
“who_have learning and adjpstment problems,- 8r special needs, by providing services to
_ students, parents, "teachers}! and other school personnel. In so-doing,  the Pupil Appraisal_ .
TTTTTTASsessment  Program ,nas added a number of Steps to the traditional screening-referral-
. assessment process.-  This serves both as a check and balance function and a source of

- additional instruetional input prior to testing. ' :

.+ The Pupil Appraisal Assessment Program consists of four basic steps: (a) general
‘screening, (b) referral. to pupil appraisal services, (¢) review of screening information by
- pupil @ppraisal services, and (d) an individual evaluation. The uniqueness of pupil appraisal
- services resides in its stringent. guidelines at each stage of the screening-to-assessment
process. . . ' . K ’ : N
. At the general Screening level, school districts must conduct assessments and
document findings in each of the following areas: (a) educational,. (b) -sensory, (e¢) speech
and language, and (d) motor "ability. In addition, at least one'regular education intervention
or adjustment. appropriate to the student's age and learning/behavior problem must be .
-a.tt:ei‘npted prior to referral. Initial sereening information must also be ‘reviewed -by a
. committee of at least two school staff members be‘fors it is forwarded to pupil appraisal
services. : . ' ’

' . After screening "information is received, pupil agprafsal services carefully reviews. -
the {nformétion.to determine the next step in the process. An Gvaluation “coordinator is -
designated on a case-by-case basis. The evaluation coordinatof is- responsible for: - (a)
intefviewing the child's classroom teacher, (b) determining the type of individual assessment
program and/or diagnostic assessment, (c) obtaining parental permission, and (d) referring
the child to ‘other agencies if necessary. . : o

s#.. * An individual evaluation is then conducted on each referred child. = The individual
’ evaluation may include a Pupil Appraisal Assessment Program, and/or diagnostic assessment..
. The Pupil Appraisal Assessment Program involves the collection of student information

~ through classroom-based informal procedures conducted in conjunction with the-student's
teacher(s). = Systematic ocbservations and study of the student's academic and/or social

~ behavior are made. In addition, specific behavioral and/or instructional interventions are

- implemented and evaluated over a reasonable period of ‘time. : LT

. If diagnostic assessment isdeemed necessary, then it must adhere to the legal
mandate(s) of P.L. 94-142 and Section 504. Of particular interest -are guidelines established
for nondiscriminatory assessment. Examiners must review all available information regarding -
_the referred child's accgltUratio’n experiences. If it can be clearly documented that the




. child's baekground is representative of that of the testing instrument's standardization
sample, then direct interpretations of test findings can be made. If significant acculturation
differences exist, then the Socio-Cultural Scales of the System of Multicultural Pluralistic
Assessmené( (SOMPA) must be used. .. ' -

- Two' loeal educaiion-agencies (LEAs) have been contacted with regard to their
progress in implementing pupil appraisal assessment practices in their geographic locations.
The targeted LEAs are Calcasieu Parish Schools in Lake Charles, Louisiana and East

Baton Rouge Parish Schools in Baton Rouge, Louisiana. e

. Presently, both sites are in the second year of implementation. During their first

- year, both LEAs reported significant practical and logistical difficulties in effectively
“implementing this practice. - However,  substantial improvements have occurred over the
past six months. Both LEAs feel they .are "on the right track" and that the quality of

- educational services has improved immensely through the utilization of pupil appraisal - -
assessment practices. ” - ‘ ‘

* What follows is a brief description of each local education agency, a discussion of
the resources needed to implement pupil appraisal assessment practices withing -these
LEAs, and a summary of LEA personnél's objective and subjective evaluations regarding
‘the effectiveness of such practices. ' ' ‘

e

Calecasieu Parish Schools

R . . i

Calcasieu Parish. Schools are located in Lake Charles, Louisiana which is found ‘in
the southwestern.portion of the state. Presently, there are ‘approximately 33,000 students
enrolled in grades K-12 in 63 separate school buildings. Of this population, about 72
~ percent of the children are white, while most of the remaining 28 percent are black.

The socioeconomic status of the co munities comprising the Calcasieu Parish Schools is

described as average. In general, gere is a predominance of middle-class, white-and-
" blue-collar workers in this area. I addi/tion', some rural and urban poverty areas have

are included. ‘ . S ' ' .
upil- Appraisal’ Services speaks highly of
pupil appraisal assessment practices; and notes that the quality of educational ‘services
being provided to both minority and, majority students has improved greatly, especially
during this past school year. In particular, he reports that evaluation personnel, i.e.
school -psychologisis, guidance counselors and special. education teachers, have gotten
"much closer to childfen in their natural setting™ as a_function of having to observe them
in regular classrooms. In addition, he notes that -évaluation personnel are now better able
to: (1) "empirically-define" each ‘child’'s academic and/or behavior problem and .(2) develop
intervention recommendations that are -more practical. . The effect of pupil appraisal
assessment practices on special .education referral and placement rates, is reported as
significantly reducing placement rates for-all students (minority and non-minority).

The Calcasieu Parish Schools' -Director of P

< .

East' Baton Rougé Parish Schools

East Baton Rouge Parish Schools are located in the Staté"éapital and présently serve
approximately 58,000 students in grades K~12. Approximately 40 percent of the total

- school population. is black.

* » Much of the information provided by East Baton R‘puge Personnel paralleled that of

Calcasieu. In particular, it was again reiterated that the present system took a good

f year "to get off the ground," and that initially there wére a lot of negative feelings,

.

\.
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X7 . A .
especially ‘on the-part ‘of regular classroom teachers who were now required to provide
substantially more information regarding their curricular practices and adaptations. It
was noted, however, that things are gonng much better this year and that rapport- with
regular educators has greatly improved. In additiori, referral rates have fdllen significantly -
~and this may.suggest that children who eventually are diagnostically assessed really are
i~ the ones who need the help. To substantiate this, the proportlon of children being placed
. following diagnostic assessment is significantly greater than in previous years.when many
children with only minor. difficulties were being referred. One positive outcome of this
situation is_that- ‘présently there appears to be a much broader representation of minority
students in regular education programs. L A
'

e " _ " RESOURCES NEEDED

Initial : lmplementatlon of pupll appralsal assessment - practices w111 place addltlonalg
financial requirements upon the school system.. These additional costs will primarily involyé
the hiring of "new" evaluation personnel and the retraining of existing staff. Such a
“processtook ‘Calcasieu~Parish~Schools “approximately ~one- year - to~work- -out-—Presently;-
there are no ‘major difficulties in this area. In contast, he reports that his evaluation
staff have made great strides in the,development'of. informal and curriculum-embedded .
assessment practices which are being used in lieu of formal, standardized measures. When
asked about the applicability of pupil appraisal assessment practices to other local education

! agencies, The Calcas1eu Director said that such practices could be effectively implemented"
. elsewhere if LEAs have sufficiént fundlng to hire additional personnel. In either case, it
was felt it would still take approxnmately one year .to get it gonng '

. Implementlng pupll appralsal assessment practlces in East Baton Rouge Parlsh Schools
_has required some additional personnel and considerable ‘in-sérvice training .of existing
staff to perform different evaluative functions. 'East Baton Rouge Pupil Appraisal Services

~ staff size has doubled since pupil appraisal practlces have been mandated, but the Director

“emphasized the positive aspects of such personnel increments. "First, teacher requests for -
assistance dre being handled in a much more timely fashion. Chlldren are not simply
waiting to be evaluated, and teachers are not waiting . long periods of time - for -

recommendations regarding what to do with their referred students. Secondly, children’s_..

academic and/or behavioral needs are being more directly assessed through the use of
curriculum-embedded assessment measures. Finally, ‘intervention recommendations are more
closely aligned with the problems referred <children present and therefore are deemed to
be more practlca] -and useful by classroom teachers.

