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Instructional Excellence

"Excellence occurs when the instructional svstenm
is able to provide the individual learmer with an
appropriate level of challenge and a realistic

opportunitv to succeed on a frequent and continual
basis for each instructional goal in the program."

Spady (1984)
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Consequently, toaav CBA means at least three different things based on
its treatment in the current literature (Marston, in press):
Curriculux-based Assessment as used to provide a basis for Specific
instructional Planning (Gickling & Thompson 1985; Hargis 1987);
Curriculum~Based Measurement (Deno 1985); and instructional consultation
based on data drawn from student performance in the curriculum
(Blankenship 1985).

assessaent, I would be cheering.
there is 3 tenaency toward reduced
their uge.

something that thev know only a lic As the saving goes, a
little knowledge is a dangerous thing. Without an adequate understand~
10g of what is invoived, tne Daive iistener or reader can pick up on the
excitement, learrn the wotrds, and use them ty impress his/her associates.
You can be in without knowing what vou are 1nto.

And before you know it,

professionils wnc recogn

term have incorporated t old program trat was
never effective~~cld wine in new bottles, if you please.

unsuspecting public sees the ne

takes it up eagerly.

never did! But now the idea that doesn't

The logical leap is inevitable~~"CBA doesn't work". And then 3
generalized judgment is quick to follow--"CBA is just another one of the
many fads which have come and gone."

While it 18 true that the assessment

under the term "curriculum~based assessaent" are not new, and while it is
just as true that they are simple and effective, that does not mean

that they can be implemented vith ease. There are a number of issues

that must be addressed wnich is training (Coulter,
1985).

So, before proceeding anv further, let me clearly define just what CBA is
to me, as well as stating wnat we intended it to be in the beginning.
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There are three vital POINts 1n tnat aefinition: First CBA ;s a procedure
for determining the instructional needs of a student. Assessment data,
even if 1t is drawn from tne stuaent's performance in his curriculum,
that does not translate directly into instruczional Strategles to

—== ot
improve that student's periormance is not CBA according to this
definition. It may be curriculum-based measurement and very useful in
making decisions about the student's program or placement, but unless the
data provides a direct 1link to instructional Strategles, it is not
Curriculum~based Assessment.

Second, this definition is drawn from the student's on oin
performance. Assessment of ongoing performance implies a frequent
measurement of student bekavior--certainly not a quarterly or annual
review. "Frequent" means daily or at least several times per w:ek.
Eeffective instruction provides for consrant assessment.

Finally, all CBA data is drawn from the student's performance within
existing course content--that means fror within the curriculum of the
educational program of the school which the student attends. Obtaining
performance data from an alternate curriculum or from some standardized
item-pool of controlled instructional objectives is not
Curriculum-based Assessment.

The consultant uses Curriculum-based Assassment, as thus described, to
help the teacher determine how the student is performing in the required
coursework of the school, whether or mot that pertormance is at the
"instructional® level, what the instructional level is, and whether or

not performance improves with appropriate instructional intervention.

It doesn't matter whether vou call the process CBA, CBM, consultation,
old-fashioned teaching, high-tech instructionetics, or direct imstruction
and feedback. What matters 1s that you frequentlv obtain data from the
student's performance in his required course of study and use that data
to guide his instruction in order to improve his performance.

Curriculum-Based Assessment and Special Education

Formal special-education programs have provided many excellent approaches
to meeting the individual needs of the students wno need an extra boost
to succeed in school. This is especially true with Tespect to programs
for students who have self-evident, primarily physical, handicaps,

(1.e., for the blind, deaf, and orthopedically impaired), as well as

for the severely and profoundly handicapped persons who look to the
schools for services which unt{l recently were not available to them.

But such students account for ]ess than 22 of the total student
ecrollment (U.S. Cffice of Education, 1988). For most of the remaining
982 of the students, however, pull-out programs. including special
education, have not demonstrated any unique services which can be defined

unequivocally by imposed eligibility requirements (Peterson, 19§9; Wang,
Reynolds, & Walberg, 1986 & 1988).

0
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The assessment of student characteristics plavs a central role in the
determination of which students receive special assistance and which
students do not. To understand the roll of assessment in educational
programs, this paper will begin by presenting three contrasting
perspectives: assessment for placement vs. assessment for
instruction, education for the handicapped vs. special education,

and bureaucratic form vs. educational reform.

Assetsment for Placement ¥s. Assessment for Iiotruction

It is a mistake to assume that student assessment and the
special-education placement process can be viewed Sseparately froa the
classroom instruction that is being conducted both in regular and special
education within the school system. There has been a proliferation of
literature relating to the referal-to-placement process in special
education. To understand the issues being presented in this paper,
however, it is important to differentiate between two functions of
assessment vithin the referral-to-placement process: (1) the collection
of data essential for planning an effective instructional prograa foi the

individual being assessed, and (2) diagnosis for the psrpose of placemen:
eligibility (Tucker, 1982).

The diagnosis-for-placement functions of assessment have been heavily
criticized; so much of the available resources are taken up in the
diagnosis of handicaps that little effort can be expended in collecting
data for programing (Mercer & Ysseldvke, 1977; Gickling & Thompson,
1985; Galagan, 1985; Will, 1986; and Squire, 1987).

Most of the literature relating to the referral-to-placement process in
special ed cation has dealt with the diagnosis-for-placement function.

More specifically, the topics emphasized have been 'non-biased
assessaent" (Duffey, Salvia, Tucker, & Ysseldyke, 1981), the assessment

of adaptive behavior (Coulter & Morrow, 1978), and the determination of
learning disabilizies (Ysseldyke, 1983). Much less attention has been
given to the programing function; notable exceptions are beginmning to
appear vith increasing frequency; examples include Deno, 1985; Germann &
Tindal, 1985; Peterson, Heistad, Peterson, and Reynolds, 1985.

There is little evidence that assessment which is intended to diagnose
the handicap of a student provides data relevant to the oducational
intervention needed by the studert (Jenkins & Pany, 1978; Galagaa, 1985;
Gickling & Thompson, 1985; Webster, Mclnnis, & Craver, 1986). For
example, the simple determination of whether or not a student ig mentally
retarded or emotionally disturbed camnot, by itself, give relevant
program recommendations for the individual. Such recommendations come
from direct observation, froa clinical experience, or from some type of
criterion-referenced assessuent within the context of the student's
curriculum (Latham, 1984; Tucker, 1985). and, typically, assessment
performed for programing purposes is not sufficient to determine if a

¥
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student is handicapped in terms of state and federal eligibiliey
requirements.

Specisl Education vs. Education for the Handicapped

It i{s also necessary to distinguish between “special education" and
"education for the Pandicapped", since these terms often represent the
context for assessment for the student who is experiencing difficuley.
There is a tacit assumption that "handicapped" students need something
special in education. The flip-side of that assumption is often
expressed by the absurd conclusion that a student who needs Something
special {n education must therefore be handicapped.

