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PREFACE
Educators in the middle grades are
searching for promising programs to
improve the education of all students,

and particularly of educationally disadvan-
taged students. in 1989, we canvassed the
field for curricula that could help middle
grades teachers and administrators improve
all students' opportunities for learning. More
than 200 programs were reviewed, including
many recommended by the U.S. Department
of Education's Program Effectiveness Panel
(PEP), those recognized as effective Chapter 1
programs, and other programs described in
journals, conferences, and informal publica-
tions.

The search focused on programs that bring
high content to the major academic subjects
for educationally disadvantaged students in
the middle grades. Promising programs either
emphasize new access to existing high content
or new high content. The programs offer learn-
ing opportunities that prevent learning prob-
lems from developing or that treat learning
problems. Students may be expected to make
average progress or accelerated progress in
one year's time in programs that aim to be
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equally or more effective than others. Pro-
grams aim to teach basic skills faster and bet-
ter, or to teach basic and advanced skills in
ways that deepen students' thinldng, under-
standing, and knowledge.

From the academic subject programs
reviewed, we identified about 80 that had
promising components for middle grades
educators. None could be labeled "effective"
because of serious measurement and evalua-
tion problems. The programs include exam-
ples that look promising for improving math,
reading, writing and language arts, thinking
skills, science, and social studies in the middle
grades. One appendix identifies how to obtain
more information on the programs. Another
appendix provides a questionnaire to guide
discussions about a school or district's present
programs and needed directions.

The issues, measurement problems, utQ
themes that underlie "promising programs"
must be understood and discussed by educa-
tors who judge and select programs for their
own schools, and the problems must be
understood and corrected by researchers and
program evaluators.
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INTRODUCTION
Educators in the middle grades are
searching for promising programs to
improve the education of disadvan-

taged students. In 1989, researchers at the
Johns Hopkins Center for Research on Ele-
mr-itary and Middle Schools (CREMS)now
the Center for Research on Effective Schooling
for Disadvantaged Students (CDS)can-
vassed the field to identify and examine pro-
grams that could help middle grades teachers
and administrators improve the education of
their students who were not suceeding in
school. The programs reviewed included
some that the U.S. Department of Education
recognized as effective Chapter 1 programs;
some that the U.S. Department of Education
Joint Dissemination Review Panel (JDRP),
now called the Program Effectiveness Panel
(PEP) approved for support by the National
Diffusion Network (NDN); and some
described in journals, conferences, and other
publications. Only irograms that responded
to requests for information and that included
evaluations of some kind were reviewed.

There are hundreds of bright ideas for new
programs and practices. However, few mid-
dle grades programs have been evaluated rig-
orously enough for educators to know
whether the programs are effectivethus,
schools must make choices of programs with-
out the benefit of final evaluations. Although
most programs discussed in this report have
not been fully evaluated, each has at least one
component that holds promise for improving
the education of disadvantaged students in
the middle grades.

Educators must decide on their goals for all
students, including educationally disadvan-
taged students; gather information on pro-
grams that could help them reach theLr goals;
review materials, costs, and evidence about
effects; select, synthesize, adapt, or design
programs, materials, and activities; provide

necessary staff development so that teachers
and supervisors can implement the programs
successfully; evaluate the effects of the pro-
grams in their own schools; and revise prac-
tices as needed.

It takes at least a year to plan, collect,
review, select, and develop materials and pro-
vide staff development to initiate a program.
Committees of supervisors, teachers, and oth-
ers might review several programs for a par-
ticular subject to understand the components
most likely to increase student skills Commit-
tee members should discuss different pro-
grams to decide whether to pick one program
or combine components from several pro-
grams.

A second year is needed to implement a
program and conduct preliminary evaluations.
A third year will be needed to more rigorously
evaluate the effects of a program on all stu-
dents and important subgroups of students.
These activities may go faster if programs are
adopted rather than adapted, or if staff devel-
opment is highly efficient and supervision is
highly effective. The process may be slowed if
programs must be extensively tailored to the
needs of a particular district, school, or popula-
tion of students or if new materials and activi-
ties must be developed.

This monograph should assist educators
with all six steps, but particularly with decid-
ing on goals, gathering information, and
reviewing evidence. It should be helpful in
program development, staff development,
and evaluation, especially in identifying
weaknesses to be avoided in these areas. Pro-
gram improvement is a site-based process
that requires important investments of time
and considerable trial and error.

Chapter One discusses important issues
underlying the identification of promising
programs for disadvantaged students in the
middle grades and common components of
promising programs.
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CHAPTER ONE

ISS1JES TO CONSIDER

rre search for promising programs
focuses on those that bring high content
to all students in the major academic

subjects in the middle grades. Some programs
are designed to prevent learning problems
from developing. Others treat learning prob-
lems if they schould occur. Some programs are
designed to help students make regular
progress in one year. They are equal or alter-
native to other standard programs, usually
offering some unique emphasis or pedagogy
that may increase student interest, motivation,
and success. A few programs are designed to
help students make accelerated progress
more than ordinarily expected--in one year.
They are substitutes for standard programs,
offering innovative structures or approaches
that should enable students to make up lost
ground, enrich or extend learning, meet high
individual potential, or otherwise experience
exceptional progress and success.

The search for promising programs in aca-
demic subjects in the middle grades revealed
several issues that are important for educators
to consider and discuss. These include the
definition of high content education; identifi-
cation of educationally disadvantaged stu-
dents; intent of.prevention and treatment pro-
grams; common or recurring components of
promising programs; and strategies and
caveats for identifying and evaluating pro-
grams that are promising.

High Content

High content programs either emphasize
new access or new content. New access pro-
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grams aim for full and more equitable azcess
to the high content that is already part of
school programs. This includes making high
content curricula and courses available to all
students, using the existing high content in
texts and other materials with all students,
and teaching the same content to different
students in different ways.

Some programs that stress new access to
high content seek to provide all students with
the curricula that previously were reserved
for the best and brightest students. In these
schools, decisions concern how to offer
courses and experiences to all students
instead of some students. For example, in
many middle grades schools only some stu-
dents have access to pre-algebra or algebra,
foreign language, keyboarding or computer
use, literature, or other subjects (Becker, 1990;
Epstein and Mac Iver, 1989; Mac Iver and
Epstein, 1989).

Other new access programs focus on better
and fuller use of existing textbooks and
instructional materials. Texts and materials
vary in the extent to which they stress higher
level thinking skills and other high content.
And teachers vary in the extent to which they
use these sections of the texts with the best stu-
dents, average students, or slowex students. In
most schools, there are already many opportu-
nities and resources for high content in texts
and supplementary materials, but access to
them is closed or limited because teachers do
not make full use of these activities, or intro-
duce these sections of the text only to some stu-
dents.

Still other programs improve access to high

!J



Promising Programs in the Middle Grades

content by offering new ways of learning the
existing content. When the curriculum is
alrmedy challenging, but some students fail to
learn, teachers must find new instructional
approaches to assist learning. Most Chapter 1
and other remedial programs set this goal for
improving equity in students' access to high
content. The programs use diverse teaching
approaches and instructional materials to help
students master skills they have missed.

Using existing resources, all schools can
improve the access to an education of high
content for all students, including education-
ally disadvantaged students.

New content programs aim to change or add
content to the existing curricula for all stu-
dents or for educationally disadvantaged stu-
dents in particular.

New content is selected to increase or
revise what students learn, to improve the
types of learning activities that students do,
and to raise the levels of students' thinking
and competence.

For example, schools add new content to
develop students' higher level thinldng skills
or critical or creative thinking. Additions to
the existing curriculum are based on the
belief that all students can learn, that all stu-
dents can be taught to think better, and that
all students need to be challenged with well-
designed, mind-stretching activities at all lev-
els of learning.

New content may refer to more relevant
coursescoursee that add meaning and
importance to schooL Career explorations and
character education courses that enable middle
grades students to expand their views of them-
selves as students, workers, and members of
society are examples of new content added to
existing curricula. New content also may refer
to courses that expand a curriculum, such as
anthropology, statistics, multicultural studies,
or other topics appropriate for the middle
grades that become required or elective full
courses or mini-exploratory courses that were
not part of the regular curriculum.

New content in the middle grades is some-
times old content adapd from high schools,
as when Latin is added to the foreign language
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requirements, algebra and geometry are
offered as math courses, or an experience with
Shakespeare is added to the English program.
Sometimes new content in the middle grades
gives students high school credit (e.g., in math
or foreign language), much as Advanced
Placement (AP) courses give high school stu-
dents a head start on college courses.

High content education includes
new access to the challenging, moti-
vating, and important learning
opportunities that already exist in
the cuniculum, and new content in
additions or revisions to the curricu-
lum and instruction.

New content also may be added to increase
students' active participation in learning. This
approach requires teachers to add or revise
curricula to stress active learning rather than
passive listening, or to add new forms of
demonstrations, projects, and group presenta-
tions to the traditional paper and pencil tests
for students to show their acquisition and
application of knowledge. This approach de-
emphasizes the superficial coverage of con-
tent by the teacher in return for a deeper
investment in content from teachers and stu-
dents. Indeed, progress h units of work that
stress active learning may be slower than
progress in regular lessons, but students'
interest, attention, and motivation may be
higher and understanding may be deeper.

Educators must decide not only what
knowledge is needed in high content pro-
grams and who will have access to it, but also
whose knowledge will be included in differ-
ent subjects and why (Apple, 1990; Lieber-
man, 1990). These questions ask educators to
consider and to recognize in all subjects the
perspectives and contributions of multiple
cultures and important subgroups.

The expectation is that new content in
thinking skills, new course topics, demanding
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Issues To Consider *

and prestigious courses, active learning, and
diverse perspectives will make more students
more interested in, engaged in, and committed
to their schoolwork

New access and new =tent are two parts
of a never-ending program of curriculum
development and school improvement. Of
course, new content in one school may be
existing content in the next. Some schools
already offer advanced or unique courses to
some students but not to others (such as alge-
bra, foreign language, creative thinking, or
career exploration), while other schools do not
yet offer these courses to any students. If new
content is not added equitably, then new
access becomes an immediate issue.

The word most often associated with high
content is "challenge." Whether a program is
providing new access or new content, high
content is challenging, important, and motivat-
ing to the students, and extends basic and
advanced skills and abilities. Some wonder
whether it is enough to focus only on new
access to high content to ensure more efficient
and equitable delivery of odsting high content
to all students instead of only the best stu-
dents. Is it enough to help teachers fully utilize
the existing high content activities in their
texts, manuals, and supplementary materials
that are currently unexplored and unutilized
with all students, or used only with the best
students? Or, is it necessary to go beyond the
texts and beyond present curricula to create
new content in the education of all students?
For most middle grades schools, new content
is needed in advanced thinking skills, com-
puter-based instruction, interdisciplinary units

of work, calculators and other technology in
math and other subjects.

The goal of some high content programs is
to accelerate students' learning. The content is
high because it requires quicker-than-average
mastery of skills, even by students who were
far below average in their skills. The goal of
other high content programs is to deepen stu-
dents' learning, and the content is high
because it requires new ways of ieflecting on
profound questions, essential distinctions,
causes and effects, and different perspectives
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and viewpoints (Lewis, 1989).
The promising programs reviewed here

should help schools develop high content cur-
ricula in two ways by providing new access
to existing high content for all students, or by
adding new content to raise the quality of the
curriculum for all students.

High content may be extended to more
students through new 4cces9

Ensuring access to all students to existing
high content
Opening options for high content courses to
all students
Using high content assignments in existing
texts and materials
Teaching in new ways to help all students
learn high content.

Identify the high content materials,
approaches, and assignments that already exist
in each subject Which students have access
now to these opportunities, and which stu-
dents need "new access"?

High content education may require new
content by:

Changing or adding subjects, courses, or
topics to enrich content
Adding critical or creative thinking skills to
all subjects, or as a separate subject
Adding new coturses of high relevance to
middle grades students
Offering high school equivalent courses and
credits in the middle grades
Changing instruction to increase active
learning in all subjects
Adding multicultural perspectives and con-
tent to all subjects.

Discuss the subjects, courses, skills, and learn-
ing opportunities that should be added to the
curriculum as new content for all students.

New access and new content programs
must be equitable, with all students having
access to the curriculum. All curricula must be
challenging, with all students working hard to
move from their present to more advanced
levels of understanding, knowledge, and
applications.



Promising Programs in the Middle Grades

Notifying Educationally

Dkait~ Stuftts
Schools identify educationally disadvan-

taged students or students who are at risk of
failing in many ways. Some programs identify
students who are older than average for their
grade levelan indicator that the students
were retained to repeat a grade sometime
during their school years. Others identify stu-
dents who fail two or more courses on the
most recent report card, or who are far below
grade level in reading or math work in class
Most often, however, programs identify dis-
advantaged students on the basis of test
scorese.g., students who are in the lowest
quartile or in the lowest 40th percentile on a
nationally normed standardized test. Some
schools use only achievement test scores,
whereas others use many criteria including
report card grades, retention, teacher observa-
tions of behaviors and attitudes, and others.

Even when they use the same criterion to
identify the "disadvantaged" (e.g., standard-
ized test scores), schools set different limits for
selecting studenis to receive Chapter 1 or other
remedial services. Some include all students
who score at or below the 40th percentile, oth-
ers offer services only to those below the 25th
percentile on a standardized achievement test.

A process of "educational triage" is used to
place students who are at risk of failing in the
order of greatest need and select some for
assistance. Most schools do not have enough
resources for all who qualify. Thus, many stu-
dents who need extra help do not receive it,
particularly those who are marginally disad-
vantaged.

Chapter 1 funds and other special services
often are limited in the middle grades, due to
decisions by school leaders to emphasize
remedial instruction in the early grades. This
usually means that older students must be fur-
ther behind grade level and have more serious
learning problems in order to qualify for extra
help. For example, in one district's Clapter 1
program, second grade students are eligible
for services if they are three months behind
grade level in skills, but sixth grade students
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must be 1,5 years behind grade level. In gen-
eral, students who need more help make less
pregress in one year's time than do students
who need less help (Carter, 1984). Most Chap-
ter 1 programs report that older students
usually those who need most helpmake less
progress than younger students (Kennedy,
Birmart, and Demaline, 1986; Winfield, 1986).

Some program vary from the typical pat-
tern and report dramatic gains for students in
the upper grades, suggesting that the quality
of teachers, the quality of materials, the level
of innovation, and characteristics and needts of
particular students determine the succesi of
programs for educationally disadvantaged
students.

Many promising programs are
designed to move students forward
in skills, behaviors, and plans from
their own starting points. They
allow students to move as quickly
as possible to complete missed
work, master basic skills, and
advance in learning.

Because of limited resources, students at
any grade level may "test out" of a program
before they are out of danger of failing and
before they attain grade level skills. Regular
classroom teachers may or may not be able to
assist these students, depending on how
much help they need and how many students
need help.

At all grade levels, and especially in the
middle grades, students selected for special
services are those who have the most serious
learning problems. These students need
highly innovative instruction and support.
Currently, most Chapter 1 programs and
other special services are not innovative
enough, intensive enough, or well-organized
enough to do the job they must do with edu-
cationally disadvantaged students.

Different definitions of "disadvantage" and
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Issues To Consider

different approaches to educational triage
make it difficult to compare programs. Pro-
grams should clearly describe how they iden-
tify and select disadvantaged students for ser-
vices in order for other schools to judge how
programs work in schools that are similar to
their own.

Me Midge Ikeda

This review includes descriptions of
promising programs for students in grades
5-8 that have been conducted in elementary,
middle, junior high, or other school organiza-
tions. Some programs for fifth and sixth
graders that are part of a sequence across the
elementary grades differ from programs that
serve early adolescents only. However, many
components of elementary school programs
can be adapted to grades 5-9 in middle
schools, junior highs, or other grade organiza-
tions. Similarly, programs for grade 6 in mid-
dle schools can be adapted for use in K-6, K-8,
or K-U schools.

As we reviewed programs, we looked for
features that were sensitive to the characteris-
tics and needs of young adolescents (Califor-
nia State Department of Education, 1987;
Carnegie Task Force on the Education of
Your% Adolescents, 1989; Dorman, 1984; Lip-
sitz, 1980, 1984; Maryland State Department of
Education, 1990). Promising programs for
educationally disadvantaged learneis take into
account the simultaneous and often conflicting
needs of early adolescents. For example,
promising programs to promote high content
in academic subjects find ways to balance stu-
dent needs for individual attention with their
needs for social support and acceptance by
peers; or student needs for independence and
increasing autonomy with their needs for
strong and responsive guidance; or student
needs to feel competent with their needs for
exploration and discovery.

Prevention or 1Yeetment

Middle grades schools face some important
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choices about how to improve programs to
prevent, reduce, or treat leaming problems.

Some programs and practices aim to pre-
vent problems by raising the level of content

Id improving the performance of all stu-
dents, includir.g disadvantaged students. For
example, reading programs that require all
students to read daily, write about what they
read, and report their ideas from their read-
ing, aim to help all students improve their
reading, writing, and speaking sldlls, regard-
less of their initial reading levels. When good
programs are working to prevent learning
problems, all students are expected to make at
least one year of progress in one school year
or meet other indicators of continuous
progress. Procedures to help students correct
minor problems are built into the regular
instructional process of programs that empha-
size prevention of learning problems.

Other programs aim to treat problems to
correct, increase, or accelerate the learning of
students who have fallen behind grade level
in their skills. This strategy targets only the
students who need extra help and provides
them with needed instruction. Assistance may
be offered to students in their regular classes;
or by pulling students out of regular classes
during class time; or by providing extra
classes for students before or after school, in
the summer, or on Saturdays (Mac Iver, 1991).

Many promising treatment approaches
allow students to improve their skills from
their own starting points. Successful treat-
ment programs aim to help students who
have fallen behind grade level catch up with
their peers. This assumes that more than one
year's progress can be made in one year's
time by students who have previously
learned at slower than average rates. This is a
tall order that demands extraordinary instruc-
tion and motivation to learn. Many treatment
programs provide extra staff, materials,
instruction, attention, and other resources that
students need to "catch up" to grade level.

Some prevention and some treatment pro-
grams aim to be as effective as regular pro-
grams. Students are expected to make the same
amount of progress as in a regular program
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Promising Progrums in the Middle Grades

(i.e., one year's growth in one year's time).
These programs provide educatoxs with alter-
native programs for students who do not
respond to instruction as it is typically orga-
nize& Other programs aim to be more effective
than regular programs to help students make
more-than-expected progress or to accelerate
learning (ie., more than one year's growth in
one year's time). This is still mainly an elusive
dream. Few programs that were reviewed
demonstrate consistently that students make
up lost ground and maintain skills at or
beyond grade level.

Comprehensive programs in schools need
to include both prevention practices to keep
students from developing serious problems
and treatment practices to help students who,
despite best intentions, develop serious learn-
ing problems. An important question is: What
programs or practices provide the most effec-
tive prevention and treatment strategies to
boost, maintain, or correct students' skills
with challenging, exciting, and supportive
activities?

Common
Components

Promising programs across sebjects share
some common features. This section discusses
components that recur with enough fre-
quency that they deserve careful considera-
tion by educators. Different schools will select
or design programs to emphasize different
features, depending on the schools' goals and
the specific needs of students.

Coordination of regular classes with sup-
plementary or pull-out classes. Many pro-
grams make special efforts to enable regular
and special or resource teachers to work
together frequently and in puiposeful ways to
improve the quality of instruction for students
who need extra help. When regular and reme-
dial teachers coordinate lessons, remedial
instruction is based on the skills that students
need in order to succeed in their regular
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classes. When regular and remedial teachers
work together in the same classroom, stu-
dents do not lose instructional time or expo-
sure to high content curricula by being pulled
out of regular classes. The goal, overall, is for
students to master the skills they need in the
shortest possble time. For such coordination
to occur, principals must give teachers ade-
quate planning time, with some common
planning time for regular and resource teach-
ers who teach the same children to talk and
work together.

Individualized instruction. Individualized
instruction is featured in many promising
programs to ensure that students receive
instruction in the skills they need, rather than
spending time on skills they already know. If
materials for individualized instruction are
not available, then individualized attention is
provided in small group instruction for stu-
dents who need help with the same skills.
Promising academic programs get as close as
possible to the students' individual needs to
provide pertinent instruction.

Many programs that provide extra help to
disadvantaged students specify four features
to help teachers organize and individualize
instruction:

Diagnosis of students' starting skills to
identify which students need extra help
and on what skills
Prescription of a sequence of instruction on
needed skills
instruction to help students learn the
including varied teaching methods and
materials
Evaluation of student success and readiness
to move on to the next needed skills.
Many programs that diagnose, prescribe,

instruct, and evaluate students have weak
links between prescription and instruction
and between instruction and evaluation.
These connections must be innovative, effec-
tive, and continued until students actually
master the skills satisfactorily. Most pro-
grams do not ensure that the sequence of four
steps for individualized instruction is suc-
cessfully completed. These four features are

14



organized in useful management systems for
teachers and for students.

Students who fall behind often
will learn a skill (f it is taught a
new way from the first tbne they
tried and failed to learn it

Efficient and comprehensive management
systems. Many promising programs include
elaborate paper or computer-based manage-
ment systems (especially in math and read-
ing) that help teachers identify students who
need help, organize instruction, and monitor
student progress. The management systems
set up complete arrays of all skills required in
a subject and then help teachers account for
each student's progress on each skill.

Paper systems for tracking students' slcills
and progress may be considered excessive if
reams of paper are needed to monitor a class
(e.g., 30 students X 150 skills X 2 quizzes or
tests per skill X 2 teaching methods or learn-
ing materials requires 18,000 pieces of infor-
mation). Computer-based systY:ms help con-
trol a-O.?, flow of information, but not all com-
puter systems are "teacher friendly."

For management systems to work, educa-
tors reed to review alternative systems to find
those that will best meet their needs. Then
staff development must bn provided to help
teachers implement and use new record-keep-
ing techniques comfortably, quickly, and fully.
Whether computer-based or paper-based,
good management systems assist teachers to
be more organized in their work, much as
medical management systems help doctors
diagnose, prescribe, administer, and monitor
patients' symptoms, treatments, and progress.

Of course, students with low skills and test
scores need more than better management
systems. They require more and different cur-
ricula, alternative instructional approaches,
and a variety of materials. Management sys-
tems are important for teachers but not suffi-
cient for ensuring student success.

7

issues To Consider
.IMPRPIMI11t-

Groups with temporary membership.
Grouping is an instructional tool that teachers
must use in regular and remedial classes to
provide efficient and effective instruction to
students who need to learn and work on the
same skills In many promising programs,
group memberships are flexible and temporary
for particular instructional activities, not fixed
or permanent in ways that "track" or label stu-
dents in negative terms.

Attention to different styles of learning.
Some promising programs are responsive to
students' "learning styles." This is an appeal-
ing concept that asserts that children learn in
different ways, with some preferring visual,
auditory, tactile, or kinesthetic methods
(Dunn, Dunn, and Price, 1989).

Most programs cannot and should not pro-
vide a complete curriculum based only on one
style of learning. Currently, measures to
assess learning styles are suggestive, at best.
Instructional materials that accompany pro-
grams in most academic subjects for auditory,
tactile, and kinesthetic learning are very thin.
Middle grades students' learning styles are in
flux as they develop new ways of thinking
and learning. Labeling a "preferred style" at
one time as a characteristic of a student is lim-
iting at best, and dangerous at worst

Promising programs for students who need
extra help in the middle grades use a variety
of visual, auditory, and manipulative materi-
als to teach and reinforce skills, but do not
pigeonhole students in a single or fixed learn-
ing style. Promising programs also provide a
mix of opportunities for students to work
with peers and to conduct individual projects
to help them learn how to work coopera-
tively, competitively, and intensively.

Students who fall behind often will learn a
skill if it is taught a new way from the first
time they tried and failed to learn it. Although
teachers cannot tailor all work to each child's
preferred learning style, teachers should be
able to draw upon visual, auditory, and
manipulative methods to reteach math and
other subjects in the middle grades to stu-
dents who need extra help. Teachers of young
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children in elementaty schools tend to do this
as they teach for mastery.

In the middle grades, many teachers do not
typically teach for mastery, but aim to "cover'
course content They do not expect all students
to master all skills. Rather, students are
expected to fall somewhere on a normal
curve--with some students succeeding well,
some just passing, and others failing. Remedial
instruction or other forms for providing stu-
dents with extra help brings middle grades
teachers back to a mastery model. Teachers
who want to help students catch up in skills
need to add to their repertoires alternative
instmctional strategies that encourage students
to learn the same material in different ways.

Involving families in children's educa-
tion. Promising programs involve parents in
their children's education. This does not refer
only to Chapter 1 Parent Advisory Council
representatives or only to traditional occasions
such as Open House events or vrA activities.
Major emphases are on helping all parents to
understand early adolescence and middle
grades programs, and to become partners with
teachers in encouraging children with their
schoolwork, interacting with them at home to
support school goals and programs, and
assisting children with decisions that affect
their own and their family s futures.

Although some educators see families and
community groups as separate from the
schools and argue that it is not the school's
responsibility to involve adults, others argue
that schools must actively work to inform and
involve families and others in the community
in order to improve student success and to
improve school programs (Comer, 1980;
Epstein, 1987). Many promising programs
include ambitious goals and practices to keep
middle grades students' families informed and
involved in their children's education,
whereas most ordirtary middle grades pro-
grams do not implement such practices and
often ignore families

Research shows that families need and
want clear information about how to help
their middle grades students on school skills

8

and school decisions that affect the students'
and families' futures (Dauber and Epstein,
1989; Epstein, 1986; Epstein and Herrick,
1991). On a daily basis, families need informa-
tion from the school on what and how to talk
to middle grades students about school and
specific subjects, how to monitor and guide
homework, how to encourage better work,
and how to enrich learning with other family
experiences. This is important for all students,
but especially for students who are at risk of
failing and who need positive messages
about schoolwork and learning from as many
sources of support as possible.