EVIDENCE OF EFFECTIVENESS L

Statewnde data on referrals for diagnostic assessment show. a marked decrease in
the number of such referrals and a consequent decrease’in the overall number of placements
+ in special education. For the 1981-82 school year 33, 457 referrals were made while 1982-
- 83 figures were reduced to 21,-548. In addntnon“statewnde referrals for regular education
interventions had increased by over 3,000 for 1982-83 when compared ‘to 1981-82. State
records show that 78 percent of all referred students have, in:the past, been classified .
and that a significant disparity has existed between the rate at which minority students
have been classified (83 percent) and the rate at which non-minority students. have been
classified (75 percent). Current data, for 1982-83, are not yet .available but critical
issues can be anticipated. The first of these is, will PAAP result in any decrease in the
previously recorded disparity found to exist' between Black and White rates of classification?
As noted, local administrators believe this will very likely be the case but hard data must
be recordeéd if this practice is to be valldated as providing a fairer assessment for minority
students. :
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"~ .The -second issue is, will the overall classification rate for students referred for.
diagnostic assessment thange? It is, logical to assume 'that tha classification rate may
actually increase if PAAP results in-effective regular education interventions for students
previously referred prior to, or in'the absence of, $uch assistance. The differential
- between .significantly lower numbers of referrals for diagnostic assessment, overall.
classification rates and the previously mentioned disparity between Black and White student

classifications will be a . critical indication of the suceess .this program achieves as a

solution to the problem of minority. overrepresentation in special edueation.
. ’ ~ ) - . \

-

.APPLICABILITY TO-LOCAL EDUCATION AGENCIES

Central to the utilization of any regular. education intervention as a preferred
strategy for reducing the overrepresentation of minorities in EMR classes is the assumption
that students who perform well acadehi‘ ically are less likely to be referred for placement
in special education. - S ' h 2 ‘.

While this may seem obvious it nevertheleSs will involve at Téast three levels of
implementation, and each of these areas will have to be documented to ‘establish the
_validity of the assumption: (1) regular education curriculd and practices must address -
the particular needs of targeted low ‘achieving student populations and data must be
collected that indicates they are doing so; (2) students must show-they are responding by
achieving higher academic performance; (3) data must be collected to verify that greater
student achievement will result in reduced rates of referral and- placement. If disparities’
in minority-majority placement continue, however, then other variables will have to be
investigated. o S : .

< . . . . . ) . .

The importance of -appropriate regular education interventions in a program like
PAAP cannot be overestimated. Our investigations, and currently available data indicate
it is achieving lower referral and .placement rates and shows promise of reducing this
problem. T :

Unfortunately, no new practice is without its'sfrtcomings. In the case of .Pupil

Appraisal Assessment Practices, it appears that the lithitations reside primarily within the
area .of curricular options. In particular, it was noted that significantly more students-

~are being maintained within regular- ¢lassroom environments as a result ‘of "tightening up":
" the school's referral-assessment-placement process. While in this environment, educational -

assessment teams are working in conjunction with regular classroom teachers to improve
target children's academic performance. Missing, however, are specific curhicular materials
adapted to the Iearning needs’of individual children, and curriculum-embedded assessment
.devices and probes to. monitor student .performance. -This need is especially critical at’
the middle school level. - At present, the LEA staff is in the process of developing its
own curriculum-embedded measures and instructional modifications to existing: materials.

"As noted earlier, the major difficulties associated: with impléménting ‘the Pupil

Appraisal Assessment Practice are both attitudinal and fiscal in nature. Existing personnel .

must be convinced that they can, in fact, teach many. problem children in re'gular classrooms
if - appropriate instructional modifications are made. - The mgjor problem lies ‘in the
development 9f curricular materials appropriate to the -diverse learning needs of children:
found in existing regular classroom settings. Secondly, the requirement of additional
personnel may place extreme hardships on already financially-drained school systems: In
this instance, perhaps intensive retraining of: existing personnel may suffidezd- - -

N\

\

' 44/1

36 Sy

\

\!



TYPE OF PRACTICE -

Alternative Sereening/Referral

%
&

- NAMEOF PROGRAMS

Rapid Exam- for Early Referral (REFER) _
Classroom Learning Sereening (CLS) - : .

DESCRIPTION OF PROGRAMS

. The Rapid Exam for Early Referral (REFER) and. Classroom Learmng Screenmg (CLS) -
are two relatively similar devices developed.for the purpose of sereening children’ for.
potential academice diffjculties and/or possible referral for special egducation services.
Because of their fundamental similarities these instruments have been ‘included under one
practice heading. Characteristies and theory common to both are described in this
introductory -section for purposes of brevity and conciseness. Followxng these remarks
each practice is presented in a self-contained section which specifies its unique features,
technical data and additional comments relevant to each respective instrument. A final
section on appllcabxllty and limitations with comments appllcable to, and consequently
generahzed for both is offered in conclusnon. '

REFER and CLS differ’ from tradltxonal standardized screemng dev1cw in- that they‘
requite the dlrect, daily assessment of preacademlc and -acddemic behaviors found to
correlate highly with suceess in a regular classroom -environment. An. ‘interesting feature -
. of both -REFER and CLS is that they provide the examiner with two types of data: (a)

- a measure of performance, and (b) a measui'e of learning. Performance is defined as the - .

number of times a specific behavior e.g., adding—-two-digit ‘problems without carrying,

- oceurs. during a fixed period-of time. Results from this type of assessment<will. allow

the teacher to-compare a a_particular child's performance against his/her classmates and/or
derived normative standards. . Such comparlsons are eXpressed in terms of a child's
, Performance lndex. : , -

In addltlon to obtaining comparatlve mformatlon on a chlld's performance, REFER
.and CLS also- allow the examiner to assess changes in a child's performance by eomparing

is/ner -performance rates over:a ten day period. = These changes in performance are -

defined as a measure of learning, and the amount of change is a measure of the rate at -
‘which the child learns. This: latter measure is desxgnated ‘as a child's Learning Index.

. Im tradltlonal screemng procedures only measures of performances (norm-referenced

comparlsons) are typically reported. — Therefore, children entering school programs with
deficiencies in their prerequisite academxc SklllS will typlcally be identified for special
‘help at a dxsprOportlonately higher rate. However, by adding a measure -of learning, each
- ehild will have an equal chance to show how she/he ‘learns - 1ndependent of ‘the level at .

whlch he or she began. A I _ . _ .