The two terms special education and education for the handicapped ure

so often used interchangeably that the fact that the conditions which
they describe are quite different is not alwavs apparent. Every child
needs something special from time to time in order to get over or around
some obstacle in his educational development. So education that ig
special is a universal need of all children. Confusion arose when

the rerm Special education became restricted to referring to those
services provided to students identified as handicappeu. These questions
need to te asked: What is special about the educational needs of
handicapped stuaents? Are tnere identifiable differences between the
teaching that goes on in a regular classroom and that which takes place
in a special~education class?

It is clear that in most instaaces there is a difference in class-size
between regular- and special-education classes, a fact which raises
another point. Based on a massive amount of data analyzed by Glass and
Smith (1378), Cahen and Filby (1979) presented convincing evidence that
class size alone mav account for a significant advantage to those inp
classes of fewer than fifteen. Has anyone put forth the hypothesis that
special education provides little more than an acceptable rationale for

providing smaller class-size (and the Tesultant smaller student/teacher
ratio)?

But it 1is said that handicapped children Deed a lower student/teacher
ratio (smaller class-size). It is obvious that some types of special
assistance to students require that the service provider work with very
few studente at a time. But is that condition not also true with a
student on the swirming team who needs special coaching to correct a
particular fault, or when special tutoring {s required by the trumpet
player in the marching band who cun't seem to play and keep Step at the
same time, or when private coaching is needed by the student chosen to
represent the scnool on the debating team? The list is endless. There
are many types of students that need special help on a very low
student/teacher-ratio basis. Why should a student witl this need in
academic areas be singled out as suspected of being handicapped?
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True, the blind child needs braille as well as orienta.ion and mobi{lity
training, the deaf child needs special services related to his hearing
loss, the speech-handicapped chlld needs Speech therapyv, and the
emotionally disturbed child needs emotional support and counseling. And
the provision of these services often Decessitates a low student/teacher
ratio. But has anvone ever locked at how many "non-handicapped” students
also need emotional support or speech therapy?

Is it possible to think in terms of Services as needed by all children
rather than as they are needed by a special group? Consid;;-tranoporta-
tion, for example. It is often an issue for the handicapped. The simple
fact {s that a non~ambulatory person requires special transportation—
President Roosevelt did, and so does Governor Wallace of Alabama.

Equal treatment for all citizens, including the non-ambulatory, would
require that each individual have an opportunity to attend school and to
be provided with public transportation, regardless of any other factor.
There is no need to invoke one of the stgndard handicanping conditions in
order to provide needed transportation. The need is self-evident, and
that should be enough. Yet here is wnere an abuse of Proper assessment
comes into play.

In order for a student to receive such special transporzation, he or she
often has to fit the eligibility requirements of one of the handicapping
conditions. This means going through a time~consuming and expensive
appraisal process, yielding data irrelevant to_the need for the service
to be provided~-in this case, transportation.

To be meaningful, assecsment snould be performed in terms of the
Student's need and in terms of the intervention that is needed to
Overcome the barrier to success in education being experienced by that
Student (Grayson, Armald, Hocevar, & Starr, 1980; Gicklingé Havertape,
1981; Salvia & Ysseldyce, 1985).

It 1s also said that handicapped students require specizl medical
attention, such as physi:al therapy, medication, and dietary supplements.
How does that differ from the special treatment and dietary assistance
provided to athletes as part of the school's physical education and
health programs? Health-related services are an ongoing part of normal
school routines, as any school nurse can report. They are not limited to
the handicapped. How can we continue to justify the extensive anount of
time spent in irrelevant assessuent done only for the purpose of
deceraining the eligibility for the service that a student needs.

The term special education, then, has come to mean a Testriction of

these gpecial services to only those students who meet certain irrelevant
eligibility requirements. Unless vour child is handicapped, gifted, or
in some way exceptional as defined by the eligibility criteria, he may
not receive the special assistance that he needs (Mercer, 1973; Hobbs,
1975; Wetierly & Lipsky, 1977; Tucker, 1980a, Gartner & Lipsky, 1987).

ERIC ‘j
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The possibility should not be overlooked that this limitation of special
services is a means of restricting the expenditure of what 1s, in fact, a
limited amount of money. There {s face validity {n such a limitation of
funds for the special needs of che "handicapped". Originally, the term
handicappsd was defined to include those who were obviously ang
physically handicapped (i.e., the blind, the deaf, the crippled) and
needed specialized equipment and facilities in order to receive the
benefits of a formal education.

But in time other types of conditions vere listed under the definition of
"handicapped” and the resulting complications have been extensive. First
the "mentally retarded' were included, then the "emotionally disturbed’
and the "brain-injured" were added to the list, and, finally, the door
was opened wide with the inclusion of the "learning-disabled". There is
Do attempt here to indicate that students currently defined as learning
digsabled do not have very real needs—because they do! But is there
anything about the assessed characteristics that enable the schools to
Provide better instruction to overcome the disabilities identified?

It is interestin that "learning-disabled" was not even proposed as a
handicapping condition to begin with (Wiederholt, 1974), However, unless
included in the definition of handicappec, there would be no special
assistance (special education) for the children who had become known by
this designation. So, with the urging of national advocacy groups, the
learning disability category was adaed to the list of handicaps fcr which
federal assistance would be provided. aAs a result, the mass of ¢ _udents
who Were referred for classification as learning-disabled was so great
that there were pnot enough funds to provide what was perceived as the
needed services. Soverning bodies either placed a funding cap on the
special services, thereby limiting the number of Students classified as
learning-ditubled, or they encouraged regulations which set a statistical
limitation within the eligibility ecriteria. The latter, which was the
most common form of limitation, significantly increased the workload of

The federal goverament imposed an additional, and often overlooked,
restriction on the eligibility of students for services as handicapped
students. Prominent {n the regclations for Public Law 94-142 is the
requirement that any handicapping condiiion which a student has must be
"adversly affecting his educationmal performance" before he or she can be
eligible for special services. Thue a child must fail in school before
he is legally eligible for "speciai" education, and then he has to be
declared handicapped in order to get service (Reynolds & Wang, 1983). It
is no vonder that we have so manv questions about our assessment
practices. The child may be failing and need help badly, but before °
can determine the nature of his needs, we have often exnausted most ot
the available assessment resources in just deteruining whether or not he

L
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And with all of the assessment activitv that goes into the making of
these eligibility decisions, there are still virtually no data being
collected on the conditions within which students are sSupposed to be
learning. The data that has been collected often reveal situations where

(Latham, 1984) and where the student i{s being asked to perform at

inhibiting levels of frustration when the actual ability of the student
1s quite normal (Gickling, 1985).

Bureaucratic Form vs. Educational Reform

School systems are bv nature bureaucracies. 4 discussion of school
SySte€ms must take into account the bureacratic point-of-view, a view
which tends to emphasize issues which ofven do not address the quality of
iostruction as a way of obtaining the desired product of education. For
example, when a problem in education is raised for discussion, its
definition and its proposed solutions will pe quite different for the
pure educator as opposed to those of the dedicated bureaucrat.
Admittedly, there :s a little of the bureaucrat in every successful
educator, and there is at jeast some educational idealism in the
sensitive bureaucrat. But for the purposes of this discussion it will be
helpful to contrast the tWwo perspectives as though thev are pure.