Because "educational triage" is
used to allocate scarce resources,
mwty studente who need extra help
do not receive it.

One promising practice is to have an "at-
risk" sra..ialist or school and family coordina-
tor in each middle grades school whose only
job is to assist students who are at risk of fail-
ing or who have other serious problems, to
work with the families of these students, and to
work with teachers and guidance counselors to
help them understand how to establish pro-
ductive connections with families (Earle, 1990).

Student responsibility for learning.
Promising programs emphasize student par-
ticipation and student responsibility for their
own learning. When students are active par-
ticipants in their own learning, teachers keep
few secrets about the goals of programs, the
requirements for success, alternative
approaches for reaching goals, the meanings
of evaluations, or other aspects of teaching
and learning. Students may be encouraged to
keep logs or diaries to comment on their own
work and to keep track of their own progress
and experiences. Participation and responsi-
bility take many forms, but in promising pro-
grams students are more often aware of their
own active roles in schoolwork and success.
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Extra staff and extra resources. Promising
programs for disadvantaged students are
beginning to search for and find new ways to
allocate Chapter 1 and other available funds to
obtain the extra personnel (teachers, aides),
technology (computers, calculators), and other
instructional materials that will help more stu-
dents master required and advanced skills. In
man:- prngrams highly qualified and certified
teachers are assisted by aides, supervised by a
Chapter 1 dixector, and/or assisted by other
district level supervisors or lead teachers at
school. This adds up to high-powered teams of
supervisors, teachers, and aides working
together to help students succeed. Several pro-
grams place extra teachers and aides directly in
regular teachers' classrooms to create class-
room-based teams of teachers to provide extrp
help to students on a daily basis.

Staff development. Staff development may
be the most critical common component of
promising middle grades programs for disad-
vantaged students. Most of the programs
reviewed in this monograph provide appro-
priate and sometimes extensive staff develop-
ment so that teachers are comfortable with and
confident about implementing programs. Staff
development may take 2 or 3 days, or up to 18
days or more; some programs provide follow-
ups and continued guidance for teachers. Staff
development should be as short and efficient
as possNe to help teachers, curriculum super-
visors, and other administrators fully under-
stand the programs they plan to implement,
but as long as necessary to ensure faithful and
successful implementatims.

Teachers need to learn new ways of think-
ing and talking about their subjects, new ways
of conducting lessons, new ways of interact-
ing with slower students who are working
with high content curricula, new ways of
managing their teaching and monitoring and
rewarding students' learning.

Teachers must make choices about new
programs despite the absence of useful evalu-
ations. The translation of ideas to practice
takes a more coordinated program of staff
development than typically has been available
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for most middle grades educators (Epstein,
Lockard, and Dauber, 1991). Unless funds for
adequate staff development are appropriated
and adequate staff development is provided,
promising programs will fail.

National
Recognition
Programs

Two national recognition programs iden-
tify promising programs that offer high con-
tent education to disadvantaged students: the
Chapter I Recognition Program rewards a
school for designing and implementing its
own program well; the Program Effectiveness
Panel (PEP) approves programs for dissemi-
nation by the National Diffusion Network
(NDN) (Cotton, Griswald, and Estes, 1988;
National Dissemination Study Group, 1988).
Many programs recognized by Chapter 1 and
many included in the NDN are described in
later sections of this monograph. In this sec-
tion, we discuss a few issues raised by the
procedures underlying the criteria for 'wog-
nition. Although programs receive a "stamp
of approval" from these two national recogni-
tions, ed....4, ors cannot simply adopt these
programs without carefully considering the
strengths and weaknesses of the programs,
the adequacy of their evaluations, and the
appropriateness of the programs for the stu-
dents in their own schools.

Recognition of Chapter! Programs

When most educators think of "disadvan-
taged" students, they think of Chapter 1 pro-
grams and services. Chapter 1 programs are
recognized by the U.S. Department of Educa-
tion's "Initiative To Improve the Education of
Disadvantaged Children." Schools seeking
recognition must submit a formidable appli-
cation to explain program goals and objec-
tives, coordination among teachers, parent
and community involvement, professional
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development and training, leadership,
instructional materials, methods, approaches,
expectations for student learning and behav-
ior, school and classroom climate, use of aca-
demic learning time, recognition and
rewards for students, and evaluation results.
The required topics help schools organize
descriptions of their programs that may
assist other schools to replicate or adapt
ideas. Most schools, howeverven some
receiving recognitiondescribe their pro-
grams in rather mundane terms. Most are
pull-out or supplemental programs; few have
highly innovative components or curricula;
many are strong on one criterion but weak on
others.

One of the key features of the Chapter 1
Recognition Program is that federal regula-
tions require all schools to report student
scores and progress on achievement tests in
Normal Curve Equivalents (NCE) because of
the equal interval nature of this measure.
NCEs are normalized standard scores that
correspond to percentiles. Chapter 1 pro-
grams are supposed to report NCE pre and
post-test scores, gain scores, and long-term
gains. This should allow meaningful compar-
isons of students` progress across schools, dis-
tricts, and states, and should help educators
compare and judge the effectiveness of pro-
grams. Any gain from pre-test to post-test is
considered a measure of progress, although
many educators who judge promising pro-
grams tend to consider an increase of seven
NCE points or more as educationally impor-
tent. This, however, is an arbitrary guideline.

Schools that feel confident enough to sub-
mit their program for review probably have
more organized and stronger programs than
r1erage. Indeed, the recognized programs
tend to report higher NCE gairtssometimes
twice as highthan other schools in their dis-
iiict or state, or in the nation. However, there
are many problems with how the scores are
collected, compared, and reported across pro-
grams. Problems abound in the timing of
tests, subgroup and subtest differences, com-
parisons, and lasting results on scores and
gains. Consequently, most Chapter 1 evalua-
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tions based on NCE scores cannot help educa-
tors identify unambiguously effective pro-
grama

Timing of tests. Until recently, many
schools reported only fall-to-spring NCE
gains. These are somewhat deceptive indica-
tors of student progress, particularly over
time. For example, many students' test scores
decline from spring to fall because they forget
information during the summer. Then scores
climb again by spring as students progress
through the school year. The pattern of forget-
ting and learning yields fall-to-spring gains
but little spring-to-spring progress. That is,
NCE gains are clear from fall to spring, but
the pre-test scores on which they are based
are artificially low in the fall, and the post-test
scores do not change much from one spring to
the next. Within-grade progress made each
year does not accumulate over time to bring
students up to much higher scores. Different
questions can be answered with fall-to-spring,
spring-to-spring, and fall-to-fall scores, but
comparisons cannot be made across programs
reporting gains over different interval&

Some of these problems should change
because Chapter 1 programs are now
required to report spring-to-spring NCE
scores and gains. This should make it possible
to more successfully compare programs on
this dimension.

Subgroup differences. Another problem in
judging program effectiveness results from
districts' practices of reporting only combined
or average scores for very different schools
that participate in their Chapter 1 programs,
for grade levels within and between schools,
and for subgroups of students. Schools within
districts vary greatly in the number of low-
ability students they serve, ranging from few
or none up to 100 percent of the students.
NCE scores that are reported as an "average
for the district" may reflect successes in some
schools and failures in others. Only a few
Chapter 1 programs report scores separately
for each school and grade level.

The number of students who qualify for
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Chapter 1 services creates a school climate for
learning that can affect the success of pro-
grams and students in different schools
(Stringfield and Davis, 1987). It may be that
schools with just a few disadvantaged stu-
dents can assist them more quickly and more
successfully than schools with total popula-
tions of at-risk students. On the other hand,
schools with all or most disadvantaged stu-
dents can organize schoolwide Chapter 1
projects that dramatically restructure educa-
tion to help all students succeed.

Within schools, students starting at different
skill levels may take different lengths of time to
make measurable progress. Most program do
not provide information on subgroups of stu-
dents with different starting scores. A few pro-
grams report results in terms of the percent of
students who gain different amounts during
one year (e.g., a school may find that 30 per-
cent of its students gain more than 10 NCE, 20
percent gain from 5 to 10 NCE, 20 percent lose
more than 5 NCE points, and so on). Distribu-
tions like these can help educators decide
whether the program is equally effective for all
students or whether to revise the program to
reduce losses and increase gains of particular
students.

Other student characteristics also may
affect which students make expected or
unusual progress. Are boys and girls equally
benefited? All racial groups?

When programs report "averages" without
examining and reporting subgroup differ-
ences, schools cannot identify which proce-
dures in their own programs must be changed
to meet the needs of different groups of stu-
dents, nor can potential users know whether
the programs work successfully in schools
with students most like their own.

Different tests and subtests. Scores and
gains should be reported on specific subject
tests or subtests. For example, a reading com-
prehension program should improve reading
comprehension scores but may not affect
overall reading achievement scores. A math
computation program should first affect stu-
dents' basic math skills but may not have
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short-term results an math problem solving.
A writing program should improve writing
skills before it has an impact on reading or
other achievements. Many programs inappro-
priately use the same scores to judge the effec-
tiveness of Ifferent programs and practices.
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Wahin schools, students starting at
different skill levels may take chf.
ferent lengths of time to make
measurable progress.

Other outcomes. Although all Chapter 1
recognition applications include achievement
test results, few programs include other mea-
sures of achievement such as criterion-refer-
enced tests, report card grades, honor roll
memberships, or student demonstrations of
abilities. Few programs measure and report
other important outcomes such as attendance,
promotion rates, courses completed, infomial
assessments from students and families about
the students' work and progress, homework
completion, class participation, school com-
pletion or graduation rates, disciplinary
actions, and other outcomes that may be pro-
gram goals and that are encouraged in the
federal regulations for Chapter 1.

Educators not only need to build appropri-
ate evaluations and expectations into their
own programs, but also should demand this
information in reports or materials that
describe or advertise promising programs.
Results by school, grade, and student sul,-
groups, results for subtests and specific sub-
jects, and results on measures other than
achievement tests should be required to deter-
mine whether programs are consistently suc-
cessfuL If subgroup, subtest, and comparison
group scores and gains were provided, it
would be easier to identify particularly effec-
tive programs for schools with particular pop-
ulations of disadvantaged students.

Pre and post-tests and comparisons. It is
not eno t. to use only pre and post-test gain

1.
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scores to show that students improve as partio.
ipants in a particular program Scores go up
for all students in most subjects over time,
regardless of the program. Thus, it is necessary
to have comparison groups whose pre and
post-test scores show what happens under
clearly contrasting ciramistances. This may be
program treatment vs. control groups, com-
parisons of multiple treatments, or other perti-
nent comparisons. For example, over several
years WR.I.T.&E., art NDN program to
increase students' writing skills, moved from
studying pre and post-test gain scores to
studying treatment and control comparisons.
Less rigorous studies may demonstrate that
students are helped and not harmed by a par-
ticular program, but sooner or later, compari-
son classes are needed to learn whether new
programs are better, equal, or worse than other
programs for improving or accelerating stu-
dent learning.

Lasting results. Sustained or lasting effects
also must be carefully charted to indicate
which Chapter 1 programs are really effective.
Some programs report the average NCE gains
over two or three years of students who
remain in Chapter 1 programs. Often this
number is too smallfewer than 5 or 10 stu-
dents in a schoolto provide a reliable picture
of sustained effects. Other programs report the
scores over time of students who were in
Chapter 1 programs, but who return to regular
classes. Their progress reflects the work the
students did during one or more years in
Chapter 1 programs and their work in regular
classes. Comparisons of sustained effects can-
not be made on too-small samples of students
or differently defined samples of students.

Moreover, sustained effects must be
reviewed carefully. An average gain of 4.5
NCE points over three years of students who
remain in Chapter 1 programs does not have
the same meaning educationally as gains of
about 4,5 NCE points for each of three years. If
younger students made 133 NCE gain points
the first year and no gains thereafter, educators
would have important information about the
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need to improve the programs for older stu-
dents.

High content education may
require additions or revisions to
the curriculum, including new
subjects, higher levels of chal-
lenge, active learning, and diverse
perspectives in increased student
motivation and learning.

The problems of identifying successful pro-
grams, however, go even deeper than how
gain scores or sustained effects are measured
or reported. Scores and gains are important,
but some districts report only gains. Most stu-
dents who are offered Chapter 1 services have
very low NCE scores, and even consistent
gains are not enough to help them reach and
maintain grade level skills. If students' NCE
scores are loweg., in the teens, twenties, or
thirtiesthe gains made in most promising
programs are not large enough for a long
enough time to have important effects on the
student' educational improvement.

Almost every Chapter 1 program recog-
nized by the U.S. Department of Education
states its assumption that "all students can
learn" and that with effective supplementary
assistance, educationally disadvantaged stu-
dents can be helped to meet the achievement
levels of their non-Chapter 1 peers. Data show,
however, that most programs do not reach this
goal. Studies are needed that follow student
over many years to determine which comp-
nents of Chapter 1 programs help students
catch up to the scores of their non-Chapter 1
peers. In the future, Chapter 1 programs must
be more innovative in order to actually acceler-
ate students' learning.

Recognition of NU Programs

The U.S. Department of Education's Pro-
gram Effectiveness PanelPEP (formerly
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called the Joint Dissemination Review Panel or
JDRP)--evaluates and approves programs
that it considers "exemplary." Developer/
Demonstration Projects that receive PEP
approval are eligible for dissemination
through the National Diffusion Network
(NDN). These programs tend to be thought-
fully developed "package deals" that provide
staff training, materials for teachers and stu-
dents, and follow-up activities and supervi-
sion after the program has been implemented.

NDN programs not only offer materials
and training, but also make demands on the
schools or districts that adopt the programs.
This usually includes a signed contract for
staff development, fees for the training team,
released time for the teachers who will learn
about the program, and the assignment of a
local facilitator or coordinator at the district
level to help teachers implement the program
after the initial staff development. Sometimes
building level leadership also is assigned to
follow up and assist implementation. The
adopting sites must permit evaluations of the
programs and maintain a demonstration
school or classroom where visitors are wel-
come to observe the program. These require-
ments are more than symbolic. Districts that
invest in a program are more likely to take the
implementation and conduct of the program
seriously.

Most NDN programs are approved because
they are supped to improve education for all
students. Aciew are designed specifically for
educationally disadvantaged students. There
are, however, many problems with the consis-
tency of the quality of the programs in NDN
and their evaluations. The quality of materials
and prototype activities that are sent in infor-
mation packets range from poor to excellent.
Some programs cryptically report that they are
used in so many states or districts, when they
are really used in one or a few schools in those
states or districts. Most of the evaluations of
NDN programs are well-meaning but inade-
quate. They suffer from many of the same
problems described in the previous section on
Chapter 1 program evaluations. For example,
few compare treatment and control groups,
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provide scores and gains on tests, or report
subgroup differences.

Despite the importance of having pro-
grams "ready to go" that schools can select to
help them meet specific goals, the NDN pro-
grams are of mixed quality with mainly mys-
terious messages of effects. Educators must
carefully consider the programs and their
components, the necessary staff development,
the costs, the requirements, and the reported
benefits for students like those they teach.

Only about 1 in 10 NDN programs are sub-
mitted to PEP for recertification after four years.
This means that even ambitious and extensive
programs are often short-lived. Prcject directors
move or leave their jobs, or supervisors and
administrators change. The collection of PEP
approved programs remains a relatively fluid
set of "bright ideas" that include programs
ready for implementation or ideas that can be
adapted for the rieeds of particular schools and
students.

Swam of Recognition Programs

Programs disseminated by the National
Diffusion Network (NDN) and those recom-
mended as effective Chapter 1 programs vary
widely in quality, but tend to be better orga-
nized than other programs and are more
likely to closely monitor student progress.

Educators cannot, however, rely solely on
the approved programs. Many evaluations are
incomplete or inaccurate. Although some pro-
grams report significant effects, they are not
always educationally important. Program
developers often state that a program will be
useful at other or all grade levels despite the
fact that the program was originally designed
for particular grade levels. Some programs for
the elementary gades can be adapted easily
for use in the middle grades, but others
depend on key school organizational features
or appeal to particular characteristics of stu-
dents that are appropriate for particular grade
levels.

These problems do not apply only to Chap-
ter 1 or NDN programs. The descriptions and
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results of other promising programs that are
not submitted to the national recognition pro-
grams are often suspect in the same ways.

These problemsinappropriate, inaccu-
rate, or unreported timing of tests, subgroup
differences, test and subtest scores and gains,
implervmtation problems, and the lack of stu-
dent outcomes other than test scoresraise
serious questions about which programs,
whether programs, when programs, and for
whom programs are "effective."

Information about programs must be
judged with caution. The situation is very
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much one of "let the buyer beware." Educa-
tors who review Chapter I, NDN, or other
promising programs must check to see if the
problems discussed here have been ade-
quately addressed. They need to know
whether new approaches and their results are
clear, credible, and generalizable for use in
their own schools. There is great, even desper-
ate, need to identify well-documented and
evaluated programs and practices to improve
the content of education in the academic sub-
jects in the middle grades.



CHAPTER TWO

PROMISING PROGRAMS

This section summarizes the results of
our search for programs that aim to add
high content to the curriculum in the

middle grades in math, reading, writing and
language arts, thinking skills, science, and
social studies. Because few, if any, programs
have been adequately evaluated, our mention
of programs cannot be interpreted as unquali-
fied recommendations. Rather, the programs
include features that look promising for help-
ing students succeed. Some should help edu-
cationally disadvantaged students move
toward grade level, or all students feel chal-
lenged by high content. Although most pro-
grams are discussed in terms of one illustra-
tive component, they may contain many other
parts. When several promising programs
include the same curricular, instructional, or
organizational features, these components
become noteworthy and may help middle
grades educators develop programs of "high
content" in their own schools.

Appendix A is a directory to enable educa-
tors to obtain more information about the fea-
tured programs. The list in the appendix is
organized by subject and provides the title of
programs alphabetically, contact person or
reference, grade levels, whether the program
has received Chapter 1 or PEP recognition,
and whether it was designed specifically for
disadvantaged students. Other resources and
background materials are in the references.

It is amusing to look across prograrns to see
three types of titles. Some names of programs
are designed to be inspirational to students.
These include such acronyms as Project
REACH, IPASS, Operation Uplift, HOTS,
PAST, T.E.A.M., and others.
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Other programs are named to be intellectu-
ally appealing to teachers. These include such
titles as Systematic Teaching and Measuring
Mathematics, Team Accelerated Instruction,
Individualized Prescriptive Instructional
Management System, Structured Teaching in
the Area of Reading, Calculator Assisted
Mathemafics for Everyday Living, and others.
These programs' acronyms may or may not
have meaning, but the titles are seriously ped
agogicaL

New emphases for high content in
middle grades math include prob-
km solving, estimation, statistics,
probability, measurement, real
world applications, and interdisci-
plinary connections to other sub-
jects, as well as advanced courses
such as pre-algebra and algebra.

A third group of programs have generic
and unemotional titles that are not designed
to appeal to anyone in particular. These may
be consciously inconspicuous, part of a larger
effort, and named to convey the feeling of
"business as usual." Examples include Chap-
ter 1 Reading and Mathematics, Math
Achievement Program, Andover's Integrated
Reading System, and others.

There is, of course, nothing to suggest that
programs are more or less effective because of
their titles. Many titles, however, indicate the
goals of programs and may alert educators to
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programs that fit particular philosophies and
approaches.

There are, undoubtedly, many programs
that we missed that have equally promising
components, and others are being developed
every day. The programs and components
distussed here illustrate those that middle
grades educators will find in their efforts to
locate, choose, adopt, or adapt higher content
learning opportunities for all students.

Math: Promising
Programs for the
Middle Grades

In the middle grades, math teachers worry
about the best ways to help students build a
strong foundation in mathematics; the best
ways to help students leam the skills they
don't yet have; the best ways to move from
arithmetic to algebra; and most of all, the best
ways to make math comprehensible and rele-
vant to students.

In math (as in most other subjects), most
schools and districts will continue to base
their instruction on textbooks. Math text-
books, in particular, are familiar and easy to
use, as students and teachers have followed
the same format since the earliest elementary
grades. Some mathematics texts have taken
notable steps toward high content math skills
and activitiese.g., Real Math Grades 7-8
(Open Court, 1990). Although we are not
reviewing or comparing textbook series, math
educators should periodically compare texts
critically on whether or how Caey include
high content The National Council of Teach-
ers of Mathematics recommends topics that
may be considered the new basic high content
for all students. These include problem solv-
ing, estimation, patterns, statistics and proba-
bility, measurement, graphing, real-world
applications, and interdisciplinary connec-
tions of math with other subjects.

In this section we discuss the components
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of a few programs that seem promising for
improving the math experiences of all stu-
dents, and that may be particularly useful for
developing high content math programs for
educationally disadvantaged students. Many
of the promising math approaches for the
middle grades add "supplementary" materi-
als to enrich and enliven textbooks. A few
provide full alternative programs, new texts,
or texts in alternative forms, such as com-
puter-based instniction or individualized pro-
grams.

Math Alasagemest Spins

Several programs feature management sys-
tems based on the scope and sequence of math
Was. Although almost every teacher's text-
book manual and district curriculum guide
outlines a comprehensive scope and sequence
for math skiii s, most manuals do not provide
workable management systmes for teachers to
closely and easily monitor student progress.
Thus, teachers need to consider supplemen-
tary math computer software or paper forms.

Management systems outline an array of
required skills in a particular subject across one
or more graea levels. Sometimes the skills are
cross-referenced with several major texts so that
teachers can use the systems with any common
textbook series or can draw from multiple teds
to help students learn the skills. Some manage-
ment systems also cross-reference quizzes and
tests, teaching approaches and materials, and
other supplementary activities. Teachers can
use these programs to organize their teaching
and chart students' work and progress on each
skill. There are several examples of promising
math management systems.

Conceptually Oriented Mathematics Pro-
gram (COMP) is a papex-based management
system that helps teachers diagnose students'
needs and cross-references math materials
that can be used to teach different skills. It
includes a teacher guidebook, student activity
book, awareness materials, tests, profile
sheets, and other items. The math content is

2 4
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linked to that of eight common math text-
books. Evaluations are needed of the effects
on student learning of this teaching tool.

Individualized Prescriptive Arithmetic
Skills System (IPASS) is a computer-based
program that helps teachers and students
keep track of more than 150 sldlls for grades
1-8. Teachers and students share responsthil-
ity for monitoring progress and continuing
work. Evaluations show mixed results with
some modest and some strong progress by
students in IPASS on achievement test scores.

Systematic Teaching and Measuring
Mathematics (STAMM) provides a sequen-
tial K-12 program covering hundreds of
objectives, martipulatives, alternative assess-
ment strategies, materials and resources for
teaching, and other related information. The
management system is designed as a com-
puter-based or paper guide for teachers to
monitor all important math skills. An early
evaluation of STAMM (1984) reported the
number of middle grades students who mas-
tered at least 70 percent of the math objec-
tives. Most students attained that level of
mastery, although other test results were not
very clear. In theory, a comprehensive K-12
math outline should help teachers individual-
ize students' programs from any starting
point on the array of skills

Summary of management systems.
Although the evaluations of these math man-
agement systems leave much to be desired,
the programs represent a considerable
ammmt of work by thoughtful math educa-
tors. They could help math teachers and
supervisors to understand similarities and dif-
ferences in management systems and to
select, design, or adapt management systems
for their own curricula. Math management
systems make a persuasive case for keeping
close tabs on what students laww and need to
know in order to help students make greater
gains on math skills.
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hutividualizett Math aid Peer

Team Accelerated Instruction (TAI) is an
individualized program in which students are
assigned to small heterogeneous teams to
reduce tite isolation that occurs in some indi-
vidualized programs. Students move forward
from their own startirtg places in math with-
out being separated from students who differ
in ability. TAI materials include worksheets,
quizzes, and tests from basic elementary math
skills through an introduction to algebra to
meet the wide range of abilities and rates of
progress typical in math classes. The proems,
then, can be used in heterogeneous classes. In
TAI, teachers instruct small groups to intro-
duce new skills and facilitate individual learn-
ing. Students manage and monitor their own
progress. They are rewarded by the teacher
for individual and for team progxess, regard-
less of their starting places. Evaluations of
TAI in elementary school grades 3-6 indicate
that students using TA1 gain significantly
more in math achievement, have more posi-
tive attitudes toward math, and exhibit better
classroom behavior than do students in con-
trol groups.

Similar evaluations are needed across the
middle grades. The available materials may
be more appropriate for remedial instruction
in the middle grades if most students are near
or beyond the most advanced skills in the TAI
kit. Or, middle grades teachers who like the
TAI concept may be able to design extra mate-
rials up to or beyand a full year of high school
algebra or geometry to cover the broad range
of math skills of students in gades

Math Pull-Out or Pull-1n Approaches

Traditional pull-out programs may be eas-
ier to organize in elementary schools than in
middle schools or junior highs. In elementary
schools, students may leave a class, go to a
Chapter 1 or resource room for remedial
instruction, and return to class relatively
unobtrusively. In most middle or junior high
schools, leaving and returning to class can be
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obvious, embarrassing, and often disruptive
for the student, teacher, and other students.
For example, the Mathematics Achievement
Program (MAP) is a basic skills program
designed for elementary school grades 2-5. It
provides small groups of students with 30
minutes of remedial math instruction in sepa-
rate classes. Although this program appears
well-organized as a pull-out program in the
elementary grades, it would be difficult to
duplicate in middle schools or junior highs. If
students are pulled out of regular classes, the
regular and remedial teachers and the stu-
dents need to monitor what information was
missed in the regular class, how homework
will be completed, and how instruction is
coordinated between the regular and reme-
dial teachers. When middle grades students
follow 40-55 minute periods, it is not easy to
leave a class for 30 minutes and return with-
out missing important information and expe-
riences.