: In evaluatxng the potentlal utlllty of these screemng dev1ces, we werk concerned
~ with four ffieets of each measure: (1) the representativeness of ‘each device's norming
~ sample, (2) the consisteney and stablhty ‘of each measure's derived scores (reliability),
. (3) the degree to which each- device accurately measures what it claims to measure, and
(4) the rate at which each device 1dentlf1es minority students as.being in need of speclal -
assxstance compared to the rate ‘for non-m1nor1ty students. :
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e o REFER |

" REFER consists of four tasks: (a) writing loops, (b) touching body parts upon request,

(e) countirg one to ten, and (d) touching circles upon request. These items are at*min'istel_'ed

individually to three to six year olds, on a daily basis over a specified number of days

(10 days). Assessment takes approximately ten E‘_ﬁutes Per child. Following initial item
selection, REFER was field-tested with a sample ‘of -~3,194 preschool .and. kindergarten

_students ranging in. age from 40-110 months. This sample included a relatively large

percentage (36 .percent) of urban, Black students., 5
‘ v.', . - T L . T A . i - \k;‘ . '
Technical Adequacy. - . '

B
LE

Three forms .of reliabilify have been :reported,.in the REFER manual. These inciude:

(a) reliability of sereeners following .one day of training, - (b) reliability of counting, .

correcting and reporting; .and (c) prectice-test reliability. Reliability coefficients exceeded
.80 on the first two forms of reliability and were reported to be statistically significant

for the third. The authors concluded: that;~"overall; the reliability of the sereening dtita
was: substantiated; i.e., these data can be used with confidence in their aceuracy."
During the 1978-79 school year, the Tacoma, Washington Sehool Distriet, in conjunction
with.the REFER authors assessed the. short-term predictive validity of this measure 'with
a population of 696 kindergarten children. Qf the 696 .children sereened, 22 (3" percent)
scored in the .lowest quartile when compared to national norms on each of the four test
items. Nireteen'of these twenty-two children still remained in the Tacoma Schobl District:
the following year during. follow-up. ~Of- these 19 children, 15 (79 percent) were either
retained or had already been: referred, assessed and placed in special education programs.
In terms of predictive” validity, REFER did, in fact, pinpoint,?J
high risk children.” Additionsl data also indicated that 95 perce

t of the students identified

. by sereening as not needing diagnosis were not retained or referred for diagnosis. - The

~instrument missed slightly less than five percent (false negatives).” The authors concluded

that overall, "the predictive validity of REFER as a sereening device is excellent."
) ' : A T S : <

K ¥

Cultural Nondiserimination -
The issue of cultural nondiserimination in REFER Scores was-examined in two ways,
First, by item, the mean seores of- minority students were compared to the mean scores
for the sample to see if the means were ‘within_ the standard error of measurement of
the total sample. Second, the proportion of ethnic minorities among those students referred
for diagnosis based on the sereening was. compared to the proportion of ethnie minority in -
the entire group screened. R S o ' '

At the preschool level, the mean scores of minoritfr"children Were within the standard

‘error of measurement of the entire preschool sample on two of the {tems and above the

standard error range on the remaining two tasks. - At the kindergarten level, the mean -

- scores of the 892 minority children were within the standard error range of all kindergarten
children sereene¢d on .three of ‘the four “sereening items. Overall, the data show that, as

a group, the difference between minority children and the entire sample was statistically -
not significant., . - i S .

4
a

The éécond technique for _ev_aluéting the nondiscriminatof‘y nafui‘é of R_EFER're'quired

.an’ examination of the ethnie background of those students referred for further diagnosis

as compared to the ethnic composition of the population sereened. Since the population
contained 29 percent minority students, then only 29 percent’of the students referred
because of sereening results should be from ethnic minority groups. Two statistical

.

Rt L ) . [ i v v

significant percentage of -
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ftec}iniques (Chi=square and the Z statistic) were used to determine the significance of-

PR

- the actual minority referral percentage (34 percent) compared to the expected percentage
(29 percent). Both techniques showed that the actual number referred was not significantly
different from those expected based upon the number df>minority students in the sereened
populatlons In the authors words, "the screemng device did not K&ntlfy a disproportionate °
number of minority students." . . T '

cLs Y
, Classroom Learning. Screemng is administered over a ten day perlod The test items
include: (a) oral reading, (b):spelling, and (¢) math computation.’. The difficulty level of
stimulus. materials will be determined primarily by ithe student’s grade level. . Presently,
there are standardization data- available for grades- one through six, and the CLS technical
. Manual provides specific procedures for selecting stimulus materlals. During CLS, students
" are asked to complete as many math problems as they can in one minute. ‘A chlld'S CLS

v

Q

-

o

learning index is determined by the amount of change between the first and second week's
perTormance ] B

‘ Technical Adequacy

Classroom Learmng Screemng was standardized ‘on a total of 8,868 students from
.four locations in -the State of Washington. - However, adequate descrnptlve information
e.g.,’ethnic background, achievement test scores, ete., was only presented on 67 percent
of the original sample. For those - sfudents’ with complete - deseriptive "~ information,
approxnmately 95 percent were nonhandlcapped and were presently enrolled in regular.
education programs while the remalmng five percent were attending special' education
classes :for the mildly handicapped. - In -addition, :approximately - 10 percent of the
standardlzatlon 'sample was composed of minority students i.e.; Black and American Indian.
Complete breakdowns of ethmc background by grade level are presented in the CLS
Handbook 5" _

Three forms of vahdlty data for CLS have been reported (1) content; (2) concurrent

and (3) predlctlve ‘For purposes of this discussion,. only predictive vahdlty data will be

reviewed. The aut%rs report that CLS predicts w1th high aceuracy those students who
will eventually be referred for specialized diagnosis and services. For example, CLS was
used to sereen 1,200 children attending grades K-6, in six matched-pair elementary schools

- in ‘Great Falls, Montana. At the end of the school year, a listing of pupils referred for
' speclal servicés was then. matched to the then-analyzed control group data.  The fall

screemng accurately identified 91 percent of the students eventually referred for special
services. 'Two additional predictive validity studies found that CLS. successfully identified
94 and 89 percent of the students eventually referred and/or placed in speclal education
programs. A . .

Cultural Nondlscrlmmatlon

The culturally nondlscrlmlnatory nature of Classroom Learning Screemng was examined
statistically by ¢omparing the percentage of minority dnd nonminority students being
identified as in need of special services. Examination of:student performance scores on
CLS revealed that larger percentages of minorities than of non-minorities were classified
as two years or. more below grade level. The authors note that in this instance performance
scores ®n CLS do not differ s1gmf1cantly from data generated from traditional standardized
measures. . However, when earmng seores on CLS are examined, the data indicate that
the percentages of non-minorities and mlnorlty groups identified are .nearly equivalent to
the actual. percentages of those groups in the population tested.: In other ‘words, the:use
of CLS learmnF secores did not result in a dlsproportlonate number of mmorlty students

~ bemg 1dent1 ie for possnble_aucatlon services. 47
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' o APPLICABILITY TO LOCAL EDBCATION AGENCIES ( '

‘REFER and Classroom Learning Screening appear to be promising practices for

. incldsion. in Local Education Agencies present :sereening-to-placement process. These
measures are quite simple to utilize and require relatively little time to implement.” A
second advantage of these measures is that they appear to be measuring functional
~.classroom behaviors for which suitable intervention procedures can be developed. Such
a.characteristic is consistent with the recommendations of thé National Academy of Science
regarding the selection of" assessment measures. i ¢ both REFER and Classroom
Learning Screening appear to be relatively free.w. Neither the mean learning

. scores of minority students nor the percentage of minorities identified for further diagnosis
- differ significantly. from _expected performance levels given existing ncrmative . data

However, because Performance Index data o reflect larger numbers of minority studen
a simple composite of Performance and Learning Indices will still be discriminatory.