To demonstrate this point clearly, Table 1 presents several often-stated
"educational" problems that need to be addressed bv iocal, regional, an4
national policy. The bureaucrat tends to define educational problems
like this:

- The prograz is too expensive;

~ There are too manv referrals to special education;

~ The Learning-disability definition is pot definitive;

= A decline in mean standardized scores of the district mnakes it

difficult to defend current educational programs.

The educator tends to define the same presenting problems in
instructional terms rather than in terms of policy and funding patterns.

As 2 Tesult of tnese two differing points—of-~view, the proposed solutions
are also quite different. For example in the case of the first problem
(the program is too expensive), the bureacratic solution is simple=—cut
the funding. On the other hand, the educational solution is quite
comr'icated but i{s probably more effective in the lezg run in terms of
accountability because it relates directly to outcome-based measures and
to the goals and objectives of an educational svscem. Student assessment
is one of the pervasive issues in educational systems Where the
resolution would be better served by seeking an educational solution
rather than continuing to search for a better bureaucratic alternative.

One of the ways to consider the differences between the educational and
burercratic points-of-view ig to examine the differences between the
[]{Ik: stated objectives (rhetoric) of an educational system znd the actual

A 1i
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Table 1: Educational problems anc their proposed solutions as

tontrasted by bureaucratic and educational points=-of

~view

Educational problem
Statement

Bureaucratic
Point~-of~
V'ew

Educational
Point-of-~
View

Education {8 too

ezgensive.

tudent achievement is
ageclining as measurec by

Sscores on achievement
tests.

There are too manv
referrals to special
education.

Wavs should be
found to reduce
spending or to
cut staff and/or
services.

The funds
allocated for
education need
to be studied

to see if there
are ways to in-
crease services.

The special edu-
cation policies
need to be
revised to tight-
et special educa-
tion entrance
criteria.

Ways should be
found to
improve the
quality of {in-
struction wnile
maintaining or
reducing cost.

Classroox
instruction
needs to be
studied to see
if there are
wavs to in-
Crease output.

The specific
instructional
needs of the
students being
referred need
to be address-
ed in a more
effective
manner.




Guiding lustraction Effectivelv Tucker - 12
By Using Curriculum~based Assessaent

practice of that svstem. Several vears ago a -emarkable statement wae
made by three of the leading speciali-education policv analvsts in
America:

"One of the major tasks of human services policy analysis is to find out
how a system actually works, compare the results with what the forma]
rhetoric says about how the svstem should work, determine whv it vorks
differently, and then recommend the changes that should bYe made to allow
the system to work more in accord with the formal rhetoric.

"Fifteen vears of research in this area has turned up a number of factors
that influence how a large service system actuallv works and whvy it
produces 'unintended results'. A few of these 'results' are suggested as
follows:
~ Pre-eminently, service {s performed urere the money is,
regardless of whether the rhetaric says the service should be
performed somewhere else.
~ Professionals provide the services they know how to provide
regardless of what the recipient of service may need.
~ A8 a corollary service systems serve those wno come to the
door, regardless of what thev require.
~ Historically, established service systems (and the interests
taat represent them) act as if their first duty is to survive,
whether the rhetoric savs they should survive or nnt.
~ When service personnel are faced with the choice of documenting
compliance (as a condition of funding) or providing the
services defined bv the rhetoric of the svstem, they will
document compliance first.

Wher faced with a choice of recipients who are 'easv' or 'hard'
to serve, and formal rewards for dealing with each are equal,
the service person will choose to deal wvith recipients who are
easy to serve.

If portions~-or all=-of the service system are seen as a 'free
lunck', they will attract extra use, whether the Services are
needed or not." (Reynoids, Brandl, and Copeland, 1983, p. 13)

The implicit assumption of current papers sucl, as the one from which the
above quotation is taken is that special-education practice has
over-extended itself. This condition would not Decessarily be a problem
{f rhe results were in accordance vith the stated (or unstated) goals and
objectives (rhetoric) of the svystem. There is growing support, if not
definite evidence for the belief thar all is not well in that department.

Madeleine C. Will, former Assistant Secretary for the 0ffice of Special
Education and Renailitative Services, U.S. Department of Education,
spoke of the "mixed results" of special-educatior programs ratner tham of
the "unintended resujis". Referring to the rhetoric as "the goal", she
made the following statement:

et the complete fullfillment of the goal eludes us. 1In
Q reality, the reviews of these separate special systens

ERIC 13
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submittea bv Darents, teacners, 4nc aamitlsiralors sav

clearlv: Programs have achievec mixed results [Or some
children.” (Will, 1986).

Gerber (1984) in his analvsis of the U.S. Department of Education's Sixth
Anaual Report to Congress on P.L. 94-142 details a number of general

problems in looking at special education programs from th bureacratic
point of view:

"Relatively slowv progress in develcping nevw knowledge
about special education practice, as distinct from know-
ledge about specific individual differences, instructiomal
techniques, or local programs, has created a conceptual
vacuua in the field wnich tends to be filled bv bureau-
cratic form rather than educational substance.” (p.210)

'"Despite major attention in this report to compliance-
focused #valuation scudies, it is dubious wnether any
substa-_ial empirical basis vet exists to support our
current national special eaucation policv." (p. 223)

"Failure to build a stronger research base will ultimatelv

trivialize both special education research and practice."
(p. 223).

Scriven (1983) sums it up this way: "I cannot sav what I think the
pessimist could sav apout research and practice in special educaZiom at

this point, but I think the optimist couid sav that we have a wonderfui
opportunity to start ail over!" (p.84).

Curriculus-Based Assessment

That there is a problem, no one now seems to denv; wnat the nature of
tne problem is, however, still stirs the strong fires of comtroversv at
the conference table and at the professional meeting. It is the
assertion of this paper that simply adding curricuium—based assessment
to the way things have been done can go far toward providing an
effeccive solution to the dilemma tha. iS so hotlv debated.

In the absence of data, subjective argument reigns. Since it is readily
admitted by all of the players that data is lacking, let us consider the
possibility of at least adding mechanisms for the collection of data
vnich will answer most of the questions about whether or not our

educational programs are working in accordance with our stated goals and
objectives.

Iz should be notea here, nowever, that the simple addizion of data
collection proceaures will not change the educational goals and
objectives. There has to be, in some cases, dramatic cnanges in the
expectations of students before their potential can be realized.
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In one school svstem wnere I was serving as a consultant, the special
education program was verv well in piace with an ageguate and highlv
trained staff. This particular school served the more seriouslyv
handicapped (frequently classified as trainablv mentally retarded).
Also serving the same students, althougn not part of the formal
lnstructional program, was a group of "Foster Grandparents". It was a
revelation to me that in geveral instances, Foster Grandparents were
able to teach their assigned students to read! In checking into the
nature of the current school program for these students, I discovered
that they had been in reading readiness programs for vears but that they
had not been deemed successful to a point where actual reading
instruction could begin. :

There is something missing in the fundamental philosophy as well as in
the assessment procedures of a svstem which allows a Stuaent that 1s
capable of learning to read to be maintained for long periods of time at
a level significantly .elow his or her ability to perform.