More promising for the middle grades are
extra periods for remedial instruction during
the school day. For example, in Teaching
Everyone About Math (T.E.A.M.), small
groups of sixth graders (here, in an elemen-
tary school) meet for 45 minutes three times
each week in art extra academic period.
T.E.A.M. focuses on helping students master
math skills in the last year of elementary
school to in -Tease the students' chances of
success in math in seventh grade in a new
school.

In T.E.A.M., the principal personally calls
the families of each of the students to explain
the program and to provide weekly progress
reports. The Chapter 1 teacher, regular
teacher, parent, and student meet every six
weeks to evaluate and discuss progress. Par-
e tts are helped to understand the program
and to encourage their children's math work
at home. The program reports modest gains
for a very small sample of students. Clearly,
better evaluations are needed of the compo-
nents of this and similar programs. Neverthe-
less, its organization (an extra class period)
and its other components of family involve-
ment are important and adaptable to the mid-
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dle grades. The concept of an intensive transi-
tional program also could be important for
the last year in middle school before high
school..

......apreallem.agafflap.a..

One new direction for staff devel-
opment provides opportunities for
math teachers to work as mathe-
maticiansthinking about, using,
and creating math structures and
problems, or working as intents in
math-related occupationsbefore
learning new teaching strategies.

Two other programs also are based on
extra math during the school day. In Class-
mate 88, a Chapter 1 program, elementary
students in grades 4, 5, and 6 receive extra
math instruction in an extra class period. The
program includes 70 computer-based lessons
that provide students with immediate scores
and feedback. Other parts of the program
emphasize calculators, puzzles, and a variety
of math materials. The program reports mod-
est but consistent fall-to-spring gains for
upper elementary students. Although the
evaluations of this must be more rigorous, the
materials could be usefully adapted for reme-
dial instruction in the middle grades.

Operation Uplift is an individualized sup-
plemental math program providing extra
math periods for students in grades 1-6 and
extra help in class All students receive sup-
plemental instruction that is closely coordi-
nated with regular classroom instruction from
extra teachers and aides who work with the
regular classroom teacher. The program for
students in grades 5 and 6 can be adapted for
the middle grades. Operation Uplift combines
an extra class period with a comprehensive,
computer-based management system. The
program offers a Math Resource Guide that
cross-references math skills with software,
games, and other activities. One of the most
difficult tasks for curriculum reform seems to
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be linking the skills students need with new
instructional approaches. The Math Resource
Guide of Operation Uplift :nay be useful to
other teachers who want to plan similar
approaches. The program evaluation data
include only a limited sample of sixth graders
and so is not particularly useful for under-
standing the effects of this program on middle
grades students.

There are other variations in programs to
provide students with extra or intensive
instruction. Traner Middle School Chapter 1
Lab for grades 7 and 8 groups students by
ability in math to eliminate the need to pull
students out of class Two teachers, cate assis-
tant, and one aide work with students on
math problem solving, geometry, statistical
tables, and other skills in individualized,
small group, and computer-assisted instruc-
tion using a variety of instructional
approaches. The students attend the Traner
Middle School Lab with their regular teacher
on a two-week rotation schedule. In this way,
their regular math classes are supplemented
by an enriched math program with extra staff
every two weeks for two weeks. The evalua-
tion of this program is one of the few that
measured whether students who were
assisted in the middle grades continued to
take math classes in high school. The limited
evaluation suggests that more Traner Middle
School Lab students continued with math
courses through the 10th grade than did stu-
dents ir a comparison group.

Schools that assign Chapter 1 students to
separate math classes in the middle grades (as
in the Traner Middle school Lab) need to
carefully examine how these students are
grouped for instruction during the rest of the
day. Most educators agree that students in
low-ability groups face severe self-esteem and
motivation problems, created or exacerbated
by their assignment to low groups. One rec-
comendation is that students should not
spend all day in classes grouped homoge-
neously by ability (Maryland State Depart-
ment of Education, 1990). However, few have
figured out how to schedule students in some
homogeneous and some heterogeneous
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classes daily so that they are not "tTacked" by
ability in all subjects, all day, all year, and
every year.

Chapter 1 Mathematics Pioject (K--8) aims
for the same goals as the Traner Middle
School Chapter 1 Lab, but organizes extra
teachers and help for students within hetero-
geneously grouped math classes. All students
receive instruction as a whole group for part
of the class time. Then, small groups work
together and receive individual assistance
from an extra remedial instruction teacher
who works in the classroom with the regular
teacher. A clear management system helps the
two teachers organize, instruct, and monitor
student progress on math sldlls. The program
evaluation shows rather consistent success
and few failures for students who participate,
and is one of the few programs to measure
outcomes in terms of percent of students pass-
ing a criterion-referenced test

Summary: pull-out or pull-in for extra
help. Middle grades schools provide students
with remedial instruction in separate ckss-
rooms grouped by ability, in pull-out pro-
grams during regular classes, in extra class
periods, by assigning extra teachers to work
in the same classroom with regular classroom
teachers, and in several other ways (e.g., Sat-
urday classes, beforeand afterschool
coaching or tutoring, summer school). Pull-
out programs and extra math classes vary in
the size of the group (the student to teaches
ratio may range from 3:1 to more than 20:1);
the length of time of a period (from 15 to 60
minutes); the scheduling of extra help (e.g.,
removing students during class time or
assigning them for remedial instruction dur-
ing extra class periods); the presence of extra
teachers or aides in the regular math teacher's
classroom; and the quality of math materials.

The program evaluations do not clarify
which of these factors are critical for program
effectiveness, but the promising programs
and new survey data offer a few clues. In the
middle grades, scheduling may be as or more
important than class size. Longer periods of
30 minutes or more rather than short 15-20
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minute dosages of remedial instruction are
probably needed. Extra class periods and the
assignment of extra math teachers or aides to
regular math teachers' classrooms probably
benefit middle grades students because these
arrangements are less stigmatizing than pull-
outs from regular class.

Survey data from a national sample of
principals in schools that contain vide 7 sup-
port the practice of an extra math period
rather than pull-out approaches. Principals
who reported that they provide remedial
instruction in extra academic periods sched-
uled during the school day (as an elective or
study period) were more likely to expect
fewer students to drop out of school before
high school graduation (Mac Iver, 1991; Mac
Iver and Epstein, 1991).

Math and Student Recognition

All Chapter 1 programs describe how they
reward and recognize students. This focuses
educators' attention on disadvantaged stu-
dents' need to !mow that a teacher realizes
when they are making progress and that each
new skill is important Many NDN and other
promising programs for middle grades stu-
dents also are sensitive to early adolescents'
need for recognition in ways that are valued
by students in the middle grades. T.EA.M.,
for example, combines active learning with
responsive and public recognition to let each
student and their peers and families know
that progress in learning math is being made
in clear and measurable steps. Other pro-
grams make a point of includi.ng Chapter 1
students in all recognition and reward assem-
blies or other school programs.

A basic issue in math and other subjects
concerns whether to grade students on the
basis of relative achievement, mastery, or
progress. Promising programs suggest that
math grades and recognition should be based
on student progress rather than only on rela-
tive ability. Programs such as TAI and other
processes (Mac Iver, 1990) take seriously the
motivational power of pmgress reports, cer-
tificates, and public recognition,
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Of all the components of promising pro-
grams, regardless of instructional approach, it
is likely that practices that organize and indi-
vidualize frequent meaningful rewards and
recognition will positively influence students'
motivation, self-esteem, achievements, atti-
tudes, and commitment toward math.

Math and Attituft

Some promising programs make a point of
developing students' positive attitudes about
math. For example, Comprehensive School
Mathematics Program (CSMP) is designed
for the elementary grades, including grades 5
and 6. The program focuses on math applica-
tions, estimations, predictions, probability,
statistics, and problem solvingthe new high
content topics. In the available evaluations,
effects on students' math skills are not particu-
larly impressive, but the program shows some
positive effects on criterion-based problem
solving test scores. The developers emphasize
the program's focus on increasing or main-
taining students' enthusiasm about math. It
reminds teachers that in the middle grades
attitudes about math are as important as
achievements in math for encouraging stu-
dents to work hard and to continue taking
math courses even if they are not the best
math students.

Student Responsibility for Learning Math

Many promising programs in the middle
grades require students to take responsibility
for their own learning. Some programs (such
as Chapter 1 Mathematics Improvement Pro-
gram and TAI) put students in charge of part
of a computer-based or paper management
system to organize their own work and to
kaep track of their successes, failures, and
needs for instruction. Other programs use
contracts, pledges, or other plans. For exam-
ple, one technique called Challenge U asks
students to design their own contract of math
activities and math tests to ensure that they
complete the required units of work.
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Math and Poirot loolositti

The Cnapter 1 Reading and Mathematics
Program includes a strong parent involve-
ment componIgst with the specific goal of
reaching the parents of more students. The
project includes after-school computer classes
for parents and meetings with parents at pub-
lic housing projects rather than only at the
school building.

A few programs for educationally disad-
vantaged students combine rewards at school
with recognition at home. Teachers send
home positive notes or certificates when stu-
dents have mastered each important skill, or
call families with positive messages. One mid-
dle school sends home weekly computerized
"report cards" in math so that students and
families can Lelebrate short-term progress. In
T.EA.M., the principal calls home weekly and
parents are involved in regular evaluations of
students' progress. In other programs, stu-
dents are asked to show someons at home
how they mastered each new math skill.

These and other approaches mobilize fam-
ily support for math in the middle grades. The
practices are supported by research that
emphasizes the importance of subject-specific
parent involvement for boosting student
achievement and attitudes in specific subjects
(Epstein, 1991; Epstein and Dauber, 1991;
Epstein and Herrick,1991).

Technology and Math Insbuct Ion

Promising math programs in the middle
grades often integrate computer-based activi-
ties to organize, vary, enrich, and enliven
instruction. Several programs (such as Class-
mate 88, The ESC Mathematics Curriculum,
Math Motivational Centers [M2C], and Traner
Middle School Chapter 1 Lab) include clear
and purposeful uses of computers by students
to learn and to practice skills, and for teachers
to manage instruction and monitor student
progress. M1C, for example, includes a man-
agement and instruction system for more than
200 math objectives for an individualized pro-
gram that helps the teacher select from multi-
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ple materials (workbooks, ldts, audiovisuals,
games, and computer-assisted instruction) to
organize and supplement learning. The pro-
gram reports rather sizable gains for students
in grade 9 compared to a control group of stu-
dents, and seems to be adaptable to the mid-
dle grades.

Other technologies, particularly the use of
calculators, can supplement and enrich math
programs. For example, Calculator Assisted
Mathematics for Everyday Living (CAMEL)
integrates the calculator and real-life applica-
tions into the math program for general math-
ematics students. The program measures
effects based on the percent of students mas-
tering at least 70 percent of the material
taught in each unit of work, and almost all
students attained that level of mastery.
Although this is a program designed for high
school students, the materials and approaches
are adaptable to the middle grades. In general
terms, middt: grades math teachess will need
to decide the place of the calculator in their
math classes.

A promising new program that should be
evaluated is The Education Services Corpo-
ration (ESC) Mathematics Curriculum. This
computer-based program focuses on math
problem solving, inductive and deductive
thinking skills, and the use of calculators and
computers to provide regular lessons and
individualized instruction. In grades 7 and 8,
for example, software is available for more
than 150 lessons tn algebra, geometry, graph-
ing, statistics and probability, and other new
high content math topics. A computer-based
management system is included. ESC Mathe-
matics Curriculum prides itself on lively, col-
orful lessons to build a solid math foundation
in the midflie grades so that students will con-
tinue with high school math. The integrated
instructional system is an expensive one,
however, requiring schools to rent software
on an annual basis, after installing extensive
hardware. It is said to be operating in more
than 1,000 schools, despite its high cost and
lack of formal evaluations. It is a program to
watchone that deserves to be rigorously
evaluated because it combines several key
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components of promising programs with the
added feature of enabling students to work at
their own pace to accelerate learning.

Math, Biddy Skills,
and New Re* for Toad=

One large investment in a supplementary
math program is the Middle Grades Mathe-
matics Project (MGMP) developed during
more than a decade at Michigan State Univer-
sity with support from the National Science
Foundation (NSF). Activities range from
workshops for outstanding middle grades
math teachers, to the development of a text-
workbook series of math activities for middle
grades students. The math activities are based
on thinking skills in math, including spatial
visualization, probability, similarity, factors
and multiples, algebra, and other topics that
are generally considered to add new and high
content to math programs. Manipulatives are
emphasized to give all students opportunities
to visualize and constnict math concepts. Dis-
advantaged students are not a special focus of
this program, but creative teachers should be
able to use and adapt the activities to teach
the MGMP concepts to all students, including
students at risk of failing math.

Staff development is centikto MGMP.
Teachers are defined first as "mathemati-
cians" and are helped to operate as such. This
is an important and provocative component
of many promising programs in all subjects.
The goal is for teachers to feel that they are
members and leaders of a community of
active learners at school. They are not only
"tellers" of information, but also thinkers,
scholars, and we:kers. With their roles clari-
fied, teachers are then provided clear guide-
lines on how to teach challenging middle
grades math concepts to their students. The
teachers are taught using the same methods
they will use to teach the studentsanother
promising approach to staff development in
several programs.

MGMF has been shown to strengthen teach-
ers' self-confidence, skills, and understanding
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of math teaching. So far, !est; attention has been
given to evaluating whether students learn
more or better because of the program.

Aliggna as New Centimf

One provocative project that is developing
high content materials for middle grades
mathematics is The Algebra Project. The
Algebra Project seeks to make algebra avail-
able to all seventh and eighth grade students
regardless of the students' prior skills or aca-
demic achievement in math. The project aims
to motivate students in math so that they feel
able and encouraged to take advanced math
courses in high school.

The Algebra Project first accelerates sixth
grade math skills to prepare students for alge-
bra in grades 7 and 8. In grades 7 and 8 an
advanced text is used along with motivating
teaching approaches in algebraic concepts,
such as positive and negative numbers. The
program also includes family and community
connections, places responsbility on students
for the pace and scope of their learning, and
includes before-school study sessions with
college role models as tutors for the middle
grades students. The Algebra Project opera-
tionalizes many components of "accelerated"
education with new content and new access
in the middle grades math curriculum.
Although the evaluations so far do not ade-
quately examine student skills and abilities,
there is evidence that some students in the
program enter advanced math in h'gh school
where none did before..

Math: Smug and Discussion

Math may be the easiest subject to evaluate
because of its hierarchy of sldlls and numeri-
cal character, but most schools and districts
do not assess their math programs carefully.
Few reports from promising math programs
provide the comparisons that are needed to
show that one program is clearly and consis-
tently better than another for educationally
disadvantaged students in the middle grades.
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Currently, there is no one program that stands
out as unusually and consistently effecti-..:e.
Rather, the programs discussed in this section
are promising Some fully restructure math
educatica and others revise practices slightly.
Several components in these programs may
be important for improving math instructiort

Comprehensive management systems
Conceptually Oriented Mathematics
Program (COMP)

Individualized Prescriptive Arithmetic
Skills System (IPASS)

Math Motivational Centers (M2C)
Operation Uplift
Systematic Teaching and Measuring
Mathematics (STAMM)

Traner Middle School Chapter 1 Lab

Effective grouping practices and individu-
alized instruction
Chapter 1 Mathematics
Team Accelerated Instruction (TAI)
Traner Middle School Chapter 1 Lab

Extra class periods
Classmate
Operation Uplift
Teaching Everyone About Math (T.E.A.M.)
Traner Middle School Chapter 1 Lab

Rewards and recognition of students
Comprehensive School Mathematics
Program (CSMP)

leaching Everyone About Math (T.E.A.M.)
Team Accelerated Instruction (TAI)

Student responsibility for learning
Challenge U in Teaching Everyone
About Math (T.EA.M.)

Chapter 1 Mathematics
Improvement Project

Team Accelerated Instruction (TAI)
School and family connections
Chapter 1 Reading and Mathematics

Computer-assisted instruction
Classmate 88
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ESC Mathematics Curriculum
Math Motivational Centers (MC)
Traner Middle School Cliapter 1 Lab

Innovative curricula
The Algebra Project
Middle Grades Mathematics
Program (MGMP)

Staff development
Conceptually Oriented Mathematics
Program (COMP)

14tifiddle Grades Mathematics
Program (MGMP)

Systematic Teaching and Measuring
Mathematics (STAMM)

One of the standard debates about math for
educationally disadvantaged students is
whether such programs should provide
instruction in computational skills or higher
level math skills. The promising programs
reviewed do not resolve this debate. Indeed,
this may be a false distinction, as basic skills
provide a base of high initial content on
which students build more complex skills as
they are ready and able. Instruction in basic
skills need not be boring. After all, when the
same skills were taught to all students the first
time, high-ability students were challenged
and interested in the lessons. This dilemma
may be solved if teachers have varied materi-
als and several different instructional meth-
ods to present skills to students who do not
learn them the first time.

Many of the key components of math may
be pertinent for bringing high content to other
subjects. Similarly, innovative practices in
other subjects may provide ideas and strate-
gies for use in math.

The new directions for math suggest that in
the future students will be offered high con-
tent in math along with more responsive pro-
grams that provide all students high support
and high expectations for success in math.
High content may be in the form of new
access to existing challenging math curricula,
or new additionsalgebra and other skills
such as problem solving, estimation, statistics,

3 IA.
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probability, and measurementto increase
the types and levels of thinking in math that
meet the high standards and goals set by the
National Council of Teachers of Mathematics,
the National Board for Professional Teaching
Standards, and others.

Reading: Promising
Progyams for the
Middle Grades

Promising programs in the middle grades
include those that emphasize developmental
reading, literature, reading across the curricu-
lum; the integrafion of reading, writing, think-
ing, and related skills; school-based reading
for pleasure; and at-home reading activities or
other connections with families. One key com-
ponent of most programs is that they draw on
a wide selection of reading materials at many
reading levels to capture the interests of st,
dents of all abilities and to encourage students
to wk to advance their skills in reading and
in all subjects where reading is important.

Reading Management Systems

A management system in reading may
help teachers diagnose, instnict, and monitor
30 to 50 or more objectives at 16 different skill
levels, providing teachers with more than
24,000 pieces of information about students
and their progress. These programs also orga-
nize a wide variety of appropriate materials
and technologies for teachers to provide stu-
dents with instruction in different skills. It is
possiblethough not yet proventhat a
management system that helps teachers care-
fully orchestrate individualized instruction in
reading will help students increase and
improve learning.

Management systems are only as good as
the materials that support the instruction that
students need. Teachers and curriculum
supervisors often collect numerous and var-
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ied materials and cross-reference them so that
teachers can find and use appropriate and
varied approaches for each skill they teach in
a dear "scope and sequence" of skills at each
grade level. For example, the Individualized-
Diagnostic-Prescriptive Learning Lab Chap-
ter I program, which includes grade 6 in an
elementary school, reports that it uses 20
times as many instructional resources as regu-
lar classrooms. Evaluations of this Learning
Lab show mixed results in different schools,
varying from no gains, to modest gains, to siz-
able gains during one or more years. (Evalua-
tions of a variation of this program in math
report sizable gains for students in math
sldlls, perhaps due to the availability of rich
instructional resources in math.)

Individualized Prescriptive Instructional
Management System (IPIMS) is a remedial
reading center based on individualized
instruction and clear record keeping. Staff
training is provided as part of the adoption
procedures of this NDN program. Students
use color-coded, multilevel materials to fol-
low an individual plan that is designed to be
highly motivating. Parent involvement is part
of the program design. Modest gains are
reported for participants.

PEGASUS-PACE is a continuous-progess
program that starts with a full array of skills
and techniques for teachers to diagnose stu-
dents' starting levels of learning, provide
appropriate instruction, and monitor student
progress. PEGASUS-PACE provides the com-
puter software needed to produce the charts
needed to monitor student progress and also
includes other software for reading activities
for teachers and students. In this program,
teachers, student-teachers, classroom aides,
secretarial assistants, and video technicians
work together as a team. Leadership for the
team is provided by a project director, evalua-
tor, and curriculum experts. PEGASUS-PACE
uses several components of promising pro-
gramsextra staff, high-level supervision,
new technologies, and a management system
to organize teaching and monitor learning. In
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one school results were measured in terms of
the percent of students who attain mastery,
and about 80 percent of the participants in two
middle grades (grades 5 and 9) reached the
revired level.

Some programs try to solve the problem of
burdensome record keeping by assigning stu-
dents the responsibility to keep their own
records of work and progress. Others replace
paper management systems with computer
programs to ease teachers' record-keeping
activities. Although other types of reading
programs may prevent problems from occur-
ring, effective and efficient management sys-
tems that monitor needs and progress may be
necessary to treat problems.

Reading Pu ii-Ont or Pu 114n Approaches

Treatment programs either pull students
out of regular classes for extra reading instruc-
tion, pull teachers in to regular classrooms to
provide extra teaching during class time, or
pull students in to extra reading periods in
addition to regular classes. Several pull-out or
pull-in approaches bring extra staff to the
reading program. These types of assistance
require a high degree of coordination between
regular and remedial reading teachers.

The Washington Middle School Reading
Intervention Program arranges a "limited
pull-out" program for students in grades 6
and 7 in which students receive remedial
reading instruction for 40 minutes a day for
two of every three weeks. All students attend
the multimedia reading lab during the third
week of the cycle where they work at 18 learn-
ing stations to improve specific reading skills.
Eighth grade students who are behind in
skills receive services every day in an
extended pull-out program. The more intense
focus for eighth graders is a "last chance"
transitional program to help students learn
skills they will need in high school.

A management system underlies this pro-
gram for all three middle grades to help teach-
ers diagnose students' needs, prescribe and
provide lessons in needed skills, and test and
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monitor progress. The activities use multiple
media Including computers, films, tapes,
study skills, regular lessons, tests for mastexy,
and other techniques. Still, the program does
not report impressive or consiMent gains. It
may be that sixth and seventh graders need
more intense interventions, or that the pro-
gram is not coordinated closely enough with
reading skills that are on standardized tests, or
that other outcomes of attitudes and interest in
reading should be measured. This program,
Like many others, illustrates that programs
need to continually assess and revise practices
until they can demonstrate clear and consis-
tent effects on students' skills, attitudes, and
enjoyment of reading.

Many pull-out programs make purposeful
decisions about which classes students will
miss for remedial work. For example, Chapter
1 Reading purposely does not remove stu-
dents from regular reading, math, Unary, art,
music, or physical education classes, as these
are considered necessary basic skills classes or
rewarding experiences. The Chapter 1 Reme-
dial Reading: We Can Help Them Read pro-
gram instructs sixth graders during a study
period, not a regular subject class period in
which the students would be visible by their
absence. In many promising middle grades
programs, teachers tend to provide remedial
instruction in extra class periods to maximize
students' exposure to and partidpation in reg-
ular classwork and to minimize students' feel-
ings of embarrassment about needing extra
help. This strategy is supported by research as
one that is responsive to early adolescents
(Mac Iver, 1991; Mac Iver and Epstein, 1991).

Teaching Reading and Interesting New
Stories (TRAINS) is a program for middle
grades students to improve functional read-
ing, independent reading, and self-esteem or
self-concept of ability as a reader. A formal
link between the school and a local college
provides big brothers and big sisters to Chap-
ter 1 students in the middle grades. The stu-
dents meet for skill-building activities for 42
minutes daily (presumably one period), but
only during social studies or academic assis-
tance (study) periods, not during other regu-
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lar classes. The program uses multimedia
materials, including computers for instruction.
The middle grades students write their own
books for students in the primary grades and
read them to the young children. With student
teachers and aides, the teacher-student ratio in
the remedial classes is 1 to 6. Only modest
gains on test scores are reported for the stu-
dents in the program, but the program clearly
emphasizes affect as well as skills.

11,.
Even promising programs tend to
disappear over time due to changes
in school leadership, staff, budgets,
or goals. We need ways to draw on
the hard work and products of pro-
grams so that each new effort does
not have to start its plans and
development from ground zero.

In the Waukegan Reading Project students
are assisted for 30 minutes a day with many
high interest/low readability materials, with
an added focus on study skills. The study
skills processSQ3Rstands for Survey,
Question, Read, Recite, Review. An interesting
feature of this program is the assessmt of
students' read-aloud progress. Teachers tape
record students' oral reading at the start and
end of tbe year and share these tapes with
each student's parent at a parent-teacher con-
ference. The program shows modest gains in
reading skills.

Many promising remedial reading pro-
grams add staff membets to provide students
with more inunediate and better attention and
to provide teachers with the best information
and guidance about good practice. Several
Chapter 1 reading programs add teachers,
aides, paraprofessionals, supervisors, and/or
program directors to increase services to stu-
dents and to improve conditions for teachers.
For example, Chapter 1 Reading and Mathe-
matics Program, which aims to accelerate stu-
dents' learning beyond one year's progress in
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one year's time, includes a program director,
four resource teachers, a paraprofessional
aide, a parent resource teacher, and com-
puter-assisted instruction to provide students
with extra help. This program also aims to
involve all parents, which may be another
way to increase the number of adults who
encourage and support student learning.