If the discrepancy between - Performance Index Scores and Learning Index Scores is
seen _g_s!g_r_e_\_/_gg.ljgg,j.n.dica_tion_of_‘the.-pcocess—by~—which-minorit~y"'s,tuden'tS"'h§{ve“h’ist’d rically =~
‘been’referred for placement at higher rates than non-minority students, and the implications
of this diserepancy for successful pre-referral interventions are understood, this instrument
might contribute to a reduction in this problem. Performance Indices-can be used to
suggest a student's areas of academic difficulty ‘and consequently help pinpoint educational -
strategies to assist that child.  The Learning Index, by not. identifying minority students
disproportionately can provide educators with a clearer assessment of a child's ability to
learn and consequently reduce culturally bigsed or inappropriate reférrals for these students.
. »In summary, it appears that the utilization of either” REFER or CLS prior to referral
for additional assessment would significantly "improve the screening-to~placement process
in most Local Education Agencies. However, results from these devices should not be used-
" as sole determinants of eligibility : for special ‘services. Instead, they should be used in
conjunction with additional functional assessment information. - - ) -

The reliability . of - REFER and Classroom Learning Screening, at least in terms of -
‘stability (test—-'retgst), appears to be a somewhat different issue than for most standardized
tests. This is so because by design. these devices attempt to.measure a pupil's learning
rate as a function of repeated opportunity to practice the same task. The authors do,

. however, report one conventional test-retest study of CLS that was conducted with 54
third grade students over a 10 day interval. Correlation coefficients of .90 for subtraction
facts and .86. for "see-say" words were noted. Additional stability data for both REFER
and CLS must be collected to confirm these results. _ ' :
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ALTERNATIVE ASSESSMENT PRACTICES .

_ The use of Alternatwe Educational Practices within theé regular classroom and more
stringent screening and referral procedures may greatly reduce the number of students
being referred for diagnostic assessment. However, it is felt:.that a number of students
will continue to receive psychoeducatlonal evaluations. When this occurs, it is essential
that ‘such assessments conform to the legal mandates of Public Law 94-142-and to the
recommendations of the Panel on Selection and Placemént of Students in Programs for -
. the. Mentally Retarded. Of particular -interest is the  panel's recommendation -that
measurement techniques should directly assess a ,child's functional needs and should only
ldentlfy those needs for which potentially effectwe 1nterventlons exist.:

Addltlonal Alternatlve Assessment Practices mclude ,

Reclassnflcatlon and Declassnﬁcatlon Programs o 7 |

Interactwe Model for Professnonal Ac‘ilon and Change for Teachers (IMPACT)

}
The Kaufman Assessment Battery for Children (K-ABC) o
b
"The Kaufman Assessment Battery for Children is being mcluded as a promising
‘practice despite the fact that it has yet to be used on a district-wide basis for assisting
‘minority students. However, data generated during the development and testlng of this
instrument appear quite promising and its theoretical basis is predicated on minimizing”
cultural bias, an lssue dlrectly relevant to assessment of minority children.

. _ . . ) . b‘"" -
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TYPE OF PRACTICE

Alternative .Assessn_le%;:_ L . - -

NAME OF PRACTICE
Reclassification and Declassification .

- v
-

. - DESCRIPTION OF PRACTICE - .
Champaign, Illinois is a city whiech serves 8,200 students in' four elementary schools,
- two middle schools, and two high schools. Champaign has a rich and diverse special
education program that serves all of the standard categories. In 1979 the district served
194 Educable MeritaNy Handicapped (EMH) students from preschool through high sehool.’
Today, at least in part as a function of the EMH Transition Program and the distriet's
redefinition of the EMH category, the program has 43 EMH students served in three self-
contained classrooms for grades K-8 and in resource rooms at the high school level.

. Late in 1979, teachers and administrators surveyed enrollment in “classes for EMH.
The district's administrators found that while minority children made up ‘26 percent of
the distriet's total. enrollment they. aceounted f({ 72 percent of the students. in classes
for the Educable Mentally: Handicapped (EMH). * B S .

- What the Champaign Unit #4 School District.did when faced with a disproportionate

number of minority students already. in special classes for EMH students involved a ecomplex
“restructuring of both its special and regular edudcation. programs. This report will focus -
on the assessment process undertaken to.return students to the regular classroom. .The
. philosophy. that guided the distriet, their planning process, their problems, and _the steps -
they took to return students to regular classrooms are of central concern,. ... " -
‘Early in the process children's needs emerged as the first priority.. The distriet did
not intend to rush into an undertaking. where children in need of services were removed
“from-special education and left to fail academically and emotionally in the regular school
program. It was also decided not to reclassify students, for example as learning - disabled,
whiech would only switeh _the situation to another category. Instead it was decided to
declassify students and to support them within the regular education- program as regular
- education students. This was not to be a mainstreaming program. At the same time it
was recognized .that success would depend to large degree on developing the greatest

~ possible staff aceeptance and'support from parents.

. As work on the plan progressed, -several policy ramifications. and strategies for -

. district wide -change emerged. On’the most basic level were three related beliefs:
(1) that the regular classroom should be a diversified educational setting- where the needs
of & wide range of students can be met, (2) that all students should be encouraged .to
-achieve ‘albove their perceived capabilities, and (3) that full responsibility. for the education
of the transition student rests with the regular’classroom teacher. These were (and are):
radical positions. Champaign, like many school distriets, had provided for problem learners
‘by developing a- number of categorical programs directed at meeting perceived special
needs. As a consequence, students who exhibited problems (aceording to someone, generally
teachers) were referred to special programs, and the regular classroom teachers had grown
reluctant to -assume responsibility for'the learning of students who were considered

- - different. e : g R ' : - ' -
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The pilot school selected to test the program is an el.ementary school w
students in preschool through: the fifth grade.

. THE EM%TRANSITION PROGRAM - . -

The ¢ Champalgn school dist iet's plan for reducing OVerrepresentation of minority
ts in its classes for Educable Mentally Handicapped (EMH) students is called’ the -
ransition Program. . '

Below are its maJor elements._

Y4

Establish new EMH eligibility criter1a consnstlng of: (a)-an. ‘IQ‘at least two

; starﬁard deviations below the mean on an individual IQ test; (b) a seore at_least
" two standard deviations ‘below/, the mean on. the Adaptive Behavnor Inventory for

Children (ABIC); and (c) professronal Judgment of the staff

All EMH students already in the EMH program who had an IQ of 70 or above
on their most-reecent evaluation would be reevaluated to determine whether or
not they met the newly established EMH criteria. -

Students who met thie iew criteria would remain “classified as EMH students and
would be provided special education services in the least restrictive environment. )

Students who did not meet the newly established eriteria would be declassified.
They would no longer qualify as- EMH students. - They would become regular

'students .and would reenter regular classes through the EMH- transntion program.

The trans1tion program would be piloted in one school durmg the. 1980-—1981
school year with two existing primary levé\hlrasses of EMH students. This would
test the program. pl‘lOl‘ to 1mplement1ng it oughout the system. ' ‘

Based “on ‘the pilot results the. program would be implemented at other schools:v
the following year. : : .

_ Declassnfied pllot students would be returned to regular classrooms. m their home

schools the followmg year. o ‘

.Resource/Consulting Teachers (.I_{/C"I‘)-and ‘aides would follow transitioned .

students. o
. x

‘Teachers and administrators would - be heavily'inserviced during the process..

- ¢

Resource/consulting teachers (R/CT) -and teacher aides would support regular
classroom teachers. R/CTs would observe the child in the classroom, conduect

- eurrieculum based assessments, confer with the receiving teacher and the student's
EMH teachér to plan a suceessful transition, consult with the receiving teacher

and classroom aide, -and assist in interpreting the program to parents.

with 389
‘This particular school was selected for

two basic reasons. First, and- perhaps most important, its prineipal supported the program.
“Second, the school and its teachers were familiar with handlcapped students. Seventy-two

-of the 'school's 'students had been identified as having various handicaps.