Some time ago, . Jay Samuels was asked by the National Institute of
Education to interview the staff mempbers of the Congressional education
committee to determine what they meant by the term "basic skills" after
funds were allocated bv Congress to izplement the Basic Skills act. It
vas not at all surpising that there was wide divergence in what were
vieved as "basic skills", put Samuels (1984) reports that generally the
sikills fell out in the five traditional categories of reading, writing,
aathematics, speaking, and listening. Relating to the first three of

these as "human inventions wnicn are found only in literate societies",

Sazuels nskes the following remarkable statement

"...even modest IQ levels, within the 350-70 range of

educabie retardation, seem to be sufficient for

mastering the basic skills which originate througn
human invention."

"Why then, one wonders, if the basic skills can be
acquired with I1Qs in the 50-70 range, are there so
many children wno fail to master them despite having
levels of intelligence substantially higher?" (p. 18)

Samuels goes on to answer his own question by asserting that the problem
is one of instruction. It is not safe to make categorical statements of
simple solutions to complex problens; but, generally speaking, Samuels

offers, three things that teachers can do to help students master the
basic skills:

"(1) motivate the student, (2) bring the student to
the level of accuracy in the skill, and (3) provide

the praczice necessary for the skill to becoame
automatic." (p. 7). 1-'
%

These three points will be expanded very briefly {n terms of an approach
to instructional assistance that has proven very effective where it has

beet used. Under the general term "Curriculum Based Assessaent” a numder
of imvroved instructional skills apnd ideas have been sroffered.
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Curriculum~based Assessment does not represent anv one particular model
of testing or instruction; rather it prefers an approach to instruction
where the material to be learned is used as its own measure of the degree
to which it has been learned--teaching to the test, if vou will. The
concept is not a new one, but some of the techniques that are used are of
recent vintage. The reader is referred to the November, 1985, issue of
Zxceptional Children for an extensive coverage of the various forms

of curriculun-based assessment (Tucker, 1985). For the purposes of the

foilowing discussion, however, only a limited view of the subject will be
.Jdressed. ’

1. Motivi e the Student

Concern for student motivation often Stresses environmental and emotional
factors, leaving the least amount of emphasis on the effects of the
difficulty of the content itself. Years ago, Betts (1952), introduced
three levels 5>° instruction which are quite well known but seldom used in
the context of instructional motivation. First applied to the studv of
how students learn to read, Betts gave us "instructional, independent,
and frustrational" levels of instruction. When first introduced the terms
were used to designate the percentage of known words in a3 passage and the
amount of comprehension: instructional level was represented bv 951 known
words with at least 75% comprehension; independent level raised the known
words to 98X and the compre-susion to at least 90, Iz Betts' opinion,
f.wer than 90 known words . less that 502 comprehension represented
the frustrationzl level--the level at which learning is inhibited due
simply to a lack of sufficient information to perform.

Edward Gick)ing has taken the concept presented originally bv Betts and
applied {t - clussroom instruction in general, making it one of the most
poverful tcn!, for effective instruction to be presented in minv years
(Gickling ¢ Ttompsosn, 1985). Basically, however, the ideas developed by
Gickling . -71t v :n tne concept of frustration as a function of
aotivatic. f a student is being presented material to learn at a level
of "stim' ' u» ,verload”, frustration sets in and i{s an immediate inhibiter
to further uittempts at learning the material. Whereas vhen tne amount of
"unknown" material in a given assignment or unit of instruction is
reduced to be within the bounds of the "instructional level”, the
student's natural drive to learn emerges in a "born-again" fashion which
is remarkable to observe. A number of striking examples are preovided in

two of Gickling's publications: Gickling & Havertape, 1981; and Gickling
& Thompson, 1985.

Conseguently, in addition to all of the social, emotional, and
environmental conditions that affect motivation, it can be snown ~hat the
instructional qualities of the content :o be mastered has a dramatic
effect on the initial motivation necessary to yvield its masterv.

15
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2. Teach to Mastery

'"Mastery teaching" is now so vell understood that it hardlv deserves
@ention here except to make one point. The term mastery can be defined
(or defiled) by bureaucratic interpretation to mean something that it ig
not! For example, it is becoming more common to hear Statements like
"70Z mastery” as a criterion for success. That is ]like saving someone is
702 dead! Such misuse of a very effective term eliminates its usefulness
and effectively returns its users to the days when "masterv teaching" was
not generally regarded. "™Masterv" peans precisely that--mastery!

Nothing short of 100% is mastery. 4 bridge reachiag 70% of the way
across a chasm is a bridge to nowhere!

"™Mastery" is one of the foundation principles of individualized
instruction. Goals and objectives are written in terms of facts,
concepts, and instructional units to be mastered. Unless the basic
content to be learned is completely understood (mastered), it {s
meaningless to practice it until it becomes automatic.

3. Practice Until the Skil] Becomes Automatic

Once a given skill or fact ro be learned is completely understood and in
place, it can be iost in a relativelyY short time unless practiced
consistently snd reinforced over time. That fact is basic to the folk

visdon which gave rise to the Statement "practice makes perfect". Or, as
I am often told, "practice makes permanent; perfect practice makes
perfect".

Unfortunately, in current classroom instruction, while opportunity for
practice is provided, there appears to be less and less assurance that
the facts and skills to be practiced have been mastered. So, a
discussion of practice is inextricably tied to mastery. At this point a
short perspective from history may be in order.

Some of you reading these words may have attended school more than 20 or
30 years ago and may remember some of the ways in which igstruction was
different thea from now. Traditionally, students performed their
practice on individual slates which they held in their hands. The
teacher would review the work of each student before it was erased. An
improvement in this procedure was introduced by the chalkboard (called
first the "blackboard"). Many of You will remember that everv elementary
school classrcom had at least two valls and often three walls lined with
chalkboards. Nearly every subject area was taugnt {n the folliowing
manner:

The teacher would go to the board and demonstrate a given skill or fact
to be learnmed, e.8., diagraming sentences, spelling, addition,
fractions, and so forth. Onpce the teacher had presented the content to
O . be learsed and felt sure that the students had at least a basic
ERIC ,-

IToxt Provided by ERI
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understanding of what he/she was talking about, the stuaents were all
sent to the chalkboard. Then the teacher, with full view of everv
student at one time, would give out examples of the content to pe
mastered for the students to work on. Sometimes everv student would have
the same problem to be solved or word to be spelled, sometimes each
student would be given a different bit of the content to be mastered.

But always the teacher was looking for one thing: masterv of the

concept, fact, or skill. When the teacher was satisfied that the
students understood what was being learned, they were then glven seat
work to practice! .