ESL Supplemental Program for Limited
English Proficient Students is a bilingual pro-
gram that coordinates student reading and
communkation skills with home, school, and
commamity connections. The program for
grades K-6 includes three teachers and three
aides who provide individualized instruction
on the skills students need in regular class-
rooms. Students meet 45 minutes a day, five
days a week, to work on listening, speaking,
reading, and writing skills, especially as these
relate and apply to the students' home and
community. On reading tests, the program has
mixed resultsstudents in some grades make
small, modest, or large gains, and others lose
NCE units over a year. More information is
needed with better measures on whether and
how the extra staff and the emphasis an home
and community linkages benefit students.
Although this program was designed for the
elementary grades, its components are adapt-
able to middle grades schools and to non-ESL
remedial programs.

After-school and summer programs also
provide extra learning time for students, just
as pull-out or extra class periods do during the
school year (Davidson and Koppenhaver,
1988). Remedial and enrichment classes after
school and in the summer may help the stu-
dents who can join those classes, but cannot
take the place of ongoing programs for all stu-
dents that are part of the regular school day all
year.

Wilkes County Chapter 1 Project is a typi-
cal, promising, Chapter 1 reading program
that includes many potentially important corn-
ponents--individualized instruction, recogni-
tion and rewards for students, parent involve-
ment, reading for pleasure at school and at
home, 30-50 minutes daily extra assistance,
and extensive staff development so that the
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teachers can implement the program effeo-
tively. The program reports sizable gains but
low scores and inconsistent results for students
at different grade levels and across several
years in time.

In reading, as in math, programs vary in the
number of students in remedial instruction
classes (from one--to-one tutoring up to full
classes of more than 20 students), the number
of teachers and aides, and the length of class
periods (from 15 to more than 60 minutes).
There are no studies, however, that adequately
test the effects on student progress of differ-
ences in class size, time, staffing, or other com-
ponents to know which features or combina-
tions are important or essential

Developmental Reading In the Middle Grades

Many districts outline a full developmental
reading program for K-8 or K-12 based on
one or more textbook series and/or selections
of literature for each grade leyeL Students are
expected to learn a vast and varied array of
vocabulary, comprehension, writing, and
other skills that create a developmentally
coherent program. Most developmental read-
ing programs use reading textbook series, but
developmental reading also can be conducted
when students read literature. A few promis-
ing programs are described here.

Structured Teaching in the Area of Read-
ing (STAR) is designed to improve the read-
ing skills of students in grades 2-9 by linking
reading and writing. In grades 7-9, this pro-
gram takes the form of a 10-period Commimi-
cations Arts Program, not a daily period as in
the earlier grades. Results from the program in
the upper grades are inconsistent, with strong
gains reported only in grade 9. The program
was designed to respond to students' needs to
continue to develop reading and writing skills
through the middle grades, but 10 periods of
work may not be enough to do the job.

Andover's Integrated Reading System
(AIRS) features lessons to increase reading
comprehension and enjoyment of literature. It
includes a computer-based management sys-
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tern that helps teachers organize and monitor
students' progess. The program focuses on 18
skills to improve reading comprehension for
students who are at first through seventh
grade reading levels. Modest gains were
reported for the students in the program.
Although designed for the elementary grades,
the program and approach are adaptable to
the middle grades. The AIRS lessons may be
used or adapted to supplement any textbook
series.

A different approach is taken in a new, not-
yet-evaluated pmgram developed by the Har-
court Brace Jovanovich Publishing Co., Dis-
coveries in Reading. Soft-covered books and
workbooks have been designed to interest
middle grades students who have low read-
ing skills. The books include stories that
appeal to early adolescents, with some stories
tailored to particular cities or states. For exam-
ple, the sample books were written for use in
Boston and include stories that refer to
Boston's sports teams, police, and other activi-
ties. If the program proves to be effective, it
will be an attractive option for teaching basic
reading skills because of its relatively low
cost It is, however, a textbook series that does
not require students to read literature.

Reading Manta
Several promising programs are based on

literaturegood books at the students' own
reading levels that advance their abilities and
interests and lead to ever more challenging
books. Literature adds high content to reading
programs, whereas some textbooks include
mundane reading selections or parts of
digested literature to help students practice
reading skills. Promising programs based on
literature assume that developmental reading
skills can be taught from novels and other lit-
erature at the same time that students are
introduced to provocative ideas, novel charac-
ters and settings, and a love of words and
reading. In many eases, however, teachers
must take the initiative to design their own
lessons in literature, whereas teachers' manu-
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als provide reading lessons for use with the
textbook series. It is becoming increasingly
clear that all students, including students at
risk of failing in reading, can use, enjoy, and
benefit from reading literature to build vocab-
ulary, comprehension, and thinking skills, as
well as a love for reading. Good evaluarions
are needed on the skills learned or missed in
literature v& textbook reading progams.

Cranston's Comprehensive Reading Pro-
gram (CCRP) is an example of a district-wide
K-U management system for a developmen-
tal reading program that includes children's
literature as one of several components. The
developers suggest that it can be used along
with any textbook series to help teachers
organize instruction and to monitor students'
progress in reading. The program description
relates that students in the program made
important fall-to-fall gainsa rarely used cri-
terionbut the actual data from the evalua-
tion are not reported.

One promising programFUTUREPRINT
_emphasizes reading and great literature for
all seventh and eighth graders. An adaptation
of a "great books" appnaach, it gives students
responsgoility for their own learning and pro-
vides incentives for middle grades students to
complete work as quickly and as well as they
can. The program also assigns middle grades
students to read aloud to preschool children.
Teachers identify students' starting reading
levels, design personal contracts with students
to include specific reading, writing, and other
skill development, instruct small groups or
individuals on specific skills, and give stu-
dents clear evaluations of their work.

The program provides lists of reading
books and selections in science fiction, adven-
ture, sports, teenage interests, mystery, ani-
mals, classics, and other topics. There are
more than 125 selections for students who
read at grades 1-4 reading levels (i.e., high
interest, low readability materials); more than
125 selections for students at grades 4-6 read-
ing levels; about 120 selections for students at
grades 6-8 reading levels; and about 90
choices fe; students reading at grade 8 level
or higher. The program emphasizes student
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participation in their own learititg and in see-
vice to others in reading to young children.
Modest NCE gains were reported for students
in the program The lists of book selections for
different reading levels are an important
resource that may be useful to teachers and
curriculum supervisors seeldng high content
books that interest middle grades students
who are reading below grade level.

A reading program on the horizonThe
Literature Project Reading for Realis being
developed and tested in California and Indi-
ana. It includes over 40 read-aloud books and
over 40 partner-reading books specially
selected for early adolescents. The readings
include fiction, historical fiction, science fic-
tion, biography, autobiography, fables, end
other selections with connections to poetry,
art, writing, spealdng, and other aspects of the
language arts. The books have been selected to
include multicultural characters and perspec-
tives, and important issues, problems, and
dilemmas for middle grades students. Manu-
als, lessons, books and paperbacks, and videos
of successful use in middle grades classes may
be ordered. Formal evaluations have not been
conducted, but the program has amassed
impressive documentations of implementa-
tions of the program in schools serving advan-
taged and disadvantaged students.

Reading and Writing

A promising combination for the middle
grades is the integration of reading and writ-
ing activities. Currently this is a "hot topic" in
the elementary grades starting with the con-
troversial,. computer-based "Writing to Read"
program in kindergarten and grade 1 to more
conventional integrated programs through
grade 5 or 6. Some middle grades schools are
just beginning to acknowledge that they must
provide students with reading courses sepa-
rate from and in addition to English courses.
A few have also recognized the natural and
important connections between reading and
writing, or reading, writing, thinking, and
other subjects. Much more must be done to
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adequately evaluate programs that integrate
reading and writing or that integrate other
subjects into reading programs based on basal
texts or literature.

One promising approach is Cooperative
Integrated Reading and Composition (CIRO
for grades 1-8. This program links reading
and writing and includes students as active
learners with responsibility for their learning
and progress. C1RCa cooperative learning
approachassigns students to heterogeneous
teams to read aloud to each other, to help
each other with questions about reading and
writing, and to react to each other's written
work. CIRC follows a standard "writing pro-
cess" approach to help students improve their
writing skills, but asks students to write about
what they read. CiRC emphasizes clear and
frequent rewards and recognition of students'
individual and team progress.

A variation of this programStudent
Team Readingis being developed and used
in middle schools with educationally disad-
vantaged students. It emphasizes high inter-
est reading selections in an anthology of liter-
ature and study skills to help middle grades
students learn how to learn. These approaches
are promising but have not yet been evalu-
ated in the middle grades.

Reading Across the Curriculum

Reading Education Accountability
Design: Secondary (READS) is an NDN pro-
gram for reading in grades 7-12. Some sample
activities of READ:S look interesting, others
ordinary, and others dull. In one implementa-
tion of this program, a building expert or
leader coordinates the program and guides the
teachers who are using READS. Staff leader-
ship and expertise of this type may be impor-
tant for implementing successful programs.
Building experts or lead teachers are paid for
their extra work coaching teachers, much as
coaches or dub leaders who assist students.

READ:S outlines 60 skills in reading
(including vocabulary development, reading
comprehension, and study skills) that can be
reinforced across all subjects in the curricu-
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lum. The program indudes computer-assisted
activities that can be used by teachers of dif-
ferent subjects to teach reading skills in their
content areas. The coordination of reading
slcills across subjects is based on priority skills
in the language arts curriculum

READ:S boasts high participation from
teachers of many content areas. This has been
a problem for many programs that report that
subject specialists do not want to teach read-
ing even when their students need reading
skills to succeed in their subjects. The compo-
nents of READS may provide some impor-
tant ideas for solving that problem. Evalua-
tions of READ:S suggest students improve
their general reading skills, but less attention
has been paid to evaluating student learning
in different content areas.

Content Reading Including Study Sys-
tems (CRISS), designed for the high school
level, also emphasizes reading across the cur-
riculum. In this program, staff development is
provided for teachers of science, math, social
studies, and English classes so that they feel
comfortable teaching and reinforcing reading
and study skills. Students also are helped to
build skills in note taking, self-questioning,
organizing reading content, and other learn-
ing strategies. Evaluations suggest the pro-
gram helps high school students retain and
recall information. The program developers
suggest the program can be used from grade 4
up, but evaluations of program effects must
be conducted in the middle grades.

Project R-3, named for Readiness, Rele-
vancy, and Reinforcement, is a comprehensive
program that aims to integrate reading, math,
and social studies to help students accelerate
their learning and make up lost skills Project
R-3 is promising because it stresses active
learning, makes learning relevant in terms of
real world problems and issues, and pur-
posely involves parents in the students' activi-
ties. The program includes 18 booklets with
more than 140 active learning, career-related,
math, and social studies activities. The pro-
gram reports that students in Project R-3 make
1.5 months reading gain for one month of pro-
gram participation, and even greater gains in
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math-2..7 months gain for one month of pro-
gram participation. The program could
enliven reading, math, or social studies classes
in some interesting ways.

Even if the summarized programs are not
adopted in full, the procedures and materials
that have already been produced by program
developers for reading across content areas
should be helpful in other schools.

Reading and Connections with

Pantiles and Communities

Books and Beyond, an NDN program for
grades PreK-9 encourages students to read
more, watch TV less, and involves parents in
children's reading for pleasure at home.
Books and Beyond and similar programs
(such as Book-It or other variations on this
theme) suggest that teachers, students, and
families can become more aware of students'
TV and reading habits and that students and
families can be motivated to increase reading
for fun. Many promising reading programs
include some attention to reading for pleasure
at home and involving families in sharing or
recognizing students' reading skills and inter-
ests. Innovative teachers could adapt pro-
grams like Books and Beyond to make even
stronger connections between their school
reading program, reading for pleasure, and
family involvement.

The Friendly Place connects schools with
the local community to support student
achievement in reading. Located in a store-
front on the first floor of a housing project, The
Friendly Place is an informal library/book-
store that operates as art after-school center of
activities providing homework help, crafts,
other club activities, and Saturday activities as
well. It is a community literacy center for chil-
dren and adults that provides books and other
materials for all reading abilities, and other
enrichment and care.

Helping One Student To Succeed
(HOSTS) engages volunteers as mentors and
tutors in reading for students in the middle
grades. Parents or other volunteers from the
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community meet with one or a small number
of students for one half hour every day to
practice specifically prescribed reading skills
and to bolster stuslents' self-esteem and atti-
tudes toward reading. A computer-based
management system helps teachers diagnose
students' sldlls that need attention and cross-
references materials that tutors use to teach
students specific skills. The program evalua-
tions suggest that middle grades students in
the HOSTS program make important gains in
reading scores in one year, although the eval-
uations lack dear comparison groups.

and Rats*
Classroom ifilowilans

Elementary Language Arts Team Effort
(ELATE) purposely reduces or eliminates
interruptions to classroom learning time. For
example, assemblies are scheduled so that
they do not interfere with time set aside for
reading.

Annotmcements on loudspeakers are made
at predetermined times and not throughout
the day. This is a basic practice to support
high content that is important in the middle
grades or at any level and in all subjects.

Reading and Staff Development

Reading, Thinking, and Concept Develop-
ment is a prospective program supported by
the College Board and Public Broadcasting
System (PBS) that will provide training for
teachers in ways to improve students' reading
comprehension. The training program consists
of seven 30-minute PBS-TV shows on effective
teaching strategies for the middle grades. The
content of the proposed programs includes
innovative approaches to teaching such skills
as anticipation, prediction, questioning,
responding, and other thinking skills that most
reading programs now ignore or minimize,
particularly with disadvantaged students.
Although this is not a "reading program" in
the traditional sense, the staff development for
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teachers may be generally useful. Teachers
may be able to apply the techniques to increase
reading and thinking skills in any subject

A Sawpie Reid*
Prot pa with Many Copilots

One interesting approach to improving
practice is the "California Demonstration Pro-
grams" in Reading and Math for middle and
junior high schools. The state funds 24 pro-
grams annually that show promise for acceler-
ating the learning of students who fall below
grade level. The goal is to create and imple-
ment programs that help students make two
to three times the progress that is typically
expected in one year. All the demonstration
programs must provide cost/benefit analyses
of their results, and state funds are withdrawn
each year from the least effective programs.
Thus, there is an ongoing and continually
improving set of evaluated programs avail-
able for educators to consider. The demonstra-
tion programs are not "miracle cures," how-
ever, and face the same problems of proving
their effectiveness as other programs.

One program funded as a demonstration
was Project Leaderprint. In the demonstra-
tion school, 40 percent of the incoming sev-
enth graders tested below fourth grade in
reading. Many students were transient, tru-
ant, and had low self-esteem. The school's
goal was to initiate a reading program that
would help each student make 1.3 months of
growth in reading for each month in the pro-
gram. The reported results are higher than
that--about 2.0 months of growth in reading
for each month in the program.

Project Leadexprint included a contract sys-
tem that put students in charge of their own
progress. Students were asked to choose
activities to earn 10 contract points a day.
Other components included a low teacher-
student ratio, high interest materials, an unin-
terrupted sustained silent reading program,
individualized oral book reports, and other
practices. A program director and four aides
assisted classroom teachers in working with
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students who were behind grade level. The
program included a large inventory of materi-
als including books ranging from second to
tenth grade reading levels, films, tapes, read-
alongs, workbooks, kits, and others. Reading
materials covered topics in literature, career
awareness, sports, history, music, art, science,
and social studies.

Project Leaderprint used innovative
scheduling and included all students, not only
disadvarataged students. The students rotated
every 4-6 weeks from English to reading
classes and back again, for a total of one half
year of reading and one half year of English
instruction due ag one year. The program
included an unusual and potentially impor-
tant alternative evaluation system in reading
that was not associated with the students'
English marks or report card grades. Students
who did poorly in English were not automati-
cally penalized with poor grades in reading if
they made real progress from their own start-
ing points in reading skills. A variety of
rewards and other recognition also were
offered, including free paperback books, posi-
tive notices to home, and trophies for students
who made the most improvement.

Project Leaderprint included many compo-
nents of promising programs and illustrated
how they can be combined without stigmatiz-
ing disadvantaged students in the middle
grades. Ironically, despite its ambitiori, exten-
siveness, and promise, Project Leaderprint is
no longer operating. It is an example of the
continuous appearance and disappearance of
promising programs. The programs disappear
as financial support, leadership, and teachers
change. Educators who see some promise in
the components of Project Leaderprint will
have to reinvent them in their own schools.
Materials will have to be redeveloped. This
problem could be partially solved if there
were an active clearinghouse or library in
which materialssuch as high interest/low
reading skills materialswere classified,
stored, and shared so that educators could use
or adapt the products of previously devel-
oped programs, even if the programs were no
longer available.
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lkadinv aid Ohrussion

Promising reading programs aim to
improve students' basic reading skills. Each
program reviewed includes one or more fea-
tures that raise the quality and content of
reading, and that give the program a unique
quality or personality. These include
emphases on improving self-esteem, attitudes
toward reading, reading for enjoyment, or
family involvement. Some programs set in
motion a token economy that rewards stu-
dent for good work A few alter the grading
system to reward progress and not just perfor-
mance relative to others. Most recognize the
need for many and varied materials, including
computers, audiovisual materials, multilevel
books, or other resources. Others emphasize
students' responsibility for their own work.

To reach various cognitive and affective
goals, programs typically combine highly pre-
scriptive lessons in reading skills with more
open, student-directed activitiessuch as stu-
dents engaging in discussions or choosing
books to read for enjoyment in school or at
home. It is not yet dear what combination of
high prescription by teachers and high choice
or self-direction by students leads to the most
learning and the best attitudes in reading in
the middle grades.

Reading programs have not been evaluated
rigorously enough to show that one program
is dearly and consistently better than another
or which of the many different components
contribute to students' success. Nevertheless,
several components of these programs may be
important for improving reading instruction:

Comprehensive management systems
Individualized-Diagnostic-Prescriptive
Learning Lab

Individualized Prescriptive Instruction
Management System (IPIMS)

PEGASUS:PACE
Washington Middle School Reading
Intervention Program

Pull-out or pull-in approaches
Chapter 1 Reading
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Chapter 1 Reading and Math Program
Chapter 1 Remedial Reading:
We Can Help Thern Read

ESL Supplemental Program for
Limited English Proficient Students

Teaching Reading and Interesting
New Stories (TRAINS)

Waukegan Reading Project
Wilkes County Chapter 1 Project

Developmental reading
Andover's Integrated Reading
System (AIRS)

Structured Teaching in the Area
of Reading (STAR)

Effective grouping practices
Cooperative Integrated Reading
and Composition (CRC)

The Literature ProjectReading for Real
Student Team Reading (S1R)

Effective mwants and recognition
of students
Project Leaderprint

Student responsibility for learning
Chapter 1 Reading
FUTUREPRMIT
The Literature ProjectReading for Real
Project Leaderprint

School, family, and community
connections
Books and Beyond
Chapter 1 Reading and Mathematics
The Friendly Place
Helping One Student To Succeed (HOS1S)

Computer-assisted instruction
Reacting Education Accountability Design:
Secondary (READS)

Teaching Reading and Interesting
New Stories (TRAINS)

Reading across the curriculum
Content Reading Including Study
Systems (CRISS)
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Project R-3
Reading Education Accountability Design:
Secondary (READs)

Innovative curricula
Cranston's Comprehensive Reading
Program (CCRP)

FUTUREPRINT

Extra staff
PEGASUS:PACE
Project Leaderprint
Reading Education Accountability Design:
Secondary (READS)

Reading, Thinking, and Concept
Development

Staff development
Wilkes County Chapter I Project
(Many others above include extensive staff
development.)

Writing and
Language Arts:
Promising Programs
for the Middle Grades

In writing, promising programs focus
either on helping students become better writ-
ers using the writing process or helping teach-
ers become better evaluators of students' writ-
ing. Of all the programs reviewed in any sub-
ject, the most consistently praised programs
with consistently positive results are those
based on the writing process. This refers to
the original Bay Area Writing Process now
called the National Writing Project (Daniels
and Zemelman, 1985).

In language arts, programs address prob-
lems similar to those discussed in reading and
mathhow to design effective prevention
and treatment programs to improve the con-
tent of language arts curricula, how to pro-
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vide effective remedial instruction, how to
provide alternatives for staffing more effec-
tive programs for disadvantaged students,
and how to monitor and evaluate student
progress.

New directions to create high content lan-
guage arts programs include linldng writing
to language arts and basing all language arts
work on the elaboration of the successful writ-
ing process; or linking language arts and
reading, writing, and thinking; or creating
other interdisciplinary connections (e.g., lan-
guage arts and art, music, science, social stud-
ies, or other subjects).

The Writing Proms

Project Write aims to improve the gas of
students who need remedial instruction in
writing. The program recognizes that stu-
dents feel rewarded when their writing is
"published," and that students at risk of fail-
ing rarely have their work praised by their
peers, teachers, or families, or published for
others to read. In Project Write, at-risk stu-
dents engage in the writing process to plan,
write, and rewrite; have peers read, review,
and react to their writing; and bring their
work into final, publishable form. The pro-
gram operationalizes theoretical aspects of
accelerated education in writing. Evaluations
of this program report the mainly positive
perceptions of teachers, administrators, and
parents of the program, with little information
on quantitative effects on students' skills or
the students' attitudes.

Writing Is Thorough and Efficient
(WR.I.T.SzE.) applies the National Writing
Project process. It replaces the language arts
curriculum with an integrated approach to
language through writing. Students are
helped to organize, classify, compare, con-
trast, and express ideas through writing jour-
nals, working as "young authors," and learn-
ing literacy skills that include the mechanics
of writing, grammar, spelling, and other lan-
guage skills. Although there are no compari-

41



Promising Programs In the Middle Grades

son or control classes in the evaluations
reported, WRI.T.SrE. reports very consistent
and significant pre and post-test score gains
for students in the program in many schools
and across grade levels. This program is a
strong testimony to the success of the writing
process and of the potential benefits of inte-
grating writing and language skills.

Milking and Writing

Thinking To Write is mainly a writing
skills development program based on the writ-
ing process. The manual for teacher; empha-
sizes the need to develop students' abilities to
analyze, synthesize, make comparisons, con-
iider strategies, and apply otier thinking
skills. The workbooks for students offer a
series of "prompts" to help students organize
their thoughts and to progress in their writing
from relatively simple classifications and
observations to more advanced expositions
and syntheses of ideas. Although no evalua-
tion data are provided on this program, the
approach and exercises for students may be
adapted for use in any writing program.

Wagons at Students' Writing
The Profile Approach to Writing is

designed to help teachers reduce the time it
takes to evaluate large numbers of writing
assignments, and, by doing so, increase the
amount of writing teachers ask students to do.
Teachers guide students in rewriting and
improving their work with standardized
instructions to examine the content, organiza-
tion, vocabulary, language use, and mechan-
ics of writing in their first drafts. But mainly,
the Profile Approach to Writing focuses teach-
ers' attention on how to look at students' writ-
ing and evaluate it quickly and reliably. The
program provides some evidence that it
improves teaers' speed and reliability and
that students from diverse backgrounds sub-
sequently pass writing tests, but there are no
strong comparative data that provide con-
vincing evidence of the effectiveness of this
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approach for all students or for disadvan-
taged students.

The Ferguson-Florissant Writing Project
provides teachers with training in the use of
the writing process, including prewriting,
composing, editing, and evaluating written
work, and training in the use of holistic scor-
ing procedures to grade students' work. This
is a combination program that applies the
National Writing Project process to improve
students' writing and a strong empF,Asis on
helping teachers undtustand how to evaluate
writing. The formal evaluation of this pro-
gram demonstrates the success of the writing
process .1s students trained in the Ferguson-
Florissant Writing Project improve their writ-
ing skills more than other students (Hawkins
and Marshall, 1981).

Writing or language arts programs to
improve teachers' evaluation techniques often
require the evaluation of students' work over
time. Teachers compare writing samples from
students at the beginning and end of the year
to see how students' skills improve. This use-
ful technique can be used in cortjunction with
any writing program.

Writing and Thchnolagy

The Education Services Corporation (ESC)
Writing Program is one of several computer-
based integrated instructional systems avail-
able that help students use word processing
skills in the writing process. Students are
guided on screen through prewriting, first
drafts, revising and editing, and final dxafts.
Students write narratives, descriptions, letters,
news stories, and other forms as part of the
program.

Like other ESC computer instruction, the
Writing Program requires extensive hardware
and software. Because of the cost, excellent
cost/benefit evaluations of effects on student
learning are needed. These evaluations
should compare the integrated instructional
packages in writing (and in math, reading,
and science) offered by ESC, WICAT, CCC,
and other companies. Comparisons also must
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be made of students' successes and problems
in computer-based vs. regular classroom
instruction in writing.

Word processing is the way that students
will write in the future. If computer-based
instruction makes learning to write, edit,
rewrite, and review peer writing easier and
more interesting, students using computers
should have better attitudes about writing
and could do measurably better wridg than
students learning to write in other ways.

Staff Development for Writing

Most promising wridng programs follow
the National Writing Project process in which
students plan or prewrite, compose, obtain
peer or other reactions, and edit, rewrite, and
evaluate their work. Different programs adapt
this process, adding components to enrich the
process or to help special groups of students.
The writing process and its many adaptations
require extensive and excellent staff develop-
ment and support for teachers because the
proces&- -closer to "effective" than any in this
reviewrequires more time and effort by stu-
dents and by teachers than typical writing
exercises (e.g., as when teachers assign a
topic, give students 30 minutes to write a
composition, grade, and return papers).

The promising programs suggest that
approaches to improve teachers' mechanics of
evaluating writing should be used along with
other practices to improve the siudents' writ-
ing processe.g., how students are taught to
think, write, rewrite, and react to their work
For example, the detailed checklist in the Pro-
file Approach to Writing gives teachers good
guidance about grading, but must be com-
bined with a highly active, motivating writing
process for students to improve their writing
skills. Curriculum teams in schools and dis-
tricts will need to examine several programs
in order to combine components for effective
programs overall.