"The school had

two EMH classrodms and a: history of integrating EMH students in reguiar classrooms. In
~addition, it had other classrooms for handicapped students and an array of support servxces
. including a resource teacher, speech and Janguage, social worker, Chapter I.Reading, and -

instructional aides.
to ten years old.

The- two EMH classrooms contained twenty-two students from e1ght -
Twelve were male and ten were female. :

'\.
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o Reevaluation assessment was aimed at both the classification decision and. instructional
- "pjanning. While Illinois does not mandate absolute criteria to determine who is eligible
. for EMH programs, prior to reevaluating its EMH students, the Champaign school district
~ formally adopted the American Association on Mentgl Deficlency's (AAMD) definition of -
mental..retardations--This - accomplished two-things--immediately.---It-lowered -the “IQ—cut "
~.off from the. district's informal practice of using 80 to the AAMD's 70, and it added the -
additional :dimension of adaptive behavior “functioning to the assessment process.: - The
.-WISC-R .or :Stanford Binet were used to determine I1Q, and the full SOMPA was given to -
provide an index of adaptive behavior. In addition, a variety of other standardized
instruments were administered; curriculum based assessments in reading, math, and spelling. .
were performed; classroom observations were made, and a classroom kehavior assessment, -
social competence scale, and an oppositional behavior inventory we::aj completed. School
psychologists, spee¢h and language therapists, EMH teachers, regular classroom teachers,
the resource consulting teacher, and instructional aides were all involved as appropriate.

~ _ When the data were examined it was determined that 17 of the 22 students did not
qualify for the EMH program under the new criteria. - This was considerably higher than
expected, and it had two immediate repercussions. Since it had been detgrmined that
only two or three declassified students would be assigned to a given regular classroom,

smore regular classrooms would be needed to accept declassified students, and_an EMH_-
classroom could no -longer be justified for the pilot school. The latter effect was

particularly important since it had been decided that EMH teachers_should not work with
declassified students becayse it was likely that such teachers would perpetuate expectations
associated with being labeled mentally retarded. One EMH teacher became a resource
consultant in a different school, and the other EMH teacher became a regular classroom
teacher after her students were declassified. ‘Planning for staffing changes is a vital part
of implementing & declassification program. ‘ , ' , L

- .. . . . - !

"There were two components to inservice education provided as part“of the EMH -
transitional program. One ‘component was undertaken early in the development of .the
plan ~with the goal of helping district administrators and school psychologists learn

. background material and acquire a positive perspective for developing-the needed plan.
" The second inservice component was designed to help regular . classroom teachers become
more effective teachers of the  declassified students.. The-former goal involved a-workshop
‘in which an outside. consultarit discussed minority assessment, disproportion " in special
education, SOMPA and relevant legislation. This workshop was followed by two. more.
In one workshop another outside consultant discussed sound educational programming, and
in the final workshop the district's assessment staff was’introduced to and lesrned how
to use SOMPA. These workshops provided the foundation for the plan that was devéloped. -

Inservice training for teachers.who received the transitioned students /w’as devoted

to helping them develop greater skill in curriculum based assessment, task analysis, direct
“instruction - techniques, and classroom behavior management skills. The_major vehicle for

- training . was® to be ongoing consultation between the resource/consulting teacher (R/CT):
- -and the classroom teacher, but this did not work as well as plannéd in practice because
R/CT's devoted more time than antidipated to direct instruction® with transitioned students.

In order for a declassification program to be suceessful, regular classroom. teachers
need to be highly skilled, and they need to feel secure in using ‘those skills with low
achieving studernfts. Consultation with a skilled ‘support teacher is a highly effective
inservice approach’ to upgrading teaching skills, but it requires careful planning and
particular care to ensure.that the needed consulting. time -is available and seheduled.

-
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'+ . RESOURCES NEEDED .

s

There are always some financial costs to a declassification’ program like Champaign's,
—e=-One T eost - isthe “eventual *loss:‘of “teimbursed-funds toward the salaries of professional
staff In lllinois, certificated staff approved by the state are reimbursed at a rate of
$6,250:00 per - certlflcated staff member. . When returning students to regular classrooms
results in fewer 'special education teachers, the district no longer receives $6,250.00 for
every teacher lost. At the same time however, the district no longer has to bear the
~ difference between the teacher's aiary ‘and- frlnge benefits and the $6,250.00. This is a
y cons1derable savnngs that _can be used to expand and strengthen regular class offerings.
Another loss in revenue oceurs when special educaticn students are declass1f1ed.
The reduction of students in classes for EMR results in a loss of Public Law 94-142 child .
count funds. - . ‘ t -~

;o Reevaluatlng students also costs additional dollars but the need for reevaluatron is
/ limited, and as the declassification program progresses, the demand for evaluations and
7. . reevaluations of declassified students decreases and ultimately stops altogether.' Over
' time reevaluation costs should be more than balanced by the reduced number of evaluatlon
referrals for speclal educatlon placement e e e o e
Though inservice: educatlon, tralnlng, and admlnlstratwe costs are temporarlly‘
increased, these costs will soon . decrease, and they can be reduced by. recewmg funds
~ from external /a/genr-les as was true in Champaign's case. Moreover, the reduction of
recurring ' program. costs ‘Which result -from declassification will - offset the temporary
~ increases. Over-a long period, savings in- ongorng program costs will at least offset the
. short term fmanclal costs.-

<
.

Two kinds of personnel are needed ina program llke the one ]ust descrlbed. Imtlally
people. ‘are needed to help develop the plan- and to provide inservice’ tralnlng for the
__° _teaching_staff, sdministration, . and_others.such__ as_school.psychologlsts~what-ns—needed is—
' perspectlve objectivity, and experience. The outcome should be a plan that fits a district's
needs and ‘character and a staff that is informed about the plan; feéls it is an important
: part of the effort and is committed to lts lmplementatlon.

‘In Champalgn's trans1tlon program the key professnonal is the resource/consultlng
. teacher (R/CT). The regular classroom teachers must finally - be the. responsible
professionals, but the R/CT is- charged with helping them develop the needed skills and:
with providing needed direct student services during the transition period. . The RCTs
.. -must be skilled professionals. They.must know the regular class curriculum and be skilled
.~ in"behavior management, direct instruction, and curriculum based assessment. Equallyu.
' important they must be skilled consultants and planners and be comfortable working in
‘teams and with parents. The number of R/CTs needed is a function of the number of
students -being transitioned across. buildings and classrooms. R/CT's should serve no  more
_than 15 students at a time. - ; :




" ' EVIDENCE OF EFFECTIVENESS

Three overlapping questions are involvéd in assessing Champaign's EMH v'Transition.
... Program, . They are:......... ... ., S S SO e

e '
)

1. Was the pilot program’ successful? . -

2. What is the program's long term effect on declassified .students and others
experiencing academic learning problems? . . :

3. What do people involved in the program think of it?

)

, Champaign's top administration was: sufficiently Pleased with the program “to _move
into the plan‘s second phase in which the program would be implemented throughout the
district. The new criteria were utilized in reevaluating students. Forty-five declassified
students. were placed in transition .programs at four elementary schools; 17 students were_
declassified in two middle schools and 30 in two high schools. - i :

X

»

Pilot data on eight transitioned students in.regular .class direct instruction programs ;
_indicated_an average achievement gain ‘of 1.9 months for ‘every month of inStruction.
Fewer minority students are being labeled EMH. The 72 percent proportion of. minority
Students was.reduced to 51 percent by use of the IQ criteria alone. Fewer students.are .