Following initial practice, examples of the various skills, facts, or
concepts learned were sprinkled into the subsequent lessons to reinforce
what was learned in the past and to maintain the highest level of
retention. It was and still is a simple and effective method of
following what Samuels asserts are still the steps in effective teaching.
Also, the practice described above represeants the essence of
Curriculum~based Assessment.

It is uvusual, if not very rare indeed, to find a classroom todav wnere
these effective practices are being carried on. This writer believes
that there is one primary reason—DITTO SHEETS. The invettion of the
ditto master and ditto sheets for seat work appear to have occurred
simuitaneously with the demise of the chalkboard as a tool with wnich
students can demonstrate their abilities. Unfortunately, over time, the
ditto sheets have repiaced the more eifective method, and the "unintended
result” has been for -lassroom instruction to place more and more
emphasis on practice and less and less on teaching .o mastery.

Fortunately, there are alternatives which can be used without having to
go to the expense of replacing all of the chalkboards-=-though this author
thinks that such wmight be an alternative worth considering. First of
all, ditto sheets can be used effectively if they are used in the mannmer
of the traditional hand-held slate. The teacher should check each
student's work as the student is performing it. If mistakes are being
made, they can be caught and corrected before the mistake has been
practiced to a point _")se to indelibility. Remember practice makes
permanent--even when the skill, fact, or concept is the wrong one.
Whatever is practiced will be retained. It is of paramount importaance
that what 1s practiced be right to start with.

Also, vith the advent of classroom computer technology, the same methods
of teaching used by my teacher with the chalkboard becomes viable on the
screen of the computer. The computer lends itself extremely well to
insuring that the student not be allowed to practice until masterv is
attained.
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Current Trends Relative to Pull-out Programs

Perhaps a good way to summarize what has been discussed so far is to make
the point that as a result of a number of evolutionary changes in the way
scnools do business--evervthing from the introduction of ditto sheets to
the provision of federal aid for certain classes of children, there has
arisen 3 completely new element in education=-one that simply did not
exist prior to the inception of such elements—the pull-out progranm.

The more funds that were made available for students who were viewed ag
having problems that made them eligible for special pull-out programs,
the more students were found eligible for those programs. In addition to
special education for the handicapped, we have programs for the gifted
and talented, programs for those who Speak a different language, programs
for those who need remedial reading and mathematics, programs for those
who are from lower socio-economic stratas of society, ad infinitum.

And what has been tne effective result? It is not within the purview of
this paper to evaluate the results of such programs, but it i{s worth
pointing out that policy evaluators and administrative policy consultants
wvho are having an impact on the future of educational policy in America
are making some very strong sStatemer:s about the pull-out programs.

“The identification, evaiuation, placement, and
monitoring of these children often refiected the
stereotypes held by teachers and evaluation personnel
for race, sex, test scores. social ciass, ethnic
background, and even physical attractiveness. . . .
Moreover, negative labeling often produced negative
expectations for these children: and once in special
placements they tended to remain there, seidom
returning to regular classrooms. There educational
developmenr was often minimal, and the likelihood was
high that they would leave school to become dependent
adults." (Lynn, 1983, p. 32).

"It is rare that IEPs lead to a diploma or other
official certification of completion except for the
plans themselves. Given the fact thar most children
in special education programs are diagnosed through
tools that are not fully developed, we simply may be
providing a rationalization for lower performance by
students, teachers, and the school system as a whole."
(Macchiarola & Bailev, 1983. p. 141).

", [Wie ca . . . help all children whose level of
inteliectual functioning is 50-70 IQ points {to]
master the basic skills without recourse to pull-out
programs or tracking." (Samuels, 1984. p. 18)

13
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Two of the leading proponents of improved classroonm instruction as an

integral part of special-education reform are Maynard Revnolds and
Margaret Wang.

“The prevalent practice in special cducation is to
make special programs available to exceptional
children after they have fallon so far behind that
they are full-blown casualties."

"We should ghift the emphasis from 'input' to

'outcome, * however; that is, we should Justify funding
by demonstrating program effectiveness, fncluding
decreases in the numbers of children with learning
handicapping conditions." (Reynolds & Wang, 1983. Pp.
199 & 202; emphasis supplied).

programs where the payoff is ip outcome measures as vpposed to the
nuabers found eligible for pull-out programs. It is worthy to note, in
light of their statement above, that in school Systems cited where
improved classroom instruction {is promoted and supported in a school

Ssystem, there i{s an accompanving decrease in the the number of students
referred for srecial education.

Caution is advised here, however, lest Some school official put on his or
her bureaucra:ic Spectacles and view the measure of success as being a
reduction in the special-education referrals. While a reduction in the
number of students classified as handicapped in order to receive special-
education services is 3 desirable goal, such a reduction should be the
result of an improvement in the quality of instruction overall, not a
simple reduction in numbers. It isg quite possible to effect a reduction
in referrals to special education by fiat without achieving any

appreciable improvement in the overall quality of instruction for those
students who would have been referred.

Curriculum Casualties

The current educational perspective relative to changes in education and,
in particular, to pull-out programs can be very practical and very
effective. For cxample, Gickling & Havertape (1981) coined the term
"Curriculum Casualties” to describe those students who were not
Succeeding in school due to the lack of effective instructional
strategies, Subsequently, Gickling and others have observed that the

rather than "handicapped" students in the more traditional sense.
Remember that public policy currently states that a student is not
eligible for special education placement under the provisions of P.L.
94-142 unlees he or she is Dot only handicapped according to current
criteria, but that he or she 4130 needs special education. Untj]
effective instructional strategies have been attempted with a referred
student, there is no way to make such a d teraination. And we have

{
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consistently found that instructional jaterventions known to be effective

in cases similar to those of referred sStudents have not been used with
the referred student.

y 8

providisg an alternative to special-education referral hag nov been in
force in school districts across America for more than five years. Where
pre-referral intervention has been put into place, the number of
referrals to speci.l education has always dropped dramaticallv. 1In one
urban Midwest city, 39% of students referred were taken care of before
referral to special education. One state instituted pre-referral
intervention by legal mandate and saw the referral rate for the entire
state drop by more than 302 over a three-year period.

Curriculum casualties can be salvaged by changes in the wav in which the
curriculum is addressed in a given school systen. Thus curriculum
casualties become curriculum cures and provide evidence that quality
instruction may be the answer to what appears to be a deteriorating
product of education ip America. But remember that achieving this goal
is not as simpie as it sounds. There are rarely simple solutions to
complex problems. I: took education vears to get to where it is, and it
cannot get to a new and better Place overnizht.

Instruetional Level

Basically, the whole concept of instruction that is enhanced bv CBA rests
on the finding that students appear to learn better when taught at the
"{nstructional" leve] (Betts, 1952; Gickling & Havertape, 1981; Hargis,
1987). Specific methods of determining the instructional level can be
found in Gickling & Havertape, 1981; but, in essence, the instructional
level is, on the average, that level at which a given student already
"knows" 93% to 97% of the material to be read or 70% to 852 of the
material to be practiced iy drill. The classic study reported by
Gickling and Havertape (1985) and shown as Fig. 1 on the following page,
shows the remarkable results which can be achieved by providing students
with a learning environment set at the instructional leve]. These

results have been achieved on numerous additional occasionsg bv Gickling
(pers. comm.) and this author.