Teachers have choices to make among sev-
eral promising programs that set similar
goals. For example, teachers may compare
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Individualized Language Arts with WRI.T.
&r F.. The Individualized Language Arts pro-
gram features a diagnostic and prescriptive
approach to improving students' writing and
language sldlls. It provides teachers with two
days (10-15 hours) of inservice training to
implement the program. WRIT. & E. sets stu-
dents in motion as writers and asks teachers
to work as writers too. Teachers participate in
three days (15 hours) of inservice to imple-
ment the techniques. The Profile Approach to
Writing provides teachers with four to five
days of inservice training to enable them to
read and grade students' writing more
quickly and objectively.

Several staff development approaches
develop the teacher as a writer in a commu-
nity of active learners. That is, the teacher
learns the writing process and how to teach it
by writing his/her own work and continues to
write with students in class. The students see
the teacher as a writer writing as some-
thing that the teacher considers personally
important.

Clearly, if teachers are to learn about,
adapt, and implement these or other writing
programs, they will need time for staff devel-
opment and time to work together. States, dis-
tricts, and schools must give serious attention
to the design and delivery of staff develop-
ment for middle grades teachers (Epstein,
Lockard, and Dauber, 1989), particularly for
teachers and administ-ators who are responsi-
ble for improving the curriculum for educa-
tionally disadvantaged students.

Language Arts Remedial instruction

Elementary Language Arts Team Effort
(ELATE) in language arts and reading com-
bines prevention and treatment approaches.
Regular and remedial teachers are given extra
planning time to work together to coordinate
their work with students. Chapter 1 teachers
work in the regular teachers' classrooms to
provide immediate instruction or tutoring to
small groups or individuals. When students
are pulled out for extra help, the activities are
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based on regular classwork because the reme-
dial instrucfion teachers are familiar with the
students and their lessons.

Chapter 1 programs that apply for national
recognition are asked to document how they
operationalize several tenets of effective
schools. For example, ELATE describes its
goals and objectives, parent and community
involvement, strong leadership, appropriate
instructional materials, high expectations for
students, regular feedback, monitoring, and
reinforcement of students, and other practices
considered effective. This project also
arranges for high coordination of regular and
special service tear:hers, professional develop-
ment, and maximum use of classroom time
for learning. It is one of many examples of
thoughtful descriptions of Chapter 1 pro-
grams. ELATE reports gains for students that
exceed the gains of Chapter 1 students in the
state at some grade levels but not others. Pro-
grams like ELATE that include many promis-
ing components should be carefully evaluated
to learn which components are more or less
important for the success of the students.

The Reading English Rotation Project is a
treatment program to correct learning prob-
lems. Students who need extra help are
grouped and regrouped to work with teachers
on the skills they need. In a 90-minute block
of time, the students rotate through three
classrooms called Skills Lab, Developmental
Reading, and Basic English every 30 minutes
for specific reading and language skills. The
aim of this program is to keep students who
have short attention spans moving and moti-
vated and to allow teachers to specialize in
teaching specific skills. This project raises one
of many controversies about middle grades
education and remedial instruction. Do mid-
dle grades students have short attention
spans? If they do, should they have short
classes? Can middle grades classes be effec-
tive if they are only 30 minutes long? Is this
the best organization of a large block of time
for reading and language arts in the middle
grades? Should teachers specialize or general-
ize their skills?

The Reading English Rotation Project eval-
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uates its success by the percent of students
who start out behind grade level and who
make more than 10 months progress in a 10-
month school year. However, in the evalua-
tion report, only about half the students attain
that criterion. This program may be viewed as
an alternative approach for some students
who need help but who do not respond well
to a regular language arts program To know
this for sure, however, better comparative
evaluations are needed.

Language Arts and Extra Staff

Individualized Language Arts provides
staff training and follow-up activities for
teachers who adopt the program, as do most
NDN programs. Even more important, the
school or district must put someone in charge
at the school site to help teachers use and
evaluate the new method. This extra leader-
ship may be critical to the successful imple-
mentation of new or improved programs.

New emphases for high content in
reading, writing, and language arts
include literature in reading, the
writing process, and the integration
of reading, writing, thinking, and
speaking across the currieuhim.

The Individualized Language Arts pro-
gram helps teachers diagnose students'
strengths and weaknesses in language skills
and provide instruction based on students'
needs. It includes a holistic scoring procedure
to help teachers evaluate students' writing.
Although several evaluations have been con-
ducted, only summaries of results were pro-
vided. These suggest that students' writing
improved from the beginning to the end of
the school year, at least in some grade levels,
and compared to similar groups. There is no
way to know how much the extra staff and
leadership contribute to the success of the
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program in improving students' writing over
other writing programs.

Nevertheless, extra staff is an important
component in several programs in reading,
language arts, and other subjects that we have
discussed. For example, the Reading English
Rotation Project requires a lead teacher who is
in charge of four aides in a reading lab that
includes appropriate computer hardware and
software and other diverse, non-textbook
materials. Districts that want to help students
accelerate learning are going to have to fmd
ways to invest in or reassign extra personnel
and materials to implement promising pro-
grams with intensity and integrity.

Lau ge Arts Enrichment
Supplementary programs are available to

expand and enrich students' basic language
skills. Culminating activities (such as theater
productions) are important motivators and
provide students with evidence of their
progress and completion of work. Middle
grades students, including educationally dis-
advantaged students, respond well to drama,
creative dramatics, dramatic readings, and
other group-oriented theatrical activities that
encourage student participation in the use of
language.

One example ot this is the Folger Library
Shakespeare Festival for grades 4-12. This
program (or adaptations of it) can be used
with heterogeneous groups of students. Pro-
ductions need not be elaborate and often need
no props or coe.tumes. Middle grades English,
language arts, reading, social studies, and
other teachers should be aware of the poten-
tial of drama for providing opportunities to
improve students' skills in communication,
higher level thinking, and social interaction.

One reason that drama is often overlooked
as a promising practice is that teachers lack
the training that gives them confidence to
manage drama with educationally disadvan-
taged students. Many teachers fear that such
activities are inefficient in terms of time use,
or that the students will get "out of control,"
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or that drama is =related to important skills.
As in most examples of promising practices,
staff development is the key to how well mid-
dle grades teachers of educationally disad-
vantaged students implement practices to
involve students in dramatics to boost stu-
dents' interest in and production of language.

Wpm. Ark; and Family and
cornmafty Conections

Several promising programs involve fami-
lies in their children's writing and language
arts activities. For example, the Language
Development Magnet School for Secondary
Recent Immigrant Students includes oppor-
tunities for parent education; corruntmications
from the school to the home; volunteers at
school; interactions with children about
schoolwork at home; and parents in decision-
making roles. These practices represent
Epstein's (1987) five types of school and fam-
ily connections. A unique feature is that the
program serves students and families who
recently immigrated to the United States and
who speak little or no English. 11 this program
can conceptualize and operationalize ambi-
tious school and family connections, then any
middle grades program can do the same.

Students from the Language Development
Magnet School are reported to enter regular
schools with skills that place them at or
beyond grade level, removing the disadvan-
tage that often is associated with new Mimi-
grant status. The family-school connection is
believed to contrilute to the program's suc-
cess in preparing students for regular schools.

Another example of ambitious school and
family connections is project ELATE, in
which parents are asked to help identify
their children's needs, participate in home
visits about the children's development and
school programs, become volunteers, evalu-
ate the program as their own child experi-
ences it, become involved with children's
leisure reading at home, discuss student
report cards, and participate in parent-
teacher conferences. These practices include
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five major types of parent involvement.
Promising programs in language arts and

other subjects feature subject-specific parent
involvement with their own children in learn-
ing activities at homethe type of involve-
ment parents request most of all (Dauber and
Epstein, 1989; Epstein, 1986).

One process that helps teachers make con-
nections between the classroom curricula and
family involvement is Teachers Involve Pal .

ents in Schoolwork (TIPS) Interactive
Homework in Middle Grades Language Arts
and Science/Health. TIP'S is being developed
and used in the middle grades, including
schools serving educationally disadvantaged
students. In TIPS, teachers design weekly
homework assignments that require students
to talk to someone at home about something
interesting that they are learning in class. In
order to complete their homework, students
must interact with family members. Parents
are not asked to teach subjects in the middle
grades, but to support, encourage, react, share
ideas, listen, discuss, and respond to students
in many different ways. The goal is to keep
families of middle grades students aware of
school subjects and requirements, student
progress, and to organize ongoing exchanges
between the school and every family. Manu-
als and prototype aciivities in middle grades
language arts and science/health may be
ordered and adapted to the curriculum objec-
tives of any school. Formal evaluations of the
effects on student learning are underway, but
evaluations of the implementation of TFPS are
encouraging.

Language Arts Evaluation

The evaluation of language arts programs
can be improved in several waysmeasuring
different outcomes, measuring achievement
in different ways, and measuring results for
subgroups of students, particularly disadvan-
taged students. For example, the Language
Development Magnet School for Secondary
Recent Immigrant Students monitors several
different tests of language skills instead of
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using only a general achievement test. These
include criterion-based assessment instru-
ments and techniques that are closely linked
to the content and purpose of the program.
ELATE measures achievement, self-esteem,
and attendance to see how students are
affected by the practices of the program.

Programs that include multiple compo-
nents ultimately must conduct analyses to
learn which parts of the program contribute
to particular results. All programs should pro-
vide better data on whether and how much
disadvantaged learners who start out behind
grade level accelerate their learning and catch
up to their peers in writing and language
skills.

Thinking Ski Hs:
Promising Programs
For the Middle Grades

When educators use the term "high con-
tent" they often mean programs to teach stu-
dents `-o think critically or creatively. The term
also distinguishes between basic or minimum
thinking competencies that require only mem-
ory or simple applications and advanced or
maximum competencies that require interpre-
tations and complex applications. Although
few thinking skills progams have been ade-
quately evaluated, there are several programs
and many materials that middle grades edu-
cators could consider to begin to increase the
amount and kind of thinking their students
are asked to do.

Questions About Thinking Skills

Two main questions are debated about
thinking skills programs. First, should think-
ing skills be taught as a separate subject or as
part of each subject in the curriculum? Some
programs integrate thinking skills in all sub-
jects, whereas others focus students' attention
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on thinking and problem solving as a separate
subject. Careful evaluations are needed of
which courses require and promote what
types of knowledge, problem-solving abilities,
or related thinking. There is some concern
about the apparent lack of generalizability to
other subjects when thinking is taught as a
separate subject and equal concern about the
lack of development of general thinkirg skills
when students are trained to think in math,
science, social studies, or other specific sub-
jects. This debate has not been resolved, but
the current trend is to find ways to include
thinking skills in every subject and, if time
permits, to add extra classes or designated
periods of existing subject classes to enliven
and enrich the curriculum.

The second question is should thinking
sidlls be taught to all students, only to those
who have mastered basic skills, or only to the
gifted or above average students? This issue is
thoughtfully discussed by Presseisen (1988)
who concludes: ". . . every youngster needs tc
develop his or her abilities to solve problems,
to examine issues and ideas critically, and to
invent or creatively design new materials and
solutions.. . . (W)hat was once the province of
the gifted and talented . has become a
necessity for the entire school generation fac-
ing the twenty-fust century." Promising pro-
grams tend to build thinking skills into the
experiences of all students, including disad-
vantaged learners.

The two questions are linked. Some sug-
gest that to think critically in a subject (e.g.,
history) a student must be bright, or on grade
level, or "know a certain amount of history"
(Adams, 1989). But, all students in a history,
social studies, or other class, regardless of
their reading scores or scores on a history test,
come into the class ready to think if they are
helped to do so. In the middle grades, think-
ing, discussing, and debating can be intro-
duced to students who are thinking con-
cretely or abstractly, on or off grade level, and
in or out of specific subjects.

A third question, debated for a while, was:
Should early adolescents be taught to think?
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A few researchers and philosophers advanced
a notion that early adolescence was a time
when students would not be able to do much
thinking or show much cognitive develop-
ment because of the nature and rate of brain
growth during this period of life. Most
researchers and educators challenged this
assumption from the start, and Keating (19 )

confinrts "There is no persuasive evidence of
fundamental canstraints in the ability of early
adolescents to engage in critical thinking."

Ctilleal and &offal Thinking

Two types of "thinldng"critical and cre-
ativeare addressed by various programs.
Critical thinking skills include problem solv-
ing, decision maldng, other scientific reason-
ing skills, and reasoned judgments. Creative
thinking skills include boosting students' abil-
ities to generate ideas and think fluently, flexi-
bly, originally, divergently, and elaboratively.
There is some overlap in the two types of
thinking in helping students solve problems,
compare and contrast ideas, and distinguish
among alternatives. But few critical thinking
programs would include "relaxation exer-
cises" to help students improve the originality
and flexibility of their ideas (as in ICE's cre-
ative thinking activities; see program below).
And few creative thinking programs stress
deductive reasoning activities, as do all criti-
cal thinking programs.

Adams (1989) makes other distinctions
between thinking skills programs that take a
"macrological" or "micrological" approach.
The fanner category includes critical and cre-
ative thinking programs that require students
to consider multiple points of view and to
interpret and apply complex information. The
latter category includes abstract thinking pro-
gams that emphasize observations and classi-
fications in relatively content-free aptitude
exercises. These distinctions may help schools
choose the types of activities they prefer for
students.

Macrological programs feature activities
that have no "right" answer and that require
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contemplation and discussion. In these pro-
grams, students are asked to raise and discuss
such questions as: What if? Suppose that?
From whose perspective? What evidence do
we have that? What would you imagine
about? Teachers design and use "essential"
questions that help students understand the
world and their own place in it, such as: Who
has authority to make decisions that affect our
lives? and other questions that can organize
interdisciplinary units of work (Lewis, 1989).
Micro logical programs feature activities that
have "right" answers and that require
thoughtful but focused solutions to problems
or puzzles using words, symbols, or percep-
tion skills.

In the end, each district, school, or teacher
must decide what they mean by "thinking
skills" and what experiences in critical or cre-
ative thinking they want all middle grades stu-
dents to have in separate classes or in all sub-
jects.

Critical Thinking In All Subjects

Keating (1988) defines critical thinking as
understanding something at a deeper rather
than a superficial level, which requires the
transformation or integration of information
rather than the simple application of proce-
dures. Several programs organize activities to
increase critical thinking skills.

Improve Minimal Proficiencies by Acti-
vating Critical Thinking (IMPACT) guides
the teaching of thinking in all content areas. It
focuses on 22 thinking skills that can be
infused into instructional strategies in all sub-
jects. The program assumes that students do
not think at higher levels unless teachers
intentionally enable them to do so.

IMPACT emphasizes problem solving,
decision making, and critical thinking in math,
reading, and other classes. There is heavy
emphasis on the students' responsibility for
developing enabling skills, processing skills,
and operationsthree levels of scientific
thinking that comprise many specific subskills.
The prototype activities use innovative "mind
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grabbers" that cleverly link a challenging
thinking exercise with math, study skills, or
other subjects.

IMPACT comes squarely down on the side
of thinking sldlls for all students, including
disadvantaged students, in order to advance
their school skills and success in all subjects. In
one evaluation, students in IMPACT did mea-
surably better than other students in reading,
math, and on the Cornell Critical Thinking
Test. The latter, however, is considered by
some to be the equivalent of a reading or
achievement test and may not measure thalc-
ing as a separate skill focus (Arter and Salmon,
1987).

This, and all thinking skills programs,
require strong staff development of middle
grades teachers who may not previously have
thought about how to teach thinking skills

The Structure of Intellect (SOT) program
aims to develop students' critical skills, rea-
soning, and creative thinking skills, although
it appears to focus mainly on critical thinking
and reasoning. It offers many activities for
teachers to link thinking skills directly to
math and reading to improve students' abili-
ties in these subjects. The program is orga-
nized hierarchically from basic thinking to
advanced thinking skills in reading and math
for use across the grades, including the mid-
dle grades. The program developers believe
501 affects academic achievement, particu-
larly in reading and math, but clear evalua-
tions are needed of the effects of SOI on mid-
dle grades students.

Critical Thinking Handbook: A Guide for
Remodelling Lesson Plans in Language Arts,
Social Studies, and Science (Paul et aL, 1989) is a
reference book for teachers in grades 6-9. It
illustrates how lesson plans in different sub-
jects could incorporate thinking skills. The
book works much like a "master class" in
music or dance. The authors show an original
lesson, critique it in temts of how well it calls
upon thinking skills, and then present a
revised and improved lesson that is more
likely to develop those skills. This should be
useful to teachers who seek ideas of how to
apply the concepts of critical thinking in the
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subjects they teach. The examples demon-
strate that teachers do not have to change
their curricula in order to write lessons that
build students' analytic and creative gas in
those subjects.

cfeetha Mang in All Subjects

The Institute for Creative Education (ICE)
is an NDN program that integrates creative
thinldng into the content of all subjects. ICE
includes about 125 exercises for grades K-6
and 130 for 7-12 that can be used or adapted
by any teacher to increase students' exp ri-
ences exploring alternative solutions to inter-
esting problems, brainstorming to produce
creative ideas, and other activities.

Results of evaluations of ICE are difficult to
interpret. Compared to others who are not in
the program, students in ICE are said to
improve in flexibility of thinking, originality,
and elaboration of ideas, but many of the
reported differences are minor. Students in
these programs are exposed to novel and
potentially motivating exercises, but evalua-
tions of ICE or other creative thinking pro-
grams are needed.

Like other NDN programs, information
about ICE may be obtained from NDN State
Facilitators, but access to program materials
usually requires inservice training and formal
adopfion procedures. Once training is com-
pleted, however, most thinking skills pro-
grams require few extra expenses other than
teachers' time to develop their lessons. For
example, although training and program eval-
uations for ICE cost between $4,000 and
$11,000, the project developers suggest that
teachers need only "a few arts and crafts sup-
plies and recycled junk" to conduct the pro-
gram in their classes.

thinking Rills as a Separate Subject

Philosophy for Children aims to build stu-
dents' critical thinking skills in reasoning,
logic, reflective thinking and speaking, and
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other skills of comprehension, analysis, and
problem solving. Hundreds of exercises and
discussion plans are provided for use or as
examples. Teachers use the lessons in con-
junctica with specially written "novels" that
the students read and discuss. The novels
introduce and reintroduce philosophical
themes as they apply to real world settings
and problems. Although Philosophy for Chil-
dren is designed as a separate subject, its
developers believe that it also could replace
present reading or language arts programs as
a new interdisciplinary reading, language
arts, and thinking curriculum. The program
has been used with students of all abilities
from grades 3 to 8.

Most schools lack systematic pro-
grams in critical or creative think-
ing for all students, either as a sep-
arate subject or as part of every
subject. Opportunities for problem
solving, puzzles, logic, divergent
thinking, invention, cause and
effect, and other thinking skills
would bring new, high, and moti-
vating content to middle grades
education.

Many quantitative studies have been con-
ducted during more than a decade to evaluate
Philosophy for Children. Evaluafions have
looked at students' reading and math achieve-
ment, creative thinking, rational behavior, for-
mal and informal reasoning, discovering
alternatives, logic, and other skills. Most of
the studies show that students in the program
improve from pre to post-test. They also are
higher in comparison to students not in the
program, although the differences are often
minor. Most studies have been conducted in
classrooms where students are involved with
Philosophy for Children for one or two years.
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Nevertheless, this program is one of the best
evaluated and most often implemented of the
thinking skills programs reviewed. It should
be of interest to educatars who are consider,-
ing adding to their program a separate course
or class in thinking skills or a replacement
program that combines reading, writing, and
thinking. It should be compared with new
programs such as Futureprint or the Litera-
ture ProjectReading for Real.

Another program that helps students think
great thoughts, express ideas, and listen to
each other is The Touchstones Project Partic-
ipation in Touchstones does not depend on
student reading level, as each selection is read
aloud before students discuss it. In a separate
class period, Touchstones aims to increase
students' abilities to express their own ideas,
appreciate and resolve differences with oth-
ers, and transfer these skills to other subjects
and other settirtgs. Teachers may select from
among 30-50 philosophical selections at each
of three levels of thinking for the middle
grades. The selections refer to issues in differ-
ent subjects (e.g., science, literature, art, math,
and others). Students, not the teachers, are the
discussion leaders.

As in most programs, some students enjoy
the program, others do not. Anecdotal
descriptions of the program suggest that stu-
dents in the Touchstones Project are more
cooperative, ask more questions, and refer to
the philosophical readings in other settings.
But, recent empirical studies of the effects of
the program show that there are few measur-
able results on attitudes or achievements of
inner city middle grades students (McPart-
land and Nettles, 1990). The goals of the
Touchstones Project are not well-defined and
so it is not surprising that measured results
are elusive. Without a clear statement of goals
from the developers and some evidence of
results, most educators will have a hard time
justifying the use of limited school time for
this program.

Higher Order Thinking Skills (HOTS)
combines computer-based activities with
dialogs between students and teachers. HOTS
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was designed to replace Chapter 1 pull-out
remedial instruction classes that stress drill
and practice with computer-based adven-
tures, games, stories, and other software that
encourages thinking. The lessons depend
heavily on teachers and students talking
together and reasoning about problems and
computes activities. Students are helped to
learn to apply strategies for solving problems,
make inferences from contexts, apply vocabu-
lary and concepts in different contexts, and
synthesize information from two or more
sources---all skills that could be useful to stu-
dents in and out of the HOTS classroom.
Originally designed for students in grades
4-6, the HOTS program can be used through
the middle grades.

HOTS is a pull-out program with promise.
Classes meet for 35 minutes a day for one to
two years to provide students with the depth
of thinking and speaking skills that should
have long-term and general payoff for learn-
ing in all subjects.

The success of HOTS depends on teachers'
abilities to use specific scripts to guide stu-
dents' work It is expected that heavy empha-
sis on problem solving and inductive reason-
ing will contribute to disadvantaged students'
self-confidence, awareness of their own abili-
ties, and better performance in their regular
subject classes. The program is said to appeal
to students, who see it as something of a
reward to attend the HOTS classes, whereas
few students feel that way about most Chap-
ter 1 classes.

Results reported by teachers who have
used the program suggest that, in the short
term, students improve their self-confidence
and speaking skills Educators who have used
the program give testimonies that students
from HOTS classes score higher and have
fewer discipline problems than similar non-
HOTS students, and a few even make the
honor roll and are redefined as "gifted."
These testimonies are either hokum or hcpe
for the future. Although many teachers are
sincere in their praise for HOTS, only the
clearest, most rigorous evaluations will
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resolve the questions that are generated by
such claims. Students in the program show
significant spring-to-spring NCE gains on
standardized achievement tests, but these are
not studies of critical comparison groups.
Because of the relatively high cost of the pro-
gram and its high promise, clearer evalua-
tions are needed of HOTS.

HOTS provides comprehensive training for
teachers in conducting Socratic dialogs, cur-
riculum guides for teachers that include the
full scripts of the discussions that they have
with students, and computer software on
which the lessons are based. The program is
not inexpensive. Initial hardware and soft-
ware are required alone with a full or part-
time teacher, aide, or other staff member to
conduct the program. After the initial invest-
ment, the major cost of the program is for per-
sonnel. New regulations encourage schools to
use Chapter 1 funds to develop stuaents'
advanced skills and programs of high content.
Educators will want to review the new Chap-
ter 1 and other federal and state regulations to
see if it is possible to invest Chapter 1 funds in
thinking skills programs and other programs
that require large investments of staff, tech-
nology, or materials.

The HOTS program developer asks a diffi-
cult question: Why should a district spend
money to buy hardware and software, and
then use both in ways they weren't intended
to be used? And, he answers that a "round-
about but sophisticated approach to using
technology may improve the learning of at-
risk students more than direct but simplistic
routes" (Pogrow, 1990). Some educators will
question the use of HOTS because it requires
the investment of two years of students' time
in challenging discussions about games, deci-
sions, and questions in hopes of improving
students' math and reading achievement.
Some wonder if the program activities are too
distant from its goals. Nevertheless, there is
something provocative about a "gifted
approach for at-risk students."

Cognitive Research Trust (CoRD is a pop-
ular thinking skills program for the middle
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grades that may be conducted as a separate
subject or as designated class periods within
another subject (such as English or social
studies). It has grand goals of helping stu-
dents consider all facts, develop wisdom with
which to use new information, take broad
views, and realize there is not always a right
answer or clear decision for important ques-
tions about life.

CoRT helps students apply a thinking tool
called PMI for Plus/Minusanteresting that
guides students to consider the good points,
bad points, and interesting possibilities that
might arise on any issue or problem. The goal
is for students to increasingly raise the level of
their thinking from simple awareness of
issues and willingness to explore ist les up to
focused, dellterate, and fluent use of thinking
skills to understand issues and make deci-
sions. The program offers 60 lessons (six sec-
tions or types of thinking with 10 lessons in
each) that teachers can use in 30-35 minute
periods. Teachers can adapt the process to use
with issues that are pertinent for their own
students.

CoRT is said to give low-ability students
permission to think. The same could be said
about any of the thinking skills programs in
separate or regular subject classes if they are
provided for all students, including disadvan-
taged students.

The author of CoRT presents no formal
evaluations, and studies of the benefits of this
program for middle grades students clearly
are needed.