~~ ~being-referred for special education placement. The learning disabilities program is being
examined with an\'*e,ye to declassifying more students. This will further’ reduce the referral
rate and the proportion of minority students in special classes for the mildly handicapped.
. Complete data regarding the achievement gains of transitioned students is presently
being analyzed and will be" available soon. Informal examination of those data.indicates
that many students raised their academic skills- considerably, but many others did-not raise
their basic skills to a level required for independent. functioning in the regular classtoom. .
For such students, and for other low achieving students, -alternative interventions with
support services may be required. In addition to academic performance, absenteeism,
failure rate, and'dropout rate are being an’alyzﬁed as indices of the program's success.

Regular classroom teachers wanted more consultation time with R/CTs and more .
inservice. The gdp in basic skill areas was too large ‘to overcome in one year for many.
students, and the gap became more pronounced at higher grade évels. For many, the goal -

. of independent functioning was unrealistic.. More attention .to thé social adjustment
problems of transition students would have been desirable. . Direct instruction materials
were helpful’ for basie skill instruction at all levels. Audio tapes-of textbooks were
beneficial. The quality of .the curriculum for low achieving students was an issue that
transcended the transition program. There ‘may be a place in all curticula for a role like

. that' of the R/CT. Several teachers were very positive about: the progress that students -

_.had made during the year. - Students placed in’ regular classrooms have heen helped to
feel like normal students, Teachers at the elementary level were generally positive about -
this program while teachers at the secondary. level gave the program . mixed .i'evieWS-that
were directly related to students' basic skill§, motivation, and absente€ism. ) ‘ ;-
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© " required material. Te

/APPLICABILITY TO LOCAL EDUCATION AGENCIES

The. EMH Transxtlon Program has had a decided impact on the distriet's regular_
education program- that is expected to become even more pronounced over time. Regular:
- elassroom teachers. are gssuming responsnblhty for students who have problems learning

_a{hers' steadily increasing skills in currictlum-based assessment;.
‘managing behavior, direet: instruetion, and teachmg social adjustment skills make it possible
for students with. Iearnlng problems to receive a: quality education within the regular‘
. educetion framework. More potentially effective interventions will be available, and fewe:
- students wnll need to be referred and placed in more restrictive speclal education classes.
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TYPE OF PRACTICE

Alternative Assessment

NAME OF PROGRAM ‘

' Interactwe Model for Professlonal Action and Change for Teachers (IMPACT)

. DESCRIPTION 013 PROGRAM

" One of the potentially mrost - effectxve infervention models for reducing
overrepresentatlon of Black and other minority students in classes for EMR has been
developed in Vermont where there are practlcally no Black students and the largest
mmorlty group is Franco-American. Developed in_1970 and studied and refined ever

since, the consult1ng teacher service has remained largely a Vermont based undertaking.
‘Lately, however, 'it has begun - to spread. The model; for example, is being used

successfully today with inner clty, poor, mnnorlty students in Boston.

In the consultlng teacher service mode1 regular classroom teachers retain

responsibility for students who are having trouble learning required material, but they

do not work in isolation. Regular classroom teachers are supported by consultlng

teachers who provide short term, direct,. data-based instruction to students, 1nserv1ce‘~

‘teacher education that focuses on teaching and learning principles, and ‘ongoing, in-the-

classroom consultation. The outcome is regular classroom .teachers who- learn and use -

alternative instructional interventions. As a result, failing students do not have to be
Pplaced in special education and mildly handlcapped students have become successful
_learners in the regular program's least restrictive environment. (Knight, et al, 1981;
Paolucci- Whltcomb 1980; Mlller and. Sebatrno, 1978) .- ' -

Sueh accomplishments result from a complex interplay of factors that have yet -

to be isolated. This report deals only with the funetional curriculum based assessiment
aspect of the model and how the model uses assessment information to develop alternative

educational interventions. 1llustrations of how this aspect of the model works in action

are drawn from the Interactive Model for Professional Action and Change for Teachers

(IMPACT) which is a joint effort by the University of Vermont and South Burlington .-

High ‘School to develop better ways of. teaching mildly handicapped and other low
‘ achnevnng stuc.ents who are having dlfflculty masterlng Vermont's requlred competencies.

IMPACT has demonstrated a number of outcomes lmportant to this effort. IMPACT
has demoristrated that high school students can be assessed on a defined set of academic
educational requirements, that those assessments can be directly related to potentially
effective alternative interventions, and that regular class high school teachers can

successfully use alternative 1nstructlonal approaches to ensure that students who have

problems learning do, in fact, learn mandated requirements. IMPACT has ~shown,
moreover, that all of thlS can happen in the ‘least restrictive envirenment.

report focuses on the funectional, currlculum 1mbedded educatlond/l assessment
f IMPACT. Consequently we will emphasize two of IMPACT!'s major goals:
(1) tod velop a more. efficient system to monitor student progress in acqulrlng mandated
- basiec eqmpetencies, and (2) to design regular class teacher support services necessary

- to serv students not achieving basrc competencnes., _
¢ . . 58
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The framework for IMPACT is provided by the-Vermont State Board of Educatlon :

mandate that all students who graduate from high school must first. master a series of
66 basie competencies. The competencies themselves are deseriptive statements of

expected student behavior. Writing Competency Number One, for example, is, "The -

student will write all required material, ineluding. signature, leglbly in manuseript, and
cursive. In practice, Vermont's competencies are operationalized.in even clearer terms.
Writing One becomes, "Given assignments of at least 25 words in manuseript and in
cursive, the student will complete the assignments and. wrlte hls/her s1gnature so that
they are legible to the evaluator." : : :

Requlrements stated with this degree of clarlty make a number of partlcularly

useful contributions to schools that are concerned about students who experience problems
learning. “Such statements provide clear referents for school performance and decision
making that involves school performance. They provide a framework for monitoring the
accomplishments of students and schools alike, and to ta’rget resources on very specific
problems. They make it easier to understand what is expected and to’ communicate
those expectations. : / :

To help teachers collect data and to standardize’ competency assessment IMPACT
developed a competency testing manual. The manual's plan has several components.
First, the plan lists each competeney and identifies the grade where”each competency is
to be introduced and mastered. -The plan's next sections deal only with the program
itself. The first sectlon tells where and when -direct teaching, assessment, remediation
and reassessment of each comp tency are to occur. Then the plan tells where and.
when support teachlng, remediation, and malntenance are to take place. The plan's
final section. is a summary cha

The bulk - of the t ng manual is devoted to the competency tests themselves.
Each competency has its own test (and often alternative tests) that can be reproduced
by teachers. Then the required competency is stated, followed by restatement of the
competency as a behavioral objective. Directions to the student follow and-then the
test itself or a space for completlng the required task. On a separate page the teacher
is provided with a key and a list of needed materials.. This test format is repeated for
all of . the. required competencles .

>

\ ) v

. " The assessment manual and the accountablllty manual allow the entire school
. staff to know what is €xpected of students, when and where competencies .are to.be
taught and tested, and what the tests are going to be like. In effect the manual
operationalizes what students must, learn and the conditions and standards by which
student learning  will be judged.. By focusmg on behaviors instead .of student
characteristics, the manual protects against bias in assessment. -Most important, the
manual enhances the probablllty of valid assessment by focusnng d1rectly on required
learnlngs R h’ A

. In this model hlgh school students are expected to demonstrate mastery of ‘each
mandated competency and then, after at least a two ménth perigd, to show that they
have maintained their mastery. The schodl keeps track of progress toward mastery and
maintenance by assigning the teaching and testing of each competency to a required
‘course and then making the school's teachlng departments directly respons1ble for
supervising the system.