€y

§
Magic Window of l.earning ol

The results portrayed in Figure 1 provide a graphic demonstration of wvhat

[:RJ!:«like to call a "magic window of learning". The window appears betwveen

IToxt Provided by ERI

Tustration and boredom. The challenge is just right—1liike Gold{loeske'e




Guiding Instruction Effectivelyv Tucker ~ 21
By Using Curriculum~based Assessaent

LEVELS OF INSTRUCTION

FRUSTRATIONAL INSTRUCTIONAL INDEPENDENT
LEvEL -LEVEL | LeveL

y A— e ———

Ty 4y

ﬂ/ \0__0 °

0=0

-—-J—“"/

17
w
Q
<
—
=
vy]
o
c
o]
(=5

1234586 738 91011 12 13 14 15 15 17181920 21
DaYs oF OBSERVATION

¥~ Mean PErcenT oF Task CoMPLETInNS
Jd—0 Mean PERCENT oF On-Task BeHavioR
== Mean PERceNT oF Task COMPREHENS1ON

Mean PERCENTAGES OF - TASK COMPLETION, TASK COMPREHENSION, AND ON-TASK

BEHAVIORS FOR EIGHT 1sT AND 2ND GRADERS ACROSS BASELINE, FRUSTRATIONAL, INST-
RUCTIONAL, AMD IMDEPENDENT LEVELS OF INSTRUCTION,




i?:ordl decoded and called out Separately. That is not reading.

PAruntext provided by e . 2 3

Guiding Instruection Effectivelv
By Using Curriculum=~based Assessment

Tucker - 22

need for a comfort level, it 1sn't too hard and

it isn't too soft: it's
just right.

Another way to describe this "window" is that it represents an objective
definition of motivation as applied to instruction. By this definition
motivation is intrinsic. It is there all the time. It waits for the

condition that is not so frustrating that the student quits because the

task is too hard, and it is not s¢ easy that the student quits because it
is boring.

Curriculum~based Assessment is a very useful tool for helping the teacher
to keep individual students, especially those that are at-risk, within
the magic window. This technique isn't really ma jic, of course. All of
its elements are based on sound research. It is really nothing more than
effective teaching--excellence in instruction, if you please:

"Excellence occurs when the instructional svstem
is able to provide the individual learmer with an
appropriate level of cnailenge and a realistic
opportunitv to succees on a :requent and
continual basis for each instructional goal in
the program." Spady (1984)

Alternative C3A Approaches to the Instruction of At-risk Readers

The scope and sequenc« :ror reading instruction usiprg alternative CBA
approaches provi-es for instruction in three general categories of
Successive prasentation: accuracy in word recognition, fluency
comprehenssion. The methods described below are several of th
have prover to be the most successful.

, and
ocse wnich

Accuraey in Word Recogmition

Basically, for the purposes of this discussion, word recognition is
straight sight-word calling at the automatic lev-1 of recognition. It
BAY be argued that there is more to learning tc read than calling words
oy sight, 4nd that is true. But most of the other strategies (usually
ca*egorized under the term "decoding") such as the phonics approach, are

tools for use when a difficult word is encouutered rather than
"reading".

I have seen an entire school Systen that was so involved with teaching
pnonics as THE way to learn to read, that a great number of the students
in one of the elementary schools—-even those as high as fourth grade were
still “decoding"; that is, sounding out the words in their reading
assigoments. They read so slowly that they weren't able to comprehend
“hat they were reading. For those students, "reading" was a series of

The word~
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calling has to become so automatic that it flows with fluencv into
svachronization with the thought processes. Only then can the process
tap into "thinking and reasoning skills" so that it becomes READING.

Transition Stories: This was the original approach used by Gickling
(Gickling and Havertape, 1981). It jis still used in various wavs byt is
less popular due to the time it takes to create the Stories. Basically,
a transition story is one that is created for an individual child at his
instructional level by using approximately 902 of his known words and
then introducing the unknown words by driil prior to the reading of the
story itself. The stories are written within the same Storv-line as the
actual reading lesson s¢ that the student is sti]] reading about the same
subjects and concepts that the rest of the class is reading. While
time~consuming, tkis technique has been shown to be a very powerful tool
to achieve rapid improvement in reading accuracy and fluency. Transition
stories have been used extensively in New Britain, Connecticut (see
Appendix A).

Integrated Reading Strategy: This approach was developed bv Gickling
becuase of the compiaints that the production of transition stories took
so long. With this strategy, vou work directly from the reading
assignment itself. Bv randoamly pointing to words, vou assess the degree
of difficulty; that is, the ratio of known words to unknown words. We
usually get a measure of fluency at the same time.

Once it is determined what the ratio of known to unknown words is, then a
decision is made as to whether or not this reading assignment can be
used. Actually, the assigoment can nearly aiways be used, but the
question is, whether or not there are enough known words to make the
learning of this assignment sufficiently motivating to use it. Assuming
that the assignment is judged to be acceptable, the unknown words are
then taught by a drill process that consists of introducing the unknown
words—-—one at a time--beginning with the first unknocwn word.

The teacher drills the student on the unknown word by presenting it
(physically pointing to it in the text) along with an appropriate number
of known words, increasing the time between presentations of the unknown
word by including more and more known words up to a maximum of about 9 or
10. Usually after 3 word is learned in this manner, the student is asked
to read the passage which include the newly learned word.

Flash Cards: This technique is deceptively simple and incredibly
powerful. While flash cards are well known and often used, there is
lictle that {. traditional about the manner in which thev are presented
here. The order of presentation provides the power. Basically, the
strategy described under "Integrated Reading Strategy" above ijs also used
here except that the pointing procedure ie replaced by flash cards. The
advantage to the flash cards is that the student can be taught the method
(they often call it a "erick" because it works so dramatically) and much

24
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of the practice can occur without the teacher's direct involvement. This
technique is also used for learning such other material as basic math
facts or any other isoltated items that have to be learned by rote.

CBA Model Programs to Visit

There are scores, if not hundreds, of school systems throughout the U.S.
and Canada that have implemented various forms of CBA. This author has
had extensive imvolvement with a number of these schools. Listed below
are three school systems that have made particularly sol:d commitments to
CBA and have realized significant results. Each program is described
briefly, and the name and address of a contact person is provided.

Connecticut: The State of Connecticut has had ongoing CBA model sites
throughout the state-—primarily in the larger urban districts~since the
1985~86 school vear. The contact person at the State Department of
Education is Don Douville.

Nev Britain, Conmecticut: Perhaps the most inrtensive use of Cra
techniques in the state has been 1n this urban district just west
of Hartford. Of particular irterest i{s the effect that the
introduction of CBa through ¢ pre-referral intervention program has
had oo the referrale to special eaucation.