Evaluating Thinking Skills

Marty instruments purport to measure
"thinking skills:' Tests for critical thinking in
the middle pades include the Cornell Critical
Thinking Test, New Jersey Test of Reasoning
Skills, the Ross Test of Higher Cognitive Pro-
cesses, and others. Tests for creative thinking
for the middle grades include the Torrence
Test of Creative Thinking, Williams Creativity
Assessment Package, and others. Two refer-
ences on available tests include Developing

re,
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Minds: A Resource Book for Teaching Thinking
(Costa, 1985) and Assessing Higher Order
Thinking Skills: A Consumer's Guide (Arter and
Salmon, 1987).

The Consumer's Guide is a handbook that
refers to about 60 tests of critical and creative
thinking, many of which are usable in the
middle grades. Some information on each test
is provided, including the time needed to
administer the test, psychometric data on reli-
ability and validity, and other information.
Missing is information on cost, and even more
important, missing are critical evaluations of
the quality of the tests. One general concern is
that tests of thinking skills that require read-
ing skills may simply be alternative reading
tests, and not effective independent measures
of thinking.

Evidence suggests that thinking skills pro-
grams are less likely to succeed if their goals
are abstract, unstated, or many steps removed
from the skills that students learn. For exan
pie, a few discussions of philosophical themes
probably will not have short-term measurable
results on students' conflict resolution skills or
on their math and reading text scores. Rather,
thinking skills programs may succeed on
short-term goals that are closely linked to the
actual program activities. Thus, the Touch-
stones Project may help students think about
new ideas and the contributions philosophers
make to society long before it helps students
effectively resolve peer conflicts that arise in a
school cafeteria. Or, HOTS may help students
talk more articulately with teachers and feel
comfortable with difficult computer-based
activities long before it improves students'
math problem-solving skills on middle grades
achievement tests.

Before educators select a test to measure
the effects of critical thinking programs, they
must decide how the activities or programs
they implement are expected to affect think-
ing. For example, if thinking skills activities
are imbedded in all or some academic subject
classes, teachers may want to know whether
students' thinking has improved in the partic-
ular subject more than whether the student
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has attained some general thinking skill.
Adding challenging activities to science
classes may first improve students' under-
standing of science. Science teachers may not
be particularly or immediately concerned
about whether science thinking skills affect
middle grades students` thinking in social
studies. Evaluations of thinking skills in spe-
cific subjects must compare the academic
skills and other performance of students who
did and did not have the thinking skills por-
tion of the curriculum, particularly on the
types of knowledge or abilities that the think-
ing activities were designed to improve.

Swam Thinking Skills

Educators may debate whether middle
grades students need critical or creative think-
ing or both. Advocates of creative thinking
programs stress that students should stietch
their minds to create flexilale, original one-of-
a-kind ideas or responsesthings no one else
would think of. Advocates of critical thinking
programs stress that students should develop
the analytic skills that enable them to think in
ways that will help them to answer difficult
questions on tests that measure success. Most
thinking skills programs (creative and critical)
have secondary goals to increase studenls'
self-confidence, participation in class, and
ability to work with others.

Thinking skills tend to emphasize either
puzzle solving that demands attention and
perception to activities that have a right
answer, or the development of wisdom to
consider and solve or resolve difficult prob-
lems or issues that have no right answer.
Which skill or skills should middle grades
students develop?

Higher order skills are not necessarily
unusual or profound. For example, U.S. stu-
dents are weak in their ability to solve multi-
step math problems measured in the National
Assessment of Educational Progress (NAEP)
tests. Two-step and three-step problems are
part of every middle grades math text and
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require only that students have new access to
motivating, appropriate, and clear lessons on
these skills. Similarly, in reading and social
studies, US. students are said to be weak in
their abilities to synthesize facts and ideas
from several sources. These are basic reading
comprehension activities that all middle
grades students can master if teachers use
their existing texts and provide clear lessons
on these skills.

Because of the lack of good evaluations, it is
too early to know whether and how thinking
skills courses or exercises affect middle grades
students. It may be that thinking skills pro-
grams in the middle grades should be viewed
as an early step on a long path of programs
and experiences. Early adolescence is a time
when most students begin to move from con-
cretv to abstract thinking abilities. Thus, think-
ing skills in the middle grades are part of a
developmental process, and educators will
want to weave many types of experiences into
their programs for students. Like stretching
exercises that precede athletic activities, think-
ing skills in the middle grades in varied
formscreative, critical, applied, and
abstractmay help students stretch their
readiness for more extensive thinking skills
programs in high school and beyond.

Science: Promising
Programs in the
Middle Grades

As in math, science instruction in the mid-
dle grades is mainly guided by textbook series
selected by schools or districts. In science,
teachers need to fully utilize the best that is
available in texts and in many other resources
to keep science current and exciting. Some
promising supplementary programs suggest
ways that all schools can raise the quality of
science teaching and learning for all students,
including disadvantaged students.

Some new programs may 'J.amatically

change science curricula and students' experi-
ences in science in the middle grades. The
most promising supplements and alternatives
focus on active learninghelping students
work as scientists with laboratory activities in
classrooms, in the community, or on comput-
ers. Another promising direction is interdisci-
plinary science instruction that links science
with health, social sciences, reading, writing,
math, art, or other subjects based on concepts,
issues, and problems that are important in the
lives of early adolescents.

Active Learning in Science

Informal Science Study for grades 5-12
takes an innovative approach by focusing on
science in non-school settings and activities.
Students study the "physics of fun" as
demonstrated in amusement parks, games
and sports, toys, and other play situations.
The activities include the study of motion,
acceleration, force, gravity, time, graphing,
energy conservation, physiology, and other
concepts. Although the prototype materials in
this program appear complicated, they pro-
vide science teachers, department chairs, or
others engaged in science curriculum devel-
opment with many ideas about how to relate
real world experiences to important concepts
in science. The Informal Science Study units
that could be adopted or adapted to fit the
curriculum objectives of other districts and
schools. Formal evaluations have not been
conducted, but the program developers sug-
gest that evaluations show that students who
experience Informal Science Study gain in
their knowledge, comprehension, and appli-
cations of the topics they study.

Foundational Approaches in Science
Teaching (FAST) includes topics of ecology
and the environment for grades 6-8, matter
and energy for grades 8-10, arid general sci-
ence for the high school grades. The program
emphasizes lab skills and active learning and
requires minimal classroom facilitiesheat,
running water, and bench space. The pro-
gram reports modest but consistent gains in
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students' abilities to do lab work compared
to other approaches. This does not necessar-
ily translate into increased knowledge of
ecology, energy, or general science compared
to students who study these topics in tradi-
tional ways.

Nevertheless, many middle grades stu-
dents spend years in elementary school with
little or no lab work, and may benefit from
supplementary programs that provide these
experiences. The available lessons in FAST or
other supplementary programs provide sci-
ence teachers with ideas even if the program
is not adopted outright.

High content in science empha-
sizes active learning, including lab-
oratory work applications of the
scientific method, and interdisci-
plinmy connections of science with
other subjects.

Marine Science Project: FOR SEA illus-
trates how improved science programs can be
developed around focused topics of local
importance and extended for their national
implications. The materials in this program
include intriguing lessens in marine science in
biology and oceanography for the middle
g. Ades. Marine Science Project: FOR SEA
includes 90 instructional hours of lessons (5
hours for 18 weeks). This program has been
well-evaluated. Students in the program gain
more in their knowledge of marine science
than students in control groups. Similar results
were found for students who lived near an
ocean and those who lived inland, suggesting
that the program is generally useful for help-
ing all students understand the nature, impor-
tance, and problems of marine life.

Similarly, the program Survival Strategies
is based on lessons that are conducted in class
and (where available) at a zoo in biology, con-
servation, and animal populations. Regardless
of the availability of a zoo, however, middle
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grades teachers may want students to con-
sider serious questions of wildlife and conser-
vation as part of an ecological or life science
program that is relevant to early adolescents'
interests. Survival Strategies asks students to
consider: Will wildlife as we know it survive
through the 21st century? The students study
life cycles of populations of animals, competi-
tion and predation, and other topics. The pro-
gram concludes with a simulation game in
which students manage a wildlife refuge.

Programs like Marine Science Project FOR
SEA and Survival Strategies should be col-
lected and reviewed by committees of science
teachers and other curriculum leaders to find
exciting and challenging supplements to sci-
ence textbooks, or to spark teachers' ideas to
develop similar approaches for other science
topics. One goal is to enrich middle grades
science with active learning exercises that
students conduct in class, at home, with their
families or friends on weekends, or in other
ways.

Intalliscipikuny Science horn
One promising program that should be

available soon is Stanford University's Middle
Grades Human Biology Curriculum Project.
This program builds on middle grades stu-
dents' interests in their bodies, their emotions,
and their lives during adolescence. The pro-
gram links studies about physical develop-
ment, social systems, ecology, history, psy-
chology, and other aspects of health in an
interdisciplinary life sciences perspective. It
also includes a comprehensive set of teacher
training materials to bring teachers up to date
in science knowledge in the biological and
social sciences that are covered in the curricu-
lum for students. This program offers a full
curriculum designed to provide students with
a strong base of science knowledge and posi-
tive attitudes in the middle grades and to
encourage students to take science courses in
high school. The units of work emphasize
learnMg by doing, active thinking, and work-
ing as a scientist.
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Educators will want to carefully review the
early evaluations of the effects of the Human
Biology Curriculum Project on middle grades
students' science knowledge and attitudes.
The program will probably be available for
use before it is fully evaluated. If so, educators
should carefully "guesstimate" how the cur-
riculum compares to their present science pro-
gram, and how it fits their students' needs as
a one, two, or three-year program, or as a sup-
plementary program.

Science sod hichnelegy

Another promising direction in science is
computer-based instruction that permits stu-
dents to conduct science experiments on com-
puters that would be otherwise impossible to
conduct in most middle grades laboratories or
classrooms. Computer-based experiments
should not take the place of all lab work,
because students need to see, smell, ar ' feel
science. Programs like The Education Sys-
tems Corporation (ESC) Explorations in
Middle School Science may, however,
greatly enrich students' investigations and
understanding of many topics.

ESC Explorations in Middle Schaol Science
includes 30 jnteractive computer simulations
on space, atoms and matter, mechanics,
energy, electricity, and others to supplement
most physical science textbook series. In the
program, teachers are helped to link science to
reading, writing, and math as students
observe, hypothesize, experiment, collect,
analyze, and report data. This program is
costly because of hardware and software
requirements. It should be carefully evalu-
ated, but it looks promising for adding new
and high content to middle grades science
classes. Computer-based science programs
from other companies (as well as new direc-
tions in computer-based instruction in other
subjects) should be compared by educators
who are considering making large financial
investments in new content curricula in the
middle grades.
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Ste ikivelepment lb
knot Science Programs

When new units of work are needed, sci-
ence supervisors and teachers must be given
time to work together to design, select, adapt,
test, and improve activities. In other words,
they need time to act as scientists themselves
and to translate their work into perspectives,
units, and lessons for students. If teachers
were helped by school and district adminis-
trators to become more proficient scientists or
science thinkers, and if they actively prepared
or adapted curricula and instructional
approaches, students would see what it
means to work as a scientist, how science cap-
tivates adults, and how important science is in
their own lives. The professionalization of
teachers in their special field is one of the
recurring components of promising programs
in all subjects.

Evaluating Science Programs

Science teachers and supervisors selecting
new or supplementary science programs need
evidence that promising programs will help
their middle grades students learn and like
science better than their present programs and
better than other alternatives. Data of this sort
are not readily available for most programs.

Although almost all middle grades schools
give students standardized tests in reading
and math, few schools regularly measure or
monitor students' progress in science or com-
pare their own school's success in science with
others in the district, state, or nation. One
result of this is that reading, English, and
math are given greater importance in middle
grades programs than is science. A few dis-
tricts are beginning to add standardized or cri-
terion-based science achievement tests or new
assessments in science to their test schedules.

Other science indicatorsattitudes toward
science and lab skillsalso are important.
Standardized and other tests of science
knowledge may not be immediately affected
by science programs that stress active learn-
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ing. But, students' involvement in doing sci-
ence and being scientists may increase the
-likelihood that they will enjoy science and
cantintre taking more science courses in high
school. In the middle grades, science attitudes
and activities may be as important as science
facts. Educators need to improve science con-
tent and instructional approaches to make sci-
ence so interesting to students that they will
enjoy and elect science courses through high
school. Evaluations should include measures
of continued commitment to science, in addi-
tion to measures of skals and attitudes.

Social Studies:
Promising Programs
In the Middle Grades

Promising programs in sodal studies take
several different directions. Supplementary
activities to use with textbooks and new pro-
grams to replace present texts emphasize
active learning by students and participation
in research and community service. Social
studies teachers and curriculum leaders seem
to agree that new high content will be added
to social studies by increasing students' reflec-
tion on and discussion of alternative and mul-
ticultural perspectives of history, current
events, and geography; and by inavasing the
use of original source documents, maps,
diaries, and other materials that help history
and geography come alive for students.

Interdisciplinary units are being developed
to integrate history, art, music, English, and
other subjects that are currently in the stu-
dents' curriculum. On the horizon are pro-
grams that .introduce new content in the social
sciencesanthropology, sociology, psychol-
ogy, and other fields that relate directly to his-
tory. New content in social studies aims to
enrich students' understanding of the human
experience.
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Multicultural Education in Social Studies

Respecting Ethnic and Cultural Heritage
(REACH) offers four booklets on U. S. history
from the perspectives of African-Americans,
Mexican-Americans/Chicanos, Asian-Ameri-
cans, and American Indians. The booklets are
short and readable, and not only convey his-
tory but also provide ideas for discussion that
should be of interest to early adolescents. The
evaluations of this project suggest that stu-
dents' ethnic awareness and acceptance of
others are improved as a result of the pro-
gram. Other evaluations of these outcomes
and knowledge of U.S. history are needed.

There is much talk about the importance of
multicultural curricula in the middle grades
and little evidence of it in most programs
because of a lack of materials and tested
approaches. REACH, designed to be used over
30-40 class periods, offers some good ideas
and examples. Social studies curriculum super-
visors and teachers may want to use the pro-
gram as designed or revise the approach to fit
their own curricular objectives and time sched-
ules.

Facing History and Ourselves: Holocaust
and Him= Behavior is a program that intro-
duces middle grades or high school students to
the history, human drama, and themes of the
Holocaust, Armenian genocide, the atom bomb
in Hiroshima, and other issues of unusual
magnitude. The program is designed to enrich
and supplement middle or high school social
studies curricula. The NDN program provides
training for teachers and a textbook for stu-
dents.

It brings to students' attention the impor-
tance in 20th century history of ethics, social
attitudes and behavior, and an understanding
of major contemporary issuesracism, vio-
lence, prejudice, abuse of power, human rights,
morality, law, and citizenship. The students
address questions such as: What are the condi-
tions that create a just society? How do people
treat each other? Should rules set by authorities
ever be broken? What would, should, could I
have done in a situation like the Holocaust, or
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in present day situations that promote discrim-
ination, prejudice, or general unfairness? Stu-
dents ask and discuss hard questions, raising
their level of thinking about social studies. As
in many other promising programs, the teacher
is involved as a learner and thinker.

The program does not report formal evalua-
tions but has many testimonies from teachers,
students, and parents who say the program
helps students think in new and important
ways. More pertinent evaluations are needed,
particularly of how the program affects middle
vs. high school students' awareness and under-
standing of different and difficult concepts.

Social studies resources for multicultural
curricula are available from many organiza-
tions that specialize in the teaching of history,
geography, social sciences, and related topics.
For example, the Center for Teaching Interna-
tional Relations (1989) offers supplementary
resources for social studies programs with
prototype lessons about the future, human
rights, understanding conflict, Africa, China,
Japan, and other cultures, ethnic heritage, and
other topics.

Economics in Social Studies

Ideas and materials are available from the
Joint Council on Economic Education (1989).
This organization's catalog for teachers con-
tains resources to supplement regular social
studies programs, which typically ignore eco-
nomic concepts and activities. The units
include audiovisnals, instructional TV, com-
puter-assisted instruction, and other tech-
nologies and methods to teach the stock mar-
ket, the economics of agriculture, and other
topics.

Student Participation in fire Community

The Civic Achievement Award Program
(CAAP) in Honor of the Office of the Speaker
of the House of Representatives is a promis-
ing resource for social studies teachers in
grades 5-8. In CAAP, students study U. S. his-
tory, cultural diversity, legislation, and other
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facts and processes, and then use their knowl-
edge to conduct individual or group research
projects. Students then proceed to design and
conduct community action projects. The pro-
gram packets include two soft-cover texts for
students, one at the fifth grade and the other
at the seventh grade reading level. The two
books cover similar content, with slightly
more detail offered at the higher reading
level. This enables a teacher to use the pro-
gram in a heterogeneous social studies class
that includes students with a range of reading
skills.

The program includes built-in rewards and
recognition for students who contribute to
their community with their action projects.
The research and citizen participation activi-
ties allow teachers to integrate reading, writ-
ing, speaking, science, art, and other subjects
into their social studies units.

High conten.4,- in social studies
increases students' dep.,z of knowl-
edge through the use of original
sources in history and geography;
active learning through discus-
sions, projects, and communtly ser-
vke; understanding of the social
sciences; and awareness of inter-
disciplinary connections of history
and geography with other subjects.

Of all the academic subjects, social studies
necessitates that students work in heteroge-
neous classes with students of all abilities, just
as students will live and work with diversity
in society. To conduct effective lessons with
heterogeneous groups, teachers need instruc-
tional materials for weak and strong readers
that cover the same content so that students
with diverse reading abilities can think and
work together. CAAP workbooks provide one
example for U.S. history in the middle grades
that helps to solve this problem. School and
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district social studies teams could consider
designing or identifying similar approaches
for other social studies topics in the middle
grades.

Law in a Changing Society (LCS) is a pro-
gram to improve students' citizenship skills
and to increase their understanding of the law
and legal institutions. Social studies teachers
are provided training and information on
these topics and materials for students to
learn about the law, the constitution, and city
government, and for students to participate in
a mock trial. Developed for grades 4 and 5,
the program and approach could be adapted
for middle grades units in which government
and citizenship are prominent topics. A mock
trial is a useful prototype that would be quite
appropriate in the middle grades. Early evalu-
ations show that the program increases stu-
dents' knowledge about the law and pro-
motes more positive attitudes toward law
enforcement. The evaluations are not satisfac-
tory, however, for determining LC,5's poten-
tial in the middle grades.

Social Studies and Family involvement

Teachers Involve Parents in Schoolwork
(TIPS) Social Studies and Art links art his-
tory and criticism to middle grades social
studies curricula in American History, World
Cultures, and Government and Citizen Par-
ticipation. TIPS Social Studies and Art
involves parents or other volunteers to pre-
sent and discuss artwork in social studies
classes. Each month, the volunteers discuss a
new art print with the class and leave the
print in the room until the next visit. Teachers
follow up the discussion with classwork,
homework, or extra credit activities about the
art print as it links to soda! studies. An evalu-
ation of the program shows that students in
the program increase their awareness of
artists and their work, and about 80 percent
of tl.e students develop likes and dislikes of
the prints they see. Parent volunteers were
successful in the middle grades in ways that
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assisted teachers and students to increase the
content of the curriculum.

Interdisciplinary units in the middle
grades are recommended to introduce stu-
dents to natural and important connections
across subjects, but these units take time to
develop. TIPS Sodal Studies and Art materi-
als and the involvement of parents and other
volunteers help teachers enrich students'
experiences with connections betwePit these
two subjects. The process can be adapted to
other middle grades social studies units or to
other curricula (such as language arts or for-
eign language).

In addition to involving parents as volun-
teers in social studies classes, there are many
ways that teachers can inform and involve
parents in students' social studies work at
home. Epstein suggests that every teacher in
every subject can design at least one home-
work assignment a month that requires stu-
dents to talk to someone at home about some-
thing interesting (Brandt, 1989). In social
studies, students can be assigned homework
that requires them to interview, survey, and
obtain reactions from parents or other family
members about history, current events, gov-
ernment, economics, natural resources, and
other topics. (See Teachers Involve Parents in
Schoolwork in the section on language arts.)

Shiff Development in Social &idles

Resource lists and catalogs are available
from many sources, including those men-
tioned here. But, teachers cannot thoughtfully
uie resources without a supportive adminis-
trative structure that provides the time and
incentives to develop better programs. Along
with staff development in the usual sense of
workshops and instruction, teachers need
staff development that offers them time and
support to work together to gather, review,
select, adapt, or design materials in order to
develop coherent and enriching units of high
content instruction.
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Promising Programs
That Combine
Components

Many of the programs discussed above in
math, reading, language arts, and other sub-
jects include several components. The differ-
ent features of programs may either be criti-
cal, marginally important, or superfluous to
students' success. In this section, we examine
some programs that combine components.
Whether in specific subjects, or in programs
that affect a whole school, or in comprehen-
sive programs for disadvantaged students,
the questions about multiple components are
the same: Which components should be
included and which are dispensable? Which
affect what outcomes for what students?
Which complement and strengthen each
other? Not all programs can be fully funded
and so not all components of promising pro-
grams can always be included when schools
adopt or adapt new approaches. Thus, com-
ponent analyses are imperative, but they are
missing from most program evaluations.

Project Promise at James P. Tunilty Middle
School adds 90 minutes to the school day and
three homs of school on Saturday to increase
the learning time of students who are at risk
of failing. The program includes teams of
teachers, flexible scheduling, and interdisci-
plinary workparticularly integrating read-
ing, math, and writing in all subjects. The pro-
gram's promise is that all students will be
working at or beyond grade level if they do
the work specified for the program. The prin-
cipal has the power to select teachers and to
dramatically change (or waive) school rules
and practices. The staff is given 45 minutes a
day and two hours on Fridays for planning
and staff development. Like many promising
programs, it is neither teacher-centered, stu-
dent-centered, nor directed by the principal as
the sole leader, but creates a community for
learning in which students are ac.;isted and
teachers are supported as professionals.

Project Promise combines many compo-
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nents. Which components are most important
for increasing the success of students at risk of
failing: strong leadership? extra time for stu-
dents? extra time for teachers to plan and
develop projects? smaller class size? heavy
focus on academics? or others? The leadership
of the district stated, "An evaluation of all
three schools in the program is due . . but it
is not an evaluation designed to identify what
might be applicable system-wide. There are
no plans to undertake such a study."

The cost of the program at Timilty ?vfiddle
School is about $1,000 more per pupil than at
other middle schools in the districta cost
that the district believes it cannot afford in all
schools. However, without information on the
contrilautions of partifgar components of the
program, other schools cannot learn which
low-cost or high-cost features are responsible
for the ostensible success of Project Promise
nor decide which practices they can afford
that will benefit their students.

Of the many components of
promising programs, which onss
have important effects on students'
skills and attitudes? Which stu-
dents benefit? At what cost? Wah-
out thoughtful evaluations educa-
tors will never know the answers to
these basic questions.

Project Promise not only illustrates how
components from other promising programs
can be combined, but also illustrates unfortu-
nate attitudes toward evaluation in many
schools, districts, and states that prevent edu-
cators from learning about the payoffs of their
investments in program development and
implementation.

Another attempt to organize an effective
pull-out treatment program is 4 Success, con-
ducted at the elementary level but adaptable
to the middle grades. Although it is called a
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"non-pull-out program" because the students
are not pulled out of their classroom to go for
extra help, the class is an "already pulled-out "
homogeneous group of students who are most
at-risk academically. In effect, the students
have been pulled in to a separate class or track
to work toward grade level. Two teachers
one regular and one remedialwork together
in a "success" class to give students extra
attention, appropriate lessons, and support in
all subjects. Similar programs in other middle
schools provide remedial instruction, learning
opportunities, and support to small groups of
students most in need of help. Some of these
programs report, anecdotally, that they are so
positively organized that students do not want
to leave the class even when they are eligible
to return to regular classrooms.

This approach puts special remedial classes
in the same light as those for gifted students
as opportunities to leam in an enriched envi-
ronment with teachers who want to teach the
class. The difference is that, in traditional
practice, gifted and talented programs are
viewed as enrichment programs to accelerate
the learning of the already accelerated, while
remedial instruction programs are usually
viewed as treatment programs that often
decelerate the learning of the already deceler-
ated. Promising programs, like 4 Success, take
the same approach as the gifted and talented
special classes to accelerate the learning of
disadvantaged students.

It is possible that in some schools, "success"
classes are needed to give unusual resources,
attention, and hope to small groups of stu-
dents who are failing or are greatly at-risk.
And it is possible that in some schools, these
classes are highly successful. For example,
some students make up two years of work in
one, aad return to their age cohort. But
euphemisms for "tracking"even for small,
select groups of studentsshbuld not be taken
lightly.

Promising programs for treating unusual
needs are intensive and combine many com-
ponents, such as the Language Development
Magnet School, an alternative temporary
school for new immigrant students in the mid-
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die and high school grades. Students with
average or higher intelligence who lack
English language skills often are labeled in
regular schools as "slow" or "disadvantaged,"
with serious negative consequences for the
students' self-esteem and motivation to learn
in school The language Development Magnet
School provides before, during, and after-
school tutoring; teachers are available on a
"hotline" to provide homework help; and
computers are used to vary teaching and
learning approaches. Students' linguistk, emo-
tional, and social needs are addressed, in addi-
tion to their academic needs. Social support is
built into the program as peers, teachers, and
parents all encourage students to work hard,
build skills, and prepare for placement in reg-
ular middle and high schools. As impressive
as this program seems, it is not possible to
know which of the many components of the
program contribute to students' successes in
the alternative school and successful transi-
tions to regular schools.