. . .
N e
. ? ‘
.
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Teachers and -mentors collect student performance data -using tests from the
competency testigf‘ smanual. Results are placed first on group record cards maintained:
by the department. and ‘eventually in individual student files_ that are su_pebyised and

maintained by.a centrally based secretary.

Each of the ‘departments (and the mentors) has its own ecard for maintaining

- records of students' progress in competencies assigned to department courses. At a

glance, therefore, a particular student's progress can be. seen, and so too can the

department's progress on given competencies across students. Periodically, department

- cards ére sent to the central record- office so data can be transferred to individual
- student cards and the computer. ' o '

Individual student cards provide a record of _ each student's progress on all of
the required basic competencies. Each card has &n individual chart for each-of the
" six required competency areas.

The result is a simple, efficien{ system that provides an up-to-date, accurate
picture of progress on competencies by individual student, by department, and by
competency. This information is used as an effective administrative tool to identify—
weaknesses, to focus plannirig, and to. marshall resources - all in support of enhanced
student learning. " o . : oo . '

Competency testing data is.used to develop alternative educational interventions
designed for students having difficulty mastering particular competencies. First, teachers
and mentors colleet individual'student data that are periodically compiled on departmental
group cards. Then the department “chair reviews the group card to determine whether
competencies are being achieved on schedule. While no .rigid decision rule ‘is used,
when the department chair. determines—that -a number of students are not achieving a
particular -competency as' expected, inservice education is undertaken to help the
responsible - classroom teachers develop -teaching strategies and curriculum materials
designed to help the' students who are not ‘learning. In efféct, specifie, potentially

- effective, alternative. interventions are designed to help learners master the mandated -

-~ competency. Instruction is analyzed by task and materials are adapted and developed.

. Demonstration, praetice, and feedback take place in ‘'workshop settings and in the
classroom, . ' i o : : - g

.~ In one instance the English department chair noted that the English faculty had
not been successful in helping many students learn Writing Basic Competency Number
Eight. Two English teachers cooperated with the consulting teachers to develop a
means to help students learn an error monitoring strategy when - writing. External aid
was sought, materials were developed, and the procedure was demonstrated and practiced.
Today the entire English.department uses the procedure; and 90 percent of the special
education students master the competency compared to 65. percent in previous years
(Knight, et al., 1981-82). , ' - : .

’ Link(-ing competency testing to educational alternatives has a number of positive
results. Assessment results become more useful when they point to potentially effective
interventions. Teachers develop new approaches and have an array of alternatives to’
choose from when faced with nelping. a student who is having problems learning, and
they are able to study the effects of these alternatives before deciding to refer a

. student for special education. Equally important, using instructional alternatives benefits -

 not only students having problems but also ordinary and even excellent students.

w
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RESOURCES NEEDED

No financial analysis of IMPACT has been undertaken, but it appears ta_be cost
effective. The monitoring systenrls efficient and effective and requires the addition
of but one secretary to mamtam up-to-date central files. The admlmstratwe benefit
of such mformatlon appears to/more than outwelgh the costs.,

Other than the secretary, consultmg teachers are the only additional staff. The
staff, however, point out that, in reality, consulting teachers are not truly additional .

since there are .no special class teachers of mildly handlcapped students who would be/

needed if the eonsulting teachers-did not provide support services. Consulting teachers
. merely replace. special class teachers and, therefore, do_not represent any. additional
cost. Elsewhere, it has’ been. estimated that it costs $200 less per year to educate a
speclal class, elementary level student in a consultmg teacher program than 1t would'
cost in a special class program. :

o

°

The IMPACT model requires the servieces - of consulting teachers who are bemg
trained only at the University of Vermont and at Simmons College in. Boston. The
University of Vermont has prepared materials to facilitate replication of its training
model whieh, if adopted by other institutions of hlgher education, would mean that more.
consultmg teachers would be available throughout the country

EVIDENCE OF EFFECTIVENESS

“ While . the partlcular effects of the assessment procedures just described" have
.not been formally studicd in isolation, IMPACT has been evaluated as a Secondary Child
.- Service Demonstration Center. funded by the U.S. Department of Education. Selected
findings about student outcomes-and teacher effects are listed below. While it cannot
be inferred that the deseribed assessment procedures are solely responsible for the.
indicated results, it .is reasonable to think that they contributed. ~ At minimum, the
assessment program is shown to be a part of a complex model which has demonstrated
that regular class high sechool teachers can be effective in helping mildly’ handlcapped
> students learn required competencies in the least restrlctlve envnronment.

~~

Student Outcomes

1.  Over a two year period a group of 83 secondary level speclal education students
made significant progress on 5 competencies selected for study because of initial -
low rates of mastery.. Before the’ program_ 3.7, 0, 0, 0, and 3.7 .percent .of the
special education students achieved mastery of the studled compeétencies. Two
years later 83, .83, 84, 87, and 92 percent of " the speclal educatlon students -
achleved mastery of the same competencles .

2. -At the begmmng of - the project, speclal education students had mastered 97
percent of the required competencies. ‘At the end of the project, all of the
special educatlon students had acqulred all of the required competencnes.» '

'3._ - Special -educatlon students' grade point average.rose from 1.35 to 2,0.‘2‘ .

4.  Special education students' average rate of absenteeism was lower than their

vpeers' average rate, and they dropped out of school at a s1gmf1cantly lower rate

than their peers dropped ‘out. -

3
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“The evaluation n;epoi't 'concluded'

_ The evndence [cited in the foregonng sectlon] strongly suggests
the project made a positive, significant and important impact
upon’ student gains in achievement of basic competencies. The
evidence also suggests that students in the caseload population
come to school more often dropout less frequently, and finally
achleve mastery of basic: competencxes. "It also supports: the

_ claim’ that the institution of inservice education in instructional
design and a monltorlng system positively impacts upon the rate
of achievement of basic competencles by ali students. (mgact ,
A Summary Report, 16) : . _ , S

. N

APPLICABILITY TO LOCAL EDUCATION AGENCIES

shown a dramatic increase in the percent-of students mastering selected competepcies,

' IMPACT has met wifh. conSIderable suceess. Speclal education) students have’
raduating class

and aside from school dropoits, one hundred percent of the 1982

acquired the required basic_competencies. All of this, moreover, was accomplished - -

~within the regular classroom setting. Because of IMPACT, mlldly handicapped students
-'do not have to go to resource rooms or special classas to receive a quality education;
- they stay in the least restnctwe envaronment their regular high school classroom. o

*

A
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TYPE OF PRACTICE R W

Alternative Assessment

RAME OF PROGRAM-.

e Kaufman_Assessmen't Battery for Children (K~ABC)

‘ DESChIPTION OF PROGRAM

Testing Theory and Application

The Kaufman Assessment Battery for Children is a newly developed assessment
device. It consists of sixteen subtests, (with a maximum of thirteen administered to any

-particular ehild) which yield results in four categories: Sequential Processing; Simultaneous

Processing, Sequential Plus Simultaneous Composite and Achievement.