Before the proje~t began (in 1984~85), 73 students FROM ONE SCHOOL
wvere referred for special-education c¢nnsideration. Of those, 53
were PLACED into special education. The first vear of the project,
63 students were referred, but only 14 were placed. The value of
the intervention that took place instead of placement into special
education was viewed with wary interest that first year, but the
results spoke for themselves, and interest Plcked up dramatically
the following year. During the second year of the project, 155
students were referred for "help" by the building team, and 17 were
placed (of which 7 were for Speech therapy cnly). 1In the third
year of the project (1987-88), 136 students were Teferred for help,
and 13 were placed (5 of which were for speech therapy only).

For further informatiom about the New Britain program see Appendix

A. The contact person there is Mary Lou Wojtusik, Smalley School,
Nev Britain Publie Schools, New Britain, CT.

Norwalk, Commeeticut: The Rowatan School in this district uses

CBA to determine the ipstructional level of every student in the
elementary grfaaes. Under the careful Supervision of the Principal,
all students are grouped by rooms at their instructional level,
vith those showing the most severe deficits being served by the
CBA-trained special-education staff. The amount of growth and
Bastery in reading after two vears in this project is highly
significant. For further information about the creative methods
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used in this case, contact Robert Bottomlv, Principal, Rowatan
School, Norwalk Public Schools, Norwalk, CT.

Louisiana: This was the first state to mandate the use of
curriculum~based assessment as a part of the evaluation of students
suspected of being handicapped. Unfortunately, the mandate to use CBA
was placed into the state's policies before the appraisal personnel of
the state had sufficlent time to understand what it was or how to do it.
Consequently, there are many and varied versioms of CBA throughout the
state of Louisiana. Nevertheless, following the changes in the appraisal
process, including the mandated use of CBA, referrals to special
education dropped by 30Z over a three-vear period. And in several
locations can be seen some of the most progressive and appropriate uses
of CBA. State Departmen . Education contact persons include James
Canfield and Emile Barrileaux, Louisiana Department of Education, Baton
Rouge, LA.

Alexandria: Beginning in one school, the Mabel Brasher
Elementarv School, in 1986-87, Curriculum-based Assessment was the
basic method for intervention with at-risk students. The unigque
feature of this pilot was the teaming that occurred between the
Chapter I program, the special-education program, ana the regular
education program. According to the principa' of this school,
during the second year of the program, it was rot necessary to
retain any students nor was it necessary to refer any students to
special-education for placement. It should be noted that in
Louisiana, special education personnel are allowed by law to work
with at-risk stucents who are in need of service but who are not
suspected of being handicapped.

The success of the CBA program at Mabel Brasher School over a two
year period has been so dramatic that the School Board has voted to
institute CBA in all of the elementary schools in the district.

For further information on the Alexandria model see Appendix B,

The contact person there is William Conella, Principal, Mabel
Brasher Schcol, Rapides "arish Public Schools, Alexandria, LA.
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APPENDIX A

Smalley School,
New Britain, Connecticut




EARLY INTERVERTION PROGRANM COMPARISON DATA
SCHOOL: Smalley NUMBER OF YEARS IN :ROQJECT: =
¥re-Project 1984-85:

Number of referrals to pupil services team: 73
Number of these placed into special education: 53

-

Project first year 1985-86:

Number of referrals to pupil services teac: 63
Number of these placed into special education: 14

Project second year 1986-87:

Nuaber of referrals to pupil services team: 1€5
Number of these placed :.nto spec:ial education: 17¢
(*7 of these placezents were for speech only)

Project third year 1987-88:

Nugber of referrals to pup:. servi.ces teap: 13€
Nuzder placed into special education: 130
‘%5 of these placements were fzr speech only)

COMMENTS

1. Those students referred bu: not placec were Judged by the
referring teacher and the teazm :to be Daking adeguate
progress in the regular classroom as a resul: of early
interventions.

-
& e

The numoer of zinor:ty stucents placec :nto special

education was proportionate to :he percentage of z:norities
represented in the builiding.

oo
l) ()




SMALLEY SCEOOL DATA /

ST 198a-385
Population
by Ethnic Group S fleferrals Flacermenta

¢ 3 ¢ s

Hispanics £3 Lo €5 38 72
Blacks 11 11 15 ] 8
Whites 21 29. 10 10
Other 17 1 ! ! bl
TOTAL 73

ST 1987-88

3 ¢

Hispanics 57 &7
Elacks " 15
Whites 29 34
Other 1 0
T0TAL 136

*5 placezents were speech/language only

.
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APPENDIX B

Mabel Brasher School
Alexandria, Louisiana




CORRICULUM BASED ASSESSMENT/AT RISK CEILD PROGRAM

TEZBRUARY T, 1989

wHAT 1S CURRICULUM BASEID ASSESSMENT?

Curriculum Bases Assessment is a teacher tecanique uyseg

the preper amount of
level to learm any new fact/word, etc.

in teach~-
ing to make sure students get

repetitions on their

Ge material is

kept between 93-97% of wnat tze student knows so the CHILD WILL ALWAYS BE
SUCCESSFUL IN LEARNING NEW MATERIAL/FACTS/ETC. NEVER A FAILURE
AS THE LOWEST HE/SHE Cal MAKZ IS IN THE 90'sy.

Zxample:

Student level is called the INSTRUCTIONAL MATCH and <

A CHILD 1Is

If a cai.d s naving trouble learning new worsz

~ tne
teacher, parent, aide or another student can flasn

caras wita nine words

ne/she knows to one wora nessne does not know.

The lowest ne can make is

Materzal xept ia nss range is

30°% as ne has only one _tem he can miss.

seif-motivating and tne stuaent will leara.

LENGTH OF TIME ON PILCT

3rasner £lementzor~ nas Jeen

YITlcu.cm Zased Assesse-
2ent asout 2% vears.

tTgTmAng

fany wisitors nive Deen at cur schoel to see 34 .n operatiom.
Catanoulia Parish visi.ctz=c to zet .deas for cthei:r ¢

Chaptar One Program. we
trfained Ihe principa.s and staii at Sabine Purish. we had a workshop

for all the assessmen: teacners of the State 3 Hotel Bentlev on October
6, 1988. de will be ;sresentillg youTr program at tne Super Conference in
Baton Rouge on Marcn L1989,

‘e for all superintendents, rincipals,
special education personnel.