Summer Training and Education Program
(STEP) is a promisdng program that was eval-
uated by Public/Private Ventures (P/PV) to
see if consecutive, intensive summer learning
activities combined with work experiencv and
follow-ups during the school year could
increase student success in school and help
stem the learning losses that often occur dur-
ing summer, particularly for disadvantaged
students. The program includes education,
community service, outdoor adventure, cazeer
internships, and other features to appeal to
students who might otherwise lose interest in
schooling. Evaluations of STEP show that, in
the short term, students in the program
develop social and personal responsibility,
positive self-esteem, and more positive atti-
tudes toward school and adults as a result of
community service, community study, and
career internships. The long-term effects of the
program and the importance of particular
components of the program are not yet clear.

Summary: Combining CompGdnbt

Project Promise is a comprehensive pro-
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gram that combines many components to dra-
matically restructure school time, staff selec-
tion, staff planning, and remedial instruction.
The Language Development Magnet School
and STEP are other examples of programs
that combine many components in order to
redesign or restructure schooling across sub-
jects in the middle grades. It will be very
important during the next few years to evalu-
ate promising middle grades practices to
determine which are successful, for which
students, at what cost, and compared to what
alternatives. 71-15 is necessary to justify the
cost of comprehensive programs such as Pro-
ject Promise, to determine needed revisions to
programs such as STEP, and to validate the
worth of specific subject programs discussed
in earlier sections of this monograph. Only
with a menu of approaches and better infor-
mation about likely effects will most middle
grades schools change their present practices
to institute more effective programs for disad-
vantaged middle grades students (Epstein
and Mac Iver, 1990).

Conflicting
Components

As educators examine the many compo-
nents in different promising programs in
math, reading, social studies, and other sub-
jects, they will notice that some seem to con-
tradict each other, others complement each
other, and still others work independently.
This section discusses some of the important
dilemmas that must be discussed and
resolved by educators as they consider which
of several programs or components of pro-
grams they might adopt or adapt.

Core or Common Curriculum vs.

Meeting Students' Diverse Needs

Some promising programs help educators
give all students the same experiencesa
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common cuniculurn. Other programs aim to
meet the unique and individual needs of stu-
dents and the learning problems of individu-
als. These two approaches set two different
but important goals. A common curriculum
aims to help all students keep options open
for future work in high school and postsec-
ondary education. Individualized curriculum
and treatment programs aim to understand
and serve student diversity by accepting stu-
dents at their present starting place and help-
ing them progress from there. Individualized
programs also may be designed to build
unique talents and skills on which students
differ from each other to open different
options in high school and postsecondary
education.

When dedsions are made to offer students
a common curriculum in the middle grades,
educators need to consider how they also will
provide for the diversity in students' learning
rates, learning styles, and the uniqueness of
students' interests and talents. When deci-
sions are made to individualize regular or
remedial instruction, educators must consider
whether they are, in effect, closing students'
options for later education and occupational
choices.

More lime vs, Different Use of Time

A related dilemma is how time is allocated
for learning. Some students need more time to
master required or advanced skills. Yet, most
middle grades schools set 45-55 minute peri-
ods in which all students are required to learn
the lesson and complete their work. Educators
need to consider: Do all subjects require the
same time allocations? Do all students need
the same time or varied time to learn? Schools
need to consider whether, when, or why to
create programs that allow students flexible
time to work, and whether, when, or why to
require all students to finish their work or
their tests in the same amount of time.

A similar problem is raised in regular and
remedial classes. If students need extra help,
is it scheduled in school during regvlar class
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time? in school during elective or extra class
periods? or during extended days or other
times for learning? Are the minutes of a
school day currently arranged to help disad-
vantaged students learn their work, apply
knowledge, and pass their courses? Or, is
time allocated to accommodate successful stu-
dents or to accommodate teachers?

More time and extra time are not the only
answers for more effective programs for dis-
advantaged students in the middle grades.
New approaches are needed that make all
time in school more motivating and challeng-
ing for all students, whether they are learning
sIdlls for the first time or working at skills that
they missed the first time they were taught.
For example, one promising program consid-
ers the lack of time as the major cause of stu-
dent failure and links new time structures
with new evaluation structures in a no-fail
grading process that encourages continuous
and successful progress.

In the Fresh Start Minischoola high
school dropout prevention alternative pro-
gramstudents are expected to meet high
standards and fulfill requirements in all
courses, but their report card grades are lim-
ited to marks of Mastery, Satisfactory, and In
Progress. "In Progress" indicates that the stu-
dents have not completed a course satisfacto-
rily, but that they and their teachers are work-
ing on needed skills and requirements. These
marks can be translated to A or B for mastery,
or C for satisfactory, but no Ds or Fs are
awarded. All IPs (incomplete work that is In
Progress) must be completed before the stu-
dent graduates from the school.

The Fresh Start Minischool is art interesting
experiment that combines no-fail grading with
counseling, home visits and other connections
with families, extra tutoring, and enrichment
activities. It is impossible to tell which compo-
nents of the program contribute to the appar-
ent success of many students in the program.
Evaluations show that about 60 percent of the
treatment students had at least one IFP instead
of a failing grade after one year. Course credit,
not time, became the main issue. More stu-
dents in the program stayed in school and
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were graduated than did students in a ran-
domly assigned control group.

The no-fail grading process revises how
students perceive their work and their worth
as students by providing them with more
time to master required skills. This process
may be even more easily applied in the mid-
dle grades than in the high school grades
where it originated.

Basic Shills al Advanced Thinking Sidik

Basic skills and advanced skills are part of
a continuum of laiowledge in an education of
high content. Promising programs treat basic
skills as high content by eliminating rote
memorization and empty applications.
Promising programs treat advanced thinking
skills as high content as a separate subject or
as part of all subjects by including exercises to
improve students' critical and creative think-
ing. Advanced sldlls at one time become basic
skillsthe basis for ever more advanced
work. Schools must decide who will have
access to basic and advanced skills, and how
all skills will be taught to help students
understand the importance, application, and
extension of what they learn.

High Standards vs. No Retentions

There is strong agreement that schools
must set and keep high standards so that stu-
dents know they are working toward goals
that matter. At the same time, there is general
agreement that retaining students to repeat a
grade because of failure does little good for
students' motivation to work, learn, or stay in
school. When students are removed from
their cohort of peers and friends, the label of
"repeater" or "failure" can be worst than the
label associated with remedial instruction.

Promising programs aim to reduce or elim-
inate the need for students to repeat a grade
by the design and delivery of remedial
instruction. Extra teachers, adult voltuweers,
peer tutors, coaching classes before or after
school, or extra periods of instniction during
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the school day that do not remove students
from their regular classes are among the com-
ponents of promising programs. Many evalu-
ations must be conducted to learn which of
these components successfully help prevent
failure and retentions.

Promising programs are organized so that
students receive help before they fail (to fix
before they flunk) so that students can accel-
erate learning to make up lost ground. Some
allow students to make up two years of work
in one in order to return to their original
cohort.. Others allow students to repeat only
the course(s) they failed and not the whole
grade. Still others are designed as true alter-
native programs so that if, in the final analy-
sis, students must repeat a grade, it is offered
with different instructional approaches and
by different teacher&

Rad kali vs, Visage All Classes
1111 Noels at Oace

Leaders at school and district levels debate
about whether an innovative program or
practice should be instituted in a few demon-
stration schools or in all schools at the same
time. Most promising programs begin in one

or a few schools under dose supervision. If a
program do.,s nrit woxic in a selected school,
or if it needs to be fine-tuned, tailored, or
revised for particular subgroups of students,
it pays to fmd out with pilot or demonstration
cases, before large investments are made in
materials and staff development for whole
schools or whole districts. Yet, many districts
and schools want all schools or all grade lev-
els within a school to adopt new programs
and approaches at the same time. This
assumes that having all teachers and adxninis-
trators share a common perspective and com-
mon goals will be an advantage. Or, it
assumes that some schools, students, families,
or teachers will feel shortchanged if they are
not given new resources or programs at
exactly the same time as other schools. Or,
practical reasons intervene, as when vendors
give discounts for large districtwide orders of
equipment or materials.

Probably, a mix of pilot projects, school-
wide projects, and total district programs is
needed. The default on decisions about new
programs, however, should be to start small,
unless clear and convincing evaluations direct
widespread adoptions. In time, effective
demonstrations may become total school or
district programs.



CHAPTER THREE

In our search for promising programs,
more than 300 were reviewed. More than
200 of these were related to the content

areas discussed in this monographmath,
reading, writing and language arts, thinking
skills, science, social studies, and comprehen-
sive program& Of these, about 80 were found
to have some promising components that
could be of use to middle grades educators to
raise the content of the education of all stu-
dents, and particularly of disadvantaged stu-
dent& The programs are discussed briefly in
the text and listed in the appendix. Because of
serious weaknesses in evaluations, however,
the programs cannot be recommended with-
out qualification. Rather, middle grades edu-
cators will have to carefully review available
programs and decide which ones offer ideas
and procedures that can be helpful in their
own schools and that meet the needs of their
students.

Common Themes

Several themes recur across promising pro-
grams for the middle grades that may be par-
ticularly important for increasing high content
education for disadvantaged students.

All students can learn. This assumption
has become something of a cliché, but in its
best meaning this is the basis of all promising
programs to improve the skills of education-
ally disadvantaged students.

Commitment counts. Many promising
programs require pledges or other sign-up
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forms from students and, sometimes, from
parents. Students are asked to acknowledge
from the outset that they will do their part to
succeed in the progam. The formal pledge
officially assigns students some responsibili-
ties for their own learning, just as it assigns
schools the responsibility to implement pro-
grams well. When parents are asked to sign
permissions for their children to enter reme-
dial or special programs, they are more likely
to be receptive to messages from the school
about their child's progress or needs in the
program and to provide support at home
when guided on how to do so.

Selection procedures that require pledges
of commitment may be perceived as stacking
the odds for the program by including only
those students and families willing to work
hard. However, formal commitment may help
students focus their attentian on schoolwork
A simila tack is taken when teachers in any
class ask students or parents to design and
sign contracts that outline the work students
must do to earn a grade of A, B, or C. Evalua-
tions should pay attention to components like
pledges and permissions to see if they con-
tribute to the programs' and students' success.

Pull-out programs are not all bad, but
they are not all good either. There are bene-
fits and disadvantages to pull-out programs
for remedial instruction in the middle grades.
It is necessary to give students extra help
when they fall behind grade level. It also is
necessary to limit the effects of labeling that
occur when students are singled out for their
weaknesses. This is a dilemma for students
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who want help but do not want to be identi-
fied as "dumb" or "slow." It is a dilemma,
too, for schools that want to provide appro-
priate instruction for all students but also
want to limit labeling and maintain or
increase students' self-esteem.

There are promising programs that pull
middle grades students out of their classes for
special assistance, or put students in separate
classes, or offer students extra classes for
remedial work, but schools need to design
these programs carefully. In the middle
grades, extra planning is needed so that pull-
out programs do not disrupt classes and do
not negatively label students who receive spe-
cial services. Many pull-out programs are
designed to provide students with extra or
unusual resources, materials, and personal
attention. In many programs, teachers and
supervisors are trained in ways to motivate,
recognize, and wpreciate students who are
slower than othen in their rates or styles of
learning. These teachers have clear plans for
helping students move incrementally from
their own starting points to grade level mas-
tery.

Some pull-out or special assignment pro-
grams make membership and participation a
reward and an honor. Students in these pro-
grams are supported by teachers and peers
and not ridiculed for their unique needs, are
recognized for their selection in the program,
and are informed about the program's goals,
the teachers' objectives, and the students'
responsibilities. The students are recognized
and rewarded for the progress they make,
just as students are in other classes. When
organized along these lines, remedial instnic-
tion need not be punishment for students
who need extra help nor for their teachers.
Rather, these programs may be the ones that
redirect students who have lost all hope of
success in school.

But warnings must be attached to all pull-
out or pull-in programs. A class composed of
students at risk for whom extra services are
mobilized in new and motivating ways is, for
all practical purposes, a pull-out program

57

with students tracked or grouped by ability.
Pull-out programs require extra investments
in staff, instructional materials, and other sup-
port to reach the treatment goals, and careful
evaluations must be conducted to determine
whether this is a solution to or petpetuation
of the students' learning problems.

Each school is a community of active
leanters in which students, teachers, adnthl-
istratots, parents, and others are involved in
building new knowledge, important skills,
and shared perspectives. Promising pro-
grams engage principals, teachers, and stu-
dents as active learners, actors, and interac-
tors. This description"the school as a com-
munity of active leamers"may characterize
high content programs more than other popu-
lar labels such as "teacher-centered" or "stu-
dent-centered" schools, or labels that set the
principal apart as "the instructional leader."

"Teacher-centered" programs that focus on
active teaching emphasize the teacher doing
the job well, covering the curricultim, using
effective teaching strategies, maximizing
instructional time, and conducting excellent
classes as defined pedagogically in terms of
the teachers' organization ad use of teaching
time. Programs that stress active teaching or
that tightly organize direct instruction place
less emphasis on how students learn differ-
ently and more emphasis on standardizing
teaching behaviors.

"Student-centered" programs that focus on
active learning emphasize the students'
involvement in learning. The school is respon-
sible for providing learning opportunities and
school services that match students' develop-
mental characteristics and unique or individ-
ual needs. Student-centered programs that too
narrowly match school experiences with stu-
dent needs may appear over-solicitous and
unchallenging. They may not provide the
high content and challenging demands that
motivate students toward maximum growth
in learning or commitment to school.

When middle grades principals are defined
as the instructional leaders of the school, they

6.7)
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are expected to know all, including the best
ways to teach all subjects, organize class-
rooms, budgets, and schedules, discipline stu-
dents, interact with families, and other skills.
Of course, principals are not experts in all
subjects that are taught in the middle grades.
Although principals serve vital leadership
roles, the "instructional leader" model often
negates the teachers' roles in school and class-
room decisions. Schools that overemphasize
the principal as instructional leader not only
limit teachers to subordinate roles, but also
avoid involving students and parents as con-
tril3utors to school leadership, decisions, and
school improvement efforts.

Programs that build a community of active
learners combine the best aspects of active
teaching, active learning, and principals as
leaders (Barth, 1990; Carnegie Task Force on
the Education of Young Adolescents, 1989;
Lewis, 1989; Meier, 1989; Monroe, 1989).
Teachers in these programs think, learn, con-
duct research, and work with other teachers
and with students to develop and improve
curricula and learning experiences. Students
in these programs not only are active learners
and peer teachers, but also observe their
teachers as experts, resources, and adult
learners. Students see their teachers work
together to solve problems, advance their own
knowledge, and work with students to make
learning exciting and rewarding. Principals in
these programs lead by example. Principals in
an active learning community work with
teachers, parents, and students to draw on
others' expertise and share personal talents
and wisdom to improve the school program
for all students.

One example of a school working on this
principle is Central Park East Secondary
School, which bases its program on the con-
cept of "student as worker" and teachers as
coaches, partners, and participants in learn-
ing. The program, which combines several
components of promising programs, demon-
strates that inner-city students in public
schools can conduct important learning activi-
ties in a caring and challenging environment
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where teachers work as professionals, prob-
lem solvers, and learners.

When educators recommend that all stu-
dents should have access to high content and
advanced courses, they are recognizing that in
most schools, students in low-ability classes
are offered less interesting and less challeng-
ing work than students in high-ability classes.
Schools that establish all classrooms as com-
munities of active learners provide high inter-
est and challenging work for all students and
all staff members.

Both prevention and treatment programs
are needed in the middle gxades for effective
programs for disadvantaged students. Pre-
vention of serious learning problems is the
first and main concern of all programs to
improve schooling for all students. Good pro-
grams that help students learn and make con-
tinuous progress typically include new and
better curricula and materials, new instruc-
tional approaches and other features of state-
of-the-art curricula that emphasize active
learning, many opportunities for students to
receive rewards and recognition of progress,
new technologies, extra staff and staff devel-
opment, improved student-teacher interac-
tions, and other practices. The programs oper-
ate on the premise that a good program will
take students in new directions, will not cre-
ate new learning problems, and can help stu-
dents advance or accelerate learning.

Treatment programs to correct serious
learning problems provide a safety net for
students. There will always be a few students
who, even in excellent programs, fall behind
due to personal, social, organizational, and
other difficulties Corrections of serious learn-
ing problems require unique and sometimes
extreme and innovative approaches to moti-
vate students to work on skills that they did
not learn the first time they were taught.

Many programs respond with diagnostic,
individualized programs to help prevent stu-
dents from failing courses, repeating grades,
or dropping out of school. Treatment pro-
grams need extra staff, responsive technolo-
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gies, varied materials, and resources to indi-
vidualize instruction, such as computer-
assisted instruction and other approaches that
allow students to move quickly through
sequences of skills at their own pace.

Promising treatment programs for educa-
tionally disadvantaged students aim to help
students catch up to their peers without
totally separating them psychologically or
socially from the rest of their classmates.
Promising treatment programs establish a
social organization of remediation (Epstein,
1988) to accompany the academic organiza-
tion of remedial instruction. The social organi-
zation of remediation builds into remedial
instruction not only the academic content of a
lesson, but also a social support system from
teachers, peers, and parents that makes it
acceptable to seek and to receive remedial
instruction and to respond with hard work. It
is something of a trick to provide intensive
"treatment" in ways that raise students' self-
esteem and expectations for themselves. A
medical analogy makes the point: treatment
for serious medical problems requires not
only the medicine (the equivalent academic
content) but also the personal commitment
and social and psychological support to see
the treatment through.

Promising programs evaluate whether
they reach the goals they set. This project
originated as a search for "effective" pro-
grams, but because of the low quality of eval-
uation designs and data, was downgraded to
a search for "promising" programs. Many sec-
tions of this monograph discuss how to
improve the quality of program evaluations
so Lhat the efforts and investments in imple-
me Itations yield good information for judg-
ing whether and how a program is successful
in helping disadvantaged students succeed in
school. Currently, most programs cannot
know whether or not they are reaching the
goals they set. Nor can other potential users
know whether, how, or for whom one pro-
gram is better than another.

Lipsitz (1984) calls for "order and joy" in
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balanced middle grades programs that chal-
lenge and support students. Many schools set
multiple goals for students, including
achievements, attitudes, self-esteem, and
other outcomes that indicate success as a stu-
dent and as an early adolescent. If goals are
set, it is necessary to determine if goals are
reached. Evaluations may use many different
methods--quantitative and qualitative. Stan-
dardized and criterion-based tests help
schools monitor and compare student
achievements. Other evaluations are needed
that allow students to demonstrate their
knowledge. Surveys, interviews, and observa-
tions help schools assess student attitudes,
self-esteem, and other affective responses.

There is no shortage of new ideas for and
from teachers for improving middle grades
education, but without clear documentation
and systematic evaluations, one bright idea is
as appealing and se2mingly valid as the next.
Only with better evaluation information in the
future will educators be able to purposefully
choose among programs to meet the needs of
the students in their schools.

Conclusion
There will never be a magic trick or quick

fix that guarantees successful programs for all
middle grades schools or for all early adoles-
cent students. Educators must be alert for new
programs that could help them develop
school and classroom environments that chal-
lenge and support all students.

It is the art of teaching, the art of leader-
ship, and the art of teamwork of teachers,
principals, other educators, parents, students,
and others in the school community that
determine whether and how changes are
made to increase the content and quality of
education for all students. There is no substi-
tute for the hard work needed to locate,
review, select, adapt, create, implement, and
evaluate new practices and approaches that
will meet the needs of particular schools and
students.

f
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This monograph offers ideas, issues, and
examples of promising programs in the mid-
dle grades that can be adopted or adapted in
any school. By adding new and more equitable
access to existing high content, or by adding
new content to the curriculum for all students,
educators can change and improve which
students have the opportunity to learn, what
students learn, how students learn, how
teachers teach, and how they organize and
manage instruction and classroom life. High
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content education is the ultimate equalizer in
the education of economically and education-
ally advantaged and disadvantaged students.
If all students can learn, then all deserve the
types of learning opportunities that make
school important, challenging, joyful, moti-
vating, and fair. In middle grades schools
that offer high content education, students
have the chance to participate, learn, succeed,
and plan ahead.
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APPENDIX A:
DIRECTORY OF PROMISING PROGRAMS

This appendix is a diredary of the promis-
ing programs mentioned in the text. We
must reiterate that at the time the review

was conducted, few of the programs had been
adequately evaluated. This means that educa-
tors must review the descriptions, procedures,
materials, and available evaluations of these
programs with some skepticism, and with an
eye to what might help their own schools reach
important goals.

Three changes may be pertinent to readers:
Since this review was completed, some pro-

grams may have been formally evaluated. New
and better information may be available from
these program&

Some names and addresses in this directory

65

may have changed since 1989. Indeed, some
programs may no longer be operating and infor-
mation about them may not be available.

Some programs were missed in this review,
and new programs have been and will continue
to be designed. They should be examined with
the same caution and hope as the programs
described in this monograph.

Most programs And n, _2rials will have to be
adapted, rather than adopted outright. This sug-
gests that school-based and school district-based
processes are needed to review promising pro-
grams, to select or design programs, to a.ganize
and amduct staff development, and to imple-
ment and evaluate program&



Promising Programs in the Middle Grades

Math: Promising Programs for the Middle Grades

PEW= Nag Coated sr Wen=

The Algebra Project Martin Luther King Jr. School
100 Putnam Ave.
Cambridge, Mass. 02139
(617) 498-9262

6 - 8

1

Calculator Assisted Miith.zmatics for Everyday
Living (CAMEL)

Carolyn Williams
The School Board of

Vohiela County
P.O. Box 1910
Daytona Beach, Fla. 32015
(904) 328-8811

9 - 10 PEP Yes

Chapter 1 Mathematics Improvement Program Annette King, Cocrdinatiar
Akron Public Schools
South Education Center
1055 East Ave.
Akron, Ohio 44307

2 - 6 Chapl Yes

Chapter 1 Mathematics Project Constznce Pace,
Curriculum Coordinator

School District of the City
of Niagara Palls

Administration Building
607 Walnut Ave.
Niagara Falls, N.Y. 14301
(716) 286-4246

-
K - 8 Chapl

Chapter 1 Reading and Mathematics Veola Hymes, Coordinator
Muscogee County

School District
1830 Shepherd Dr.
Co hunbus, Ga. 31906
(404) 322-2999

2 - 10 Chapl Yes

Classmate 88 Janice M. Putz
Chapter 1 Director
South Bend Community

School Corp.
635 S. Main St.
South Bend, Ind. 46601
(219) 282-4181

4 - 6 PEP Yes

Comprehensive School
Mathematics Program (CSMP)

Clare Heidema, Director
Mid-Continent Regional

Educational Lab.
12500 E. Iliff Ave.
Suite 201
Aurora, Colo. 80014

K 6 PEP



Appendix A

Conceptually Oriented
Mathematics Program (COMP)

Lynne Hall, Assistant Director
161 E. First St
Mesa, Ariz. 85201
(602) 969.4880

K - 8 PEP

The .-,:.A..: M a t h e m a t i c s Curriculum J o s t e n s L e a r n i n g C o r p.