. The K-ABC is designed to distinguish between intelligence and achievement. The

-subtests- used to determine sequential, simultaneous and - eomposite processing scores

~ current level of accomplishment.

¥

purposefully minimize the influence of language, verbal skills, or individual achievement
(e.g., in math and/or reading) on the scoring-of a particular. child's problem solving ability
or mental funetioning. ' : : B

The achievement “subtests on the other hand are designed to indicate fhe child's

The distiiction between intelligence and achievement is eritical to K-ABC's claim
to fairly assess a child's mental apilities by minimizing cultural bias. Yet, each category

-"is also considered equally.important to that assessment and the determination of ‘appropriate

educational strategies or interventions, = | i
o ' e w .

The K—AB,C claims to reduce cultural bias when scoring _éhildren for in't'élligence by:
1. _i:m_iAnimizing'the role of language and verbal ?Xﬁ- in the processing subtests;

2. providing a non-verbal scale that is composdd of ‘selectéd subtests that can be
administered in pantomime and responded to motorically; - '

R 5 'designing test st_imﬁli that were as'_f?aib as_.'possi'ble to .children of diverse _

5
{

backgrounds;

4. testing empirically (Réscl;—Wright) and reviewing subjectiin_aly {by two Black and
- two Hispanie .reviewers) for. item bias; ' : ' S

5. allowing a foreign language to be used to teach the tasks and accepting answers.
in a foreign language or subcultural slang; and I ' S e

6. éxcl_uding school related items and ihcludi'ng. teaching‘ items for all processing
subtests. : - .




TECHNICAL ADEQUACY

Norm Standardization

a

The K-ABC employs a norm group stratnfned usnng 1980 census data. (‘onsequently, ,
it reflects contemporary population trends more accurately than instruments based on 1960
and/or 1970 census data. The proportion of total minority children in the sample (27.5
percent) closely approximates the proportlon of school age mnnonty children in the 1980
¢ensus (26.9 percent). L _

_Standardization was augmented by stratification based on commumty size, educational

placement and parental education in addition to age, sex, and race. The proportion of
children in each federally specified minority category. (Black Hispanie, Native American,
Asian, ete), closely approximates 1980 census data for these categories and far exceeds
the proportnon}s used by tests based on 1960 or 1970 census data. :

An additional - 496 black children were tested to augment the ongmal sample of 311.
.. This enlarged sample of black children allows the black group profile to closely approximate
the characteristics' of the national sadnple for all variables prevnously specified. It-.also
“makes possnble comparison of each black child with other black “children of the same
~. socio~economic status, parental education, ete., when determlmng norms and companng a
“child's performance to those. norms. ) :

K-ABC Results for Minority Children Compared
“to Other Instruments (Partncularly WISC-R)

Whlle scores for mnnonty children - tested with the K-ABC. (partlcularly for school-
age children) continué to be lower than those for white children, black group mean.scores
are considerably higher than mean 1Q's for. ‘Blacks on other instruments. Black-White
dnfferences( are approximately half the dlfferences found on, the WISC-R. Of particular
note is the isolation of achievement- seores from mental processing scores and the consequent
" ability to determine how the traditional lack of verbal/language skills depresses minority
© full scale IQ results. The K-~ABC identifies weaknesses in thé domain of achievement
while minimizing the traditional effect of a lack of- school-related skills on the assessment -
of a partlcular child's mental functlomng abilities..

- This dynamie is also evndent when' companng Hlspanlc chnldren's secores to those of
white children. Hispanic children averaged two to three points. below white children
across the entire two and a half to twelve and a'half age speetrum on the K-ABC test,
" but eleven points below white children on the WISC-R. In addition, an investigation of '
the subtests for each of these two instruments 1dentlf1es the primary source of this
discrepaney as the linguistic demands and cultural content -of the WISC-R verbal scale as
. opposed to the K-ABC. The K-ABC provndes Hispanies the opportunity to produce scores
of mental functioning relatively independent of lnngunstnc/cultural bias and concommitant
test score penallzatlon. ‘

For Native-American chlldren this comparative test-result proflle is largely replicated.
- One example of this is the mean Native American WISC-R Verbal IQ score of 74.9 compared
with a mean performance 1Q of 102.8. In addition their low K~ABC scores’ on Word Order
and Riddles provide further indication of cultural disjunction as opposed to low intelligence.

~

~
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The influence of this dynamig may - explain the differences between Native American
test scores for the WISC-R and the K-ABC which range from a minimum of four points
(for Sioux children) to as high as seven points (for Navajo children).

APPLICABILITY TO LOCAL EDUCATION AGENCIES

Central to the issue of K-ABC's claim to more accurately assess a child's intelligence
by minimizing the depressing ‘effect on test scores of achievement criteria (and a
concommitant presumption that such criteria often reflect cultural bias) is the predietive
validity of the theory that separating, achievement and intelligence results In _a more
accurate assessment of a child's level of ‘mental functioning. - 2 S

-
.

Separate assessment of achievement and intelligence may be an ‘effective means of y
~-accomplishing this but it is obvious that at some point the relationship between intelligence
 and achievem'ent,{ must be re-integrated. ‘ . s :
Children determined to have low levels of achievement but comparatively high levels
"of intelligence must be found, after an' acceptable period of ‘educational intervention or -
remediation, to reflect this assessment. There is always the possibility that in attempting
to minimize the effeet of cultural (or achievement) bigs on cognitive tést scores, smaller
diserepancies in secores between minority children and white ‘children will- be generated
without actually improving the accuracy. of cognitive assessment. Sl Lo

This issue will be resolved by research which cor'relgtés K-;-ABCjir‘mfé“llig'é'nce _,s"q'bre'él.'w

for, minorities and non-minorities with later achievement comparisons between ‘the same .. -

groups. To date, ‘while some research addressing this “issue has -been conductid, it. ‘hfas‘
not been, in our opinion, adequately extensive (in number of  investigations condueted or
children tested) or significantly conclusive. ' - - :

If K-ABC assessments of children's (both Black ‘and .White, separately and -
- comparatively) intelligence correlate predictively with their development, given educational .
interventions deemed appropriate by analysis of the profile. geneérated for the child by

~-ABC, this would provide significant validation ‘to the- theory behind the presumed efficacy
of this practice. P TR S _

A .
.z

' ADDITIONAL COMMENTS

K-ABC's_initial  availability to educéiors_is oceurring currently (Spring,. :1983§‘f6r
implementation in September, 1983. Training programs and wqr\kshdps-,'-:iﬁcluding its

theoretical -foundation, history of test development (including validation’ data), - test.
administration and scoring, interpretation of results, and applicability '(through. appropfiate

educational strategies and/or interventions) are being conducted nationally in },hg-ﬁinter_im. <

Howevér’, this means there are no sites presently employing K-ABC as. "ti":g:*ll‘rﬁent,
non-experimental practice. = - o o E

. .j.
13

Data used are from the four.year testing perfod (1978-1982) 'co,nd‘ucted '.at"‘;"'émyc')ng" .
others, sehools in Chicago, Illinois; Albuquerque, New Mexico; Broooklyn, .New York; and
. New Orleans, Louisiana. , : ' : : T S

.
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Actual costs for tralmng, purchase of materials, admmistratlon, ete., cannot be
determmed at this time. HOWever, indications are use of K-ABC Wlll incur costs competitive
© with ’other widely dlssemmated instruments of thlS kmd R

. ln addltlon, mterest among educators Seems w1despread and it is expected K-ABC
will be operatnonal in a significant number of ‘educational programs come. September.

2.
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