Our Superintendent, Mr. Allen Nichols, visited Brasher for an

entire morning and reviewed the total CBA program. We also welcome
visit, review our results, and see your program in

‘ any of vou to come
\ - b ] -

action saving bovs and girl
|

Zrom becoming curriculum failures.
ZEDUCATION COMMITTEE

The tTO

"
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Comm.ztee Thursdayv,

-
LY -]
w
O

-anuars 25,

Q

ERIC

Aruitoxt provided by Eic:

(I
)

R RS



(R |

OF PROGRAM

nr. Tucker was paic oy tne State Depariment Ine IirsI rear aad
.des Parisn School 3card paisd Icr the seconc vear. There Ls 10
.z for the infusion of tne C3A-at Risk P?rogr LT tne zarisn.
AZ3ING OF PERSONNEL

7r. William Connella, Principal cof 3rasner I.ementary, ana Mrs.

ve Robpins, Chapter One teacner at Paradise IZlementaz<w, are aole

.d willing to train personnel.

fOUNT OF TIME FOR TRAINING

The teaching technique of Cuvricula Based Assessment can be learned

n 30 minutes. However we recommend five one hour sessions if possible
o learners of the technique 3ay be guided in the teacnxng 2f a student
rincipals of the Parisn will receive Curriculum 3asea Assessment
n Tebruary 22. This workshoo nas been approved by :the Leaaership
.cademy at no cost to the Ravides Parish School Boarc. Dr. Connel.ia
‘il1 be :the instrucior.
-t ACHERS. PARENTS. AIDES OF THE PARISH HaAY BE TRAINED X SEVERAL WAYS
©. Traia Chapter One teacners anc aides
we iave Chapter One in 2 of the 32 elementary scnools. The
Chapter One teacher with Ine held cf zhe a.des can then act as the
craining agent T each cf zhe iadividual scnoolis.
~eacners and zides were trainec at 3rasner IlemeniorY .1 tae Chazrer
One ;ao duzing five oI Tne teaclners g.anning tizes. we had nc .
--c-.em= wnatsvever. <.here 1S no reason td De.leve Ttnis couic not
Se cone .2 tne -. chapter one schoo.s.
Sarents were trained by tne Chapter One teacher In tne .ab. all
aices learned the tzecnnique and so did all parents wno came.
~. Tor schools witnout Chapter One - the :cTaining couid taxe place in
-we Professional Faculty Study each scnool has tc do. Thney could
spend :Ine f*rsc five nours of tne studvy on CBA and it could be
scheduled withi cne first few months of school.
Vew szaff will have ¢ be zrained - at Brasner witnout Chapter One-
tne prancipal or a teacher ‘n tne particular grace .eve.: tTains tle
new staff member.

Yew staif in Chapter one scnools can be tvained
by the Chapter One Lab teacher.

DOES THE CBA TECENIOQUE IN THE SCHOOL
In CHAPTER ONE SCHOOLS,

NO COST-NO NEW

PERSONNEL

che Chapter One readiness aides camn do

CBA in kindergartenm and

first grade - this is the zrades she normally

serves. .he Chapter

or nigher if Chapter

Since Chapter One is

teacner .s using this

can furnish the neces

O reading with the c
ERIC

axrzrmsher Elementary.

One aide can do CBA 2=5

for gzrades
out program for higner

corre.atiag waa:s

One has

grades.

taey the

are teacning o0 what
techzigue works excellent. Chapter One personnel

sary arill for the skill befcre the actual practice

lassroom teacher. CBA vorked in Chapter One at

d/
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scucents :a tnese gTrades. cners Tu.. ITne.r own siuaents
anc ceaches the alpnapet, sounas, aumoer
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nild needs.

0N

At 3rasner, the principa. Tec: st and secona grade teacher
o do at least one At-Risk cnilé. When tne cnild needs no further help
thev select another. This .S aone teachers will keep their AC-
Risk skills at peak and thev w11 be aole o nelp and realize problems
their part-time instTuct: 1al aide s naving.

You 40 70¢ have %2 1ave .astruczronal aides to do C3A.

Y
(2}

It is how~-
ever helpful i1f teachers 3re 392

to ]

g to Teacn Large numpers a7 AT-Risk
students. Jur instzuccional c-iae serves

-

-. Stuaents. We asnl

realize
more couid pe done if znese stucents wou.id

ret more practice. Lt 1is
Jorxing 3s

'

s
~~ACHDRE VITHOUT AIDTS

L3

Thira/fourch/fifzh zrace t2acners all have o -Risk studeats.
Thev have Jrvised metioads wnerza studen -l:sn cards

' - v, -
, 2noTral T2ac toaetaer. 220, ve somerimes 1e-2 Aat-risk
sTuQenis 2 recess <nc Je aawve o d=CLTTLluasd emecic

:. Reauinz anc Macn

-~

Club wnicn allows us o nove Su.l=oul T:

cachers 2Llso nolao AI-ALEG 3zozamcs zuTias The -3 minulls L.cSTaIy perzocs
zrev use only 13-20 minutes ¢I this perzoc.
7f teacners want 9 nelpy At-Risk Stu

ceacher cecanique I° ne.p Tnem Co it

e
1s havd o Tiracu Az-iIsk

scudents - hard woTik = unficrIusd

2:cuses sucnh as

-

net c.e tC el

-
t.me. 2CC.

e a
¢ 20 At-R.s«& Stucents

(RN

2.2, .z tosts us
$70,000 enzra [eT thex o Tepeat a graace. The amount oI money state
wide is astronomacal. ‘e are charged DY Ine taxpavers U0 teach these
students and the time nas come wnere we cannot I1il to teacn these
students any longer. we have the technigue-CBA. We no longer have

an excuse.
RESULTS
T do not He.ieve .t ig Zarz to Jdvercge number o

ind worc ga:z I9°F L--iiss s:zucents, 1owever, we

hdve ... =ne resultls

it Brasher if vou would 1ike zo review them. Some sIiuade
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i
last year are making the honor this vear. We onlv have two fluency
fch

problems ia fil grade = had four when school started. +e have six

Q
E[{l(:problems in fourth grade, eight problems in tnird grade, and four and two problems
o o e
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grades one ancé :wo.
We tel_.ave

third grace.

esearch Resulrs are attacnec.
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QESEARCH RESULTS

Researcn was ccne on tne ~aw gata resulis of Cyr=-cuium
Based Assessment a3t 32rasner Iiementary bewteen Sedtamder’january

1988-89 by staff memper Mrs. Jimmie Nellie Rapaia:s,

Ziementary
Supervisor.

REGULAR EDUCATION STUDENTS RESULTS WERE:

FLUENCY

At risk regular -eaucation average

_ fluency gain was
approximately cne word per session.

Average at ri:sk stucent fluency gain was much higner,

Some at risk stucents <that were retained

iast vear were
found to be making the nonor roll.

WORD RECOGNITICON

At risk stucent worc resccenition cain was 2C%.

-LUENCY

Tjuency s cr=itical o reaaging decause a ¢Mld nas o reac
as least €3 <o 70 worgs per minute for him/her
The range of £3-70 worgds Ser
of comprenension.

0 ccmbrenenc.
minute 1s zajied the ztaresnoidg

Students reacing DoSelow tms wom/fluency range cannot
comprenend Decause sSnort term memorv s 18 secones anc the brain
unioaas before <tne stugent

has a cnance 0 move 1t n:o0 long
tarm memory.

Comprehension cannot take place unless a child 1s reaaing
between 65-70 wom.

WORD RECOGNITICN

Worc recogniIicn s imOOYiant Decause wilnout worc mezning
: child canno: zcmorenena anything---nessne wiii De Simoiv C3i111Nng

#0ras 1f he/sne recdgniZes wOrdS anc coes not xnow the meaninc

No comprenension can take place at all

without word
recognition.
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