6170 Cornerstone Court L.:.
San Diego, Calif. 92121-3710
(619) 587-0087

1 - 8

I n d i v i d u a l i z e d P r e s c r i p t i ve
Arithmetic Skills System (IPASS)

R o b e r t R e y n o l d s, D i r e c t o r

Pawtucket School Liept
Edward J. Creamer Building
Park Place
Pawtucket, RI. 02860
(401) 728-2120

1 - 8 PEP Yes

Math Modvational Centers (M2C) Carolyn Rosenfeld or
Raymond Senes

Norwalk Board of Education
105 Main St.
Norwalk, Corm 06825
(203) 847-0481

9 PEP

Mathematics Achievement Program (MAP) John Williams
Math Program Manager
Parry Building
Ninth and Fulton Streets
Oiester, Pa. 19013
(215) 447-3860

2 - 5 PEP Yes

Middle Grades Mathematics Project William Fitzgerald
Mathematics Dept.
Nfichigan State University
East Lansing, Mich. 48824

6 - 8

O p e r a don Uplift Joseph H. Kyle
Roanoke County Schools
526 College Ave.
Salem, Va. 24153
(703) 387-6422

1 - 6 Chapi Yes

Systematic Teaching and
Measuring Mathematics (STAMM)

Sherry Srumbacgh, Director
Project STAMM
1005 Wadsworth Ihyd.
Lakewood, Colo. 80215
(303) 231-2381

K - 12 PEP

Teaching Everyone About Math (T.E.A.M.) H. Dean Evans
Indiana Dept. of Education
Room 229, State House
Indianapolis, Ind. 46204-2798
(317) 232-6667

6 Chapi Yes
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Promising Programs In the Middle Grades

eam Accelerated Instruction (TAI) Team Learning Project 3 - 6
The Joh* Hopkins University
3505 N. Charles St.
Baltimore, Md. 21218
(410) 516.0370

Traner Kiddie School Chapter 1 Lab Nancy Hall 7 - 8 Chapi Yes
Cturiculum Specialist
Washoe County School District
600 Apple St
Reno, Nev. 89302
(702) 826-7466
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Reading: Promising Programs for the Middle Grades

Wad sr Remo
Andover's Integrated Reading System (AERS) Theresa Murphy

Executive Director
Andover Public Schools
Bart let St
Andover, Mass. 01810
(617) 470-3800

1 - 8 PEP

Books and Beyond Ellie Topolovac, Coordinator
Books and Beyond Project
309 N. Rios
Solana Beach, Calif. 92075
(619) 7554000

PreK
-

PEP

Chapter 1 Reading Charles A. Weber
Principal/Chapter 1

Coordinator
Neshaminy School District
2001 Old Lincoln Highway
Langhorne, Pa. 19047-3295

2 - 6 Chapi Yes

Chapter 1 R e a d i n g a n d Mathematics P r o g r a m R o s e Chatman
Dayton Public Schools
Roosevelt Center
2013 W. Third St.
Dayton, Ohio 45417-2597

1 - 9 Chapi Yes

Chapter 1 Remedial Reading.
We Can Help Them Read

Nancy Hale
Assistant Superintendent
U.S.D. #290
Ottawa Public Schools
420 S. Main St
Ottawa, Kans. 66067

6 Chapl Yes

Content Reading Including
Study Systems (CRISS)

Carol Santa or Lynn Havens
School District #5
233 First Ave., East
Kalispell, Mont. 59901
(406) 755-5015

10 - 12 PEP

Cooperative Integrated Reading
and Composition (CRC)

Team Learning Project
The johns Hopkins University
3505 N. Charles St.
Baltimore, Md. 21218
(410) 516-0370

2 - 6

Cranston's Comprehensive Reading Program Roberta Costa
Project Coordinator
Department of Reading Servicei
845 Park Ave.
Cranston, RI. 02910
(401) 785-0400

K - 12 PEP
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Promising Programs in the Middle Grades

Discoveries in Reading Harcourt Brace Jovanovich, Inc
National Customer

Service Center
Dowden Rd.
Orlando, Fla. 32887
1-800-CALL-Mg

6 - 10 Yes

ESL Supplemental Program fcr Limited
English Proficient Students

Diane M. Klotz
New Landon Public Schools
134 Williams St.
New London, Conn. 06320
(203) 447-1435

K - 6 Chapl Yes

The Friendly Place In: Ltkivirison, J, and
Koppenhaver, D.
Adolescent Literacy: What
Works and Why. New York:
Garland Publishing, Inc., 1988

All
ages

Yes

FUTUREPRINT Charlotte Larson
Pniect Director
DeAnza Reading Center
1450 S. Sultana Ave.
Ontario, Calif. 91761
(714) 983-2118

7 - 8 PEP

HOSTS Reading:
Helping One Student To Succeed

HOSTS Corp.
1801 D St., Suite 2
Vancouver, Wash. 98663-3332

K - 12 PEP Yes

Individualized Prescriptive Instructional
Management System (IPIMS)

George Criss),
PEP Trainer - inms Project
27 N. Cayuga St.
Union Springs, N.Y. 13160
(315) 252-9309

7 - 12 PEP Yes

Individualized-Diagnostic-
Prescriptive Learning Lab

Bertrand Antoine, Jr.
Greenwood Public Schools
P.O. Box 1497
Greenwood, Wyss. 38930
(601) 453-4231

3 - 6 Chapl Yes

The Literature ProjectReading for Real Marilyn Watson or
Lynn Murphy

Developmental Studies Center
111 Deexwood Place
Suite 165
San Ramos, Calif. 94583
(415) 838-7633

PEGASUS-PACE Peggy Collins, Project Director
Tuscaloosa Cty

Board of Education
1100 21st St., East
Tuscaloosa, Ala. 35405
(205) 759-3511

K - 8 PEP
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Project Leaderprint Bruce Wellenkamp
Ontario Montclair

School District
Ontario, Calif. 91764
(714) 983-9501

7 - 8

Project R-3 Pauline E. Peru=
Project Director
Herbert Hoover Middle School
1635 Park Ave.
San Jose, Calif. 95126
(408) 287-1111

7 - 8 PET

Read L-ig Education Accountability
Design: Secondary (READS)

Lynn Dennis
Director Project READS
Couer d'Alene Public Schools
311 N. 10th St
Coeur d'Aiene, Idaho 83814
(208) 664-8241

7 - 12 PEP

Reading, Thinking, and Concept Development Eric Cooper
In-Service Training and

Telecommunications
250 James St.
Morristown, N.J. 07960-1918
(201) 285-7758 or 285-7700

6 - 10

Structured Teaching in the
Area of Reading (STAR)

Camille Aromando
Director of Communication Arts
319 E. 117th St.
New York, N.Y. 10035
(212) 860-5858

2 - 9 Chapl Yes

Teaching Reading and Interesting
New Stories (TRANS)

Patricia Leavens
Greylock School
Phelps Ave.
North Adams, Mass. 01247
(413) 664-6568

6 8 Chapl Yes

Washington Middle School
Reading Intervenfion Program

Donna Janovitch
Yakima Public Schools
104 N. 4th Ave.
Yakima, Wash. 98902
(509) 575-3230

6 - 8 Chapl Yes

Waukegan Reading Project Fran McMullen
Chap.er 1 Coordinator
Waukegan Public Schools
Lincoln Center for

Educational Services
1201 N. Sheridan Rd.
Waukegan, Ill.. 60085

2 - 8 Chapl Yes
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Wilkes County Chapter 1 Project Wayne Baker, Director 2 - 8 Chapl Yes

Wilkes County Schools
201 W. Main St.
Wilkesboro, N.C. 28697
(919) 667-1121
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Appendix A

Writing and Language Arts:
Promising Programs for the Middle Gr ides

Program Name Contact or Reference I ii i
Elementary Language A r t s
Team Effort (ELATE)

C e c i li a Rinaldi

Chapter 1 Director
Bemalino Public Schools
P.O. Box 640
Bemalillo, N. Mex. 87004

2 - 6 Chapl Yes

The ESC Writing Program Jostens Learning Corp.
6170 Cornerstone Court E.
San Diego, Calif. 92121-3710
(619) 587-0087

4 and
up

Ferguson-Florissant Writers Project Mary Ann Evans
Project Director
Administration Center
1005 Waterford Dr.
Florissant, Mo. 63033
(314) 631-4411

3 - 12 PEP

Folger Library Shakespeare Festivals Judy Kelsey or Peggy O'Brien
Shakespeare Festivals
Folger Shakespeare Library
201 E. Capitol St., SE
Washington, D.C. 20003

4 - 12 PEP

Individualized Language Arts Jeanette Alder, Project Director
Weehawken Fligh School
Liberty Place
Weehawken, N.J. 07087
(201) 865-1506

1

Col.
PEP

Language Development Magnet School for
Secondary Recent Immigrant Students

Eva Pena-Hughes
McAllen Independent

School District
2000 N. 23rd St.
McAllen, Tex. 78501

Jr. &
Sr.

High

Chapl Yes

The Profile Approach to Writing V. Faye Hartfiel
1701 Southeast Parkway
Suite 99
College Station, Tex. 77840
(409) 764-9765

3 12 PEP

Project Write Virginia Stewart
Chapter 1 Regional

Department Head
Dennis-Yarmouth

Regional School District
296 Station Ave.
South Yarmouth, Mass. 02664

6 - 8 Yes
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Promising Programs in the Middle Grades

Reading English Rotation Project Marcelyn Hobbs, President
Educational Improvement Corp.
P.O. Box 475
Thomson, Ga. 30824
(404) 595-7339

6 - 12 PEP Yes

Teachers Involve Parents In Schoolwork (I1PS)
Interactive Homework in Language Arts
and Science/Health

Joyce L Epstein
Center on Families, Communities,
Schools, and Children's Learning
The Johns Hopkins University
3505 N. Charles St
Baltimore, Md 21218
(410) 516-0370

..

Ivfid.
Grd.

Yes

Thinking To Write Link, F.R., and Almquist, S.
Thinking to Write.
Washington, D.C.:
Curriculum Development
Associates, Inc., 1987

9 to
Adult

Writing Is Thorough and
Efficient (WR.LT.&E.)

Walter J. Vail, Project Director
Glassboro Public Schools
North Delsea Dr.
Glassboro, N.J. 08028
(609) 881-2290

. ...

K - 12 PEP
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Thinking Skills: Promising Programs for the Middle Grades

Prop= Nante Wad er Raftnentle

Cognitive Research Trust (CoRT) de Bono, E.,
"The Direct Teaching of
Thinldng as a Skil,"
Pni Delta Kappan,
June 1983, pp.703-08

Mid.
Grd.

Higher Order Thinking Skills Project (HOTS) Stanley Pogrow
University of Arizona
College of Education
Tucson, Ariz. 85721
(602) 621-1305

3 - 7

Improve Minimal Proficiencies by
Activating Critical Thinking (IMPACT)

Phi Delta Kappan
Eighth & Union Streets
Box 789
Bloomington, Ind. 47402-0789
(812) 339-1156

7 - 9 PEP

Institute for Creative Education Verne Kelly, Director
ERIC
700 Hollydell Court
Sewell, N.J. 08080
(609) 582-7000

4 - 6 PEP

Philosophy for Children Institute for the Advancement
of Philosophy for Children

Montclair State College
Upper Montclair, N.J. 07013
(201) 893-4277

K - 12 PEP

Sfructure of Intellect (501) Meeker, M.
The SOI: Its Uses and
Interpretations. Columbus,
Ohio: Charles Merrill, 1969

1 12

The Touchstones Project C2N1 Associates
6 N. Cherty Grove Ave.
Annapolis, Md. 21401
(301) 263-2121

Nfld.
Grd.
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Promising Programs in the Middle Grades

Science: Promising Programs for the Middle Grades

Program Nom Contact or Reforms

The ESC Explorations in
Middle School Science

Jostens Learning Corp.
6170 Cornerstone Court E.
San Diego, Calif. 92121-3710
(619) 587-0087

Mid.
Grd.

Foundational Approaches in Science
Teaching (FAST)

Donald Young
UnivPrsity of Hawaii
1776 University Ave.
Honolulu, Hawaii 96822
(808) 948-7863

6 - 10 PE'

Informal Science Study Kelly Jones
University of Houston
Room 450, Parish Hall
Houston, Tex. 77004
(713) 749-1692

5 - 12 PEP

Marine Science Project FOR SEA James Kalb, Project Director
Marine Science Center
17771 Fjord Drive, NE
Poulsbo, Wash. 98370
(206) 779-5549

1 12 PEP

The Middle Grades Himian Biology
Curriculum Project

Lorraine Morgan
Program in Human Biology
Building 80
Stanford, Calif. 94305-2160
(415) 723-3693

Mid.
Grd.

Survival Strategies Don Lisowy
Director, Project W.I.Z.E.
New York Zoological Society
Bronx, N.Y. 10460
(212) 220-5100

7 1 PEP
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Social Studies: Promising Programs for the Middle Grades

Contact in Worms

The Civic Achievement Award Program
(CAAP)

Close Up Foundation
1235 Jefferson Davis Highway
Arlington, Va. 22202
(703) 892-5400

5 - 8

Facing History and Ourselves:
Holocaust and Human Behavior

Betsy Cohen
Facing History and Ourselves

National Foundation
25 Kennard Rd.
Brookline, Mass. 02146
(617) 232-1595

Mid.
pd. -
adult

PET'

law in a Changing Society (LCS) Law Focused Education, Inc
P.O. Box 12487
Austin, Tex. 78711
(512) 463-1388

4 & 5 PEP

Respecting Ethnic and
Cultural Heritage (REACH)

Bettie Sing Luke
Project REACH
Program Director
REACH Center
239 N. McLeod
Arlington, Wash. 98223

7 - 8 PEP

Teachers Involve Parents in Schoolwork (TIPS)
Social Studies and Art

Joyce L Epstein
or Karen Salinas

Center on Families, Communities,
Schools, and Children's Learning

The Johns Hopkins University
3505 N. Charles St.
Baltimore, Md 21218
(410) 5160370

Mid.
Grd.

Yes
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Promising Programs That Combine Components

Program Name Coast If kftweine

Central Park East Secondary School Central Pak East
Secondary School
1573 Madison Ave.
New York, NLY. 10029
(212) 860-5874, or 860-8935

7 - 12

4 S u c c e s s C o n n i e A b e l

alow Low Unified School
District #10

500 W Old Linden Rd.
Shaw Low, Ariz. 85901
(602) 537-2682

1 - 5 Yes

Fresh Start MMischool McBeath, M. et al., Dropout
F revention: The Name
of the Gone is Success.
Symposium Papers.
Symposium papers presented at
the Annual Convention of the
American Personnel and
Guidance Association,
March 1983

10 Yes

Project Promise John Shields
James P. Thnilty Middle School
205 Roxbury St
Roxbury, Mass. 02119
(617) 445-3114

6 - 8

Summer Training and Education Program
(STEP)

Sipe, CL; Grossman,
j.B.; and Millner, J.A.
Summer Training and
Eduonion Program (STEP):
Report on the 1986 Experience.
Philadelphia: Public/Private
Ventures, Aprill987

14 or
15 yrs.

old

Yes

7 8

55



APPENDIX B
SURVEY AND DISCUSSION GUIDE

Reaching High-C: High Content in the Middle Grades
(A Self-Assessment Inventory for Impmving Academic Subjects in the Middle Grates)

Joyce L. Epstein
The Johns Hopkins University

Tkil*.= questionnaire was designed for
school improvement committees,
teams ,lf teachers, administrators,

and others welling to increase high content in
the middle grades. Each section of the survey
raises questions about topics that are covered
in the monograph, Promising Prognzms in the
Middle Grades. in addition to serving as a for-
mal survey, the questions should encourage
discussions and debates about important top-
ics for middle grades improvement

The questions about one school may be
changed to focus on a group of schools or a
total district The format or length of ques-
tions may be revised Some sections may be
discussed by the whole staff, other sections by
teams of teachers, grade level colleagues, or
departments. Questions may be changed,
omitted, or added to reflect issues and con-
cerns of particular schools or districts. Extra
paper for writing full answers may be needed.

79

There are no "right" answers to these ques-
tions. Rather, good discussions about school
goals and the present strengths and weak-
nesses of programs should help teachers and
administrators begin to work together to
increase the quality of the content of educa-
tion for all students in the middle grades.

Discussion Topics:
Content

"Disadvantage"
Components of Promising Programs
Promising Math Programs
Promising Reading / Language
Arts Programs
Promising Thinking Skills Programs
Premising Science Programs
Promising Social Studies Programs
Conflicting Components of Promising
Programs

X. Common Themes of Promising
Programs



I. HIGH CONTENT (use with pages 1-4)

New Access NOW MANY SIVIENIS?

ALL MOST SOME FEW IMU
100% 60-90% 30-50% 10-20% 0%

1. How many students currently experience high
content education in all subjects?

2. How many students would benefit from
high content education in all subjects?

How many students need to be Oven "new access"
io the high content that already exists in texts
and materials in their acadmk subjects?

4. How many students have opportunities to choose
high Prestige, highly motivating courses?

5. How many students require new or different
instructional approaches, new texts, or other
materials in or&er to master high content?

6. How many students in grades 7 or 8 tak
A full year of ALGEBRA
A course in READING separate from but
concurrent with a course m English
Two full yoms of SCIENCE
A full year of a FOREIGN LANGUAGE
(equivalent to a high school course)
Thirty or more class petiods (e.g., 2 days
a week for 15 weekg of:

ART
COMPUTERS

MINI COURSES

Other high content course you offer:
(descrle)

7. How many students have these experiences on
a DAILY or WEEKLY basis:

Write an essay, report, poem, or other original work
Edit, rewrite, and resubmit written work
Conduct creative problem solving in math
Conduct hands-on laboratory work in science
Discuss controversial issues and debate ideas
in social studies
Conduct group projects
Reflect on and discuss profound questions
Identify and analyze cause and effect
Discuss their understanding of others'
views that differ from their own
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S. Which course or unit of work in your school provides unusually high content to all students?
How does it do so?

9. How well are your available texts and supplementary materials being used to provide high level
challenges and active learning opportunities to all studentl'

10. What other questions do you want to discuss about providing all students with "new access" to
the high content that already exists in your curricula?

New Content

11. What high content courses, topics, skills, or opportunities are missing from your middle grades
curriculum for all students?

12. Who decides which students will take pre-algebra, algebra, foreign language, computer key-
boarding, Shakespeare, or other advanced or high school equivalent courses that you offer? What
criteria are used in these decisions?

13. What are the results of your policies of assignment or selection to high content courses or classes?
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14. How do you define "active learning?"

15. How, where, and bow often are all students given opportunities to actively apply and demon-
strate their knowledge in each subject?

16. How do you monitor or measure students' interest, motivation, and active participation?

17. How "interdisciplinary" is your curriculum, and in what ways?

18. How equitable in content and quality :5 yotu middle grades program for all students?

19. Describe one important thing that you and your colleagues could do to increase the number of
students who are challenged at high levels in all subjects?

20. What other questions do you want to discuss about selecting or providing "new content" in
your curriculum?
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11. DEFINING IMSADVANTAGED" (use with pages 44)

1. How do you identify students who need help to pass required skills, tests, and courses?

Meats Who Need...
A lot of help?

Some help?

A little help?

Hew hisedlisd? liew/When Assisted?

2. In which subjects are the most innovative instructional practices used with students who atv
slower learners or behind in grade level?

3. What forms of "educational triage" do you practice to match students' needs with available

resources and services?

4. How much Chapter 1 funding is assigned for middle grades students in your school and how
are these funds allocated?

5. What other federal, state, and local funds are available to improve the content of the middle

grades curriculum for all students?

6. Can students who fail one course, or two or more courses make up the work without repeating a
grade? Describe your retention policies and their effects on students' success and progress.

7. What other questions do you want to discuss about identifying students who need help or offer-

ing slower students highly motivating instruction?
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M. COMPONENTS OF PROMISING PROGRAMS
(use with pages 644)

How would you rate your school on these components of promising programs? Discuss the
improvements that could be made. Use extra paper to expand your ideas if you wish.

How does your school rate on these criteria?
BMILENT ION FM POOR DOES

A MODEL NEED TO NEED TO NEED TO NOT

FOR OTHERS PERFECT IMPROVE DEVELOP APPLY

1. Coordination of auricula of reg,ular classes
with supplementary or pull-out classes
What could be improved?

2 Time for remedial instruction so that
students do not lose time in regular classes -^
What could be improved?

3. Innovative Chapter 1 or other remedial
instruction for all students who need extra help
What could be improved?

4. Individualized instruction for students on
skills needed to pass a test, course, or grade
What could be improved?

4..e.

5. Efficient and comprehensive management
systems to help teachers:

Organize instruction
Identify students' skills and needs
Provide the needed instruction
Monitor and assess student progress

What could be improved?

6. Clear reports on the progress of subgroups
of students, e.g., by gracle, sex, race,
ethnicity, and s ',Wiling skills

What could be improved?

7. Groups with temporary memberships,
floolde group assignments

What could be improved?

8. Instrucaon using a variety of approaches
that emphasize visual, auditory, and
manipulable materials

What could be improved?
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EXIIIIRIT ROOD FAIR POOR DOEs

A MODEL NED TO NEED TO NEED TO NOT

FOR OTHERS PERFECT IMPROVE DEVELOP APPLY

9. Instruction that varies for students who do
not master skills or concepts the first time

What could be improved?

10. Tc.t.- anL dter evaluations that clearly
measure the goals of the curricula

What could be improved?

11. Involving all families in students' education with:
Workshops on parenting skills
Information on middle grades programs

and requirements
hdormation on how students can work to

improve report card grades
Conferences that help parents understand

how to help their own children at home
Guidance on how to monitor homework
Directions for interactive homework
Other links of families with student learning

(descrIe)
What could be improved?

12. Student responsibility for their own learning

What could be improved?

13. Opportunities for active learaintsali
participation by all students in all

What could be improved?

14. Extra staff and resources to provide
extra help to students who need it
What could be improved?

15. Useful staff development activities and
opportunities for the staff to develop program
What could be improved?

15. Teacher and administrator committees that
collect and discuss ideas for school
improvement and curricular reform

What could be improved?

17. District support for and commitment to
school improvement

What could be improved?



resent ractice

18. How many students each year
Pail one course?
Pail two courses?
Pail three or more courses?
Repeat the grade?
Succeed after they repeat?

19. How many families know:
How to talk about school with

their early adolescents?
How to monitor homework?
How to interact on homework?
How to enrich learning with home

experiences?
How to influence or assist with their

children's cou -se choices?

NIUE I BM 7 IMAIE

(fts colurms to match the grades In your school)

ryo

cyo

20. Describe your most successful academic program or unit that includes one or more of the com-
ponents of promising programs to ensure high content education for all students. List the molgt
important aspects of this program, and discuss how students participate, learn, and are evaluated.

21. How might this program be applied to other subjects or topics, or changed to include
more students?

22. WhAt school improvement processes committees, teams, courses of action do you use to
make decisions about goals and objectives, new curricula, and other new directions? How would
you improve these processes in the next two years?

FOR OTHER GENERAL QUESTIONS ON PROMISING PROGRAMS SEE SECMONS IX AND X.
THE NEKT SECTIONS IEMAMINE ISSUES IN SPECIFIC SUBJECTS:

MATH, READING/LANGUAGE ARTS, THINKING SKILLS. SCIENCE AND SOCIAL STUDIES
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W. PROMISING PROGRAMS IN MATH (use with pages 16-24)
How does your math program measure up?

1. Coordination of regular math classes with
supplementary or ut math classes

EXEUNT IOU FAM POOR DOES

A MODEL NEED TO RED TO NEED TO NOT

FOR OTHERS PERFECT IMPROVE DEVELOP APPLY

-V
What could be improved?

2. Time for remedial math instruction so that
students do not lose time in regular classes

What could be improved?

3. Innovative Chapter 1 or other remedial
programs for all students who need extra
help in math
What could be improved?

4. Individualized math instruction for students
in skills needed to pass a test or course

What could be improved?

5. Efficient and comprehensive math
management system to help teaches:

Organize math instruction
Identify students' math skills, needs
Provide math instruction
Monitor and assess math progress

What could be improved?

6. Clear reports on the math progress of
subgroups of students, e.g., Ly grade, sex,
race, ethnicity, and starting math skills

What could be improved?

7. Math groups with temporary memberships,
fiextlle math group assigmnents
What could be improved?

8. Math instruction using a variety of approaches
that emphasize visual, auditory, and
manipulable matials
What could be improved?

9. Math Mstniction that varies for students who
do not master skills or concepts the first time ..--
What could be improved?
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IV. PROMISING PROGRAMS IN MATH (uae with pages 16-24)
How does your math program measure up?

EXCELLIAT OM FM POOR DOES

A AKIDEI. NEED TO NEMO NEED TO NOT

FOR DDSS PERROT IMPROVE DEVELOP APPLY

1. Coordination of regular math classes with
supplementary or pull-out math classes

What could be improved?
.1..

2. Time for remedial math instruction so that
students do not lose time in regular classes

What could be improved?

3. Innovative Chapter 1 or other remedial
programs for all students who need extra
help in math
What could be improved?

.11.111.1.0.01

4, Individualized math instruction for students
in skills needed to pass a test or course

What could be improved?

5. Efficient and comprehensive math
management system to help teachers:

Organize math instruction
Identify students' math skills, needs
Provide math instruction
Monitor and assess math progress

What could be improved?

,
6. Clear reports on the math progress of
subgroups of students, e.g., by grade, sex,
race, ethnicity, and starting math skills

What could be improved?

7. Math groups with temporary memberships,
flexible math group assigmaents
What could be improved?

8. Math instruction using a variety of approaches
that emphasize visual, auditory, and
manipulable matmials
What could be improved?

9. Math instruction that varies for students who
do not master sldlls or concepts the first time

What could be improved?
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Estimate...

18. How many students study:

ME I INANE MIME 8

(fix ozotinxis to match the grades In your school)

Basic conputations/basic skills % % %
Problem solving - 1 step % % %
Problem solving - 2 steps % %
Problem solving - 3+ steps %

____%
% %

Estimation
Statistics
Graphs and charts
Probability
Spatial relations, patterns

Factors and multiples
Measurement
Real world applications
Interdisciplinary connections

Pre-algebra (full course)
Algebra (full HS course)
Geometly (full HS course)
Other math topic

70 °le

0/0

,..,.

at,

(describe)

19. How many math students use:
Calculators
Computers
Math kits and manipulatives
Other math materials

(describe)

20. How many math students:
Would benefit from higher content

in their math classes?
Would need new instructional

approaches, texts, or materials
in math in order to succeed?

21. How do you organize extra help in math for.
Students who need a little help?

Students who need a lot of help?

22. Who decides which students take which math classes, and what criteria are used?
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23.1-sow are students recognized and rewarded for.
excellence in maw ?

progress in. math?

24. 'What practices help students develop and maintain positive attitudes about math?

25. 1-iow are mentors, coaches, big brothers / sisters, peer tutoring, and tutoring younger children
organized your math classes?

26. liow do families discuss math, encourage,learn how to and interact with their children about
math at home?

7. liell axe your availab2 ow -w le math texts and suppletnentary terials being used to provide
bigh level challenges and active learning opportunities to all students?

aside from'flow and when do students see their math teachers worlding as ma28.
thematicians,when they are teaching math?

29. What other questions do you want to discuss about high content for all students in iddlem
grades math?
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V. PROMISING PROGRAMS IN READING,
WRITING, LANGUAGE ARTS (use with pages 2448)

How do ou rate our rea ro ?
EXCILIBIT IMO BM POOR DOES

A MODEL NEED TO NEED TO NEED TO NOT

FOR ONERS PERFECT IMPROVE DEVELOP APPLY

(Answer these questions for the subjects of reading, writing, and English or language arta sepa-
rately or combined, according to the way they are named and organized in your school.)

1. Coordination of reading/language arts classes with
supplementary or pull-out leading classes
What could be improved?

2. Time for remedial reading instruction so that
students do not lose time in regular classes
What could be improved?

3. Innovative Chapter 1 or other remedial
programs for all students who need
extra help in reading/language arts
What could be improved?

4. Individualized reading/language arts instruction
for studrts in skills needed to pass a test or course

What could be improved?

5. Efficient and comprehensive management
system to help teachers:

Organize reading/language arts instruction
Identify students' reading skills, needs
Provide reading instrucdon
Monitor and assess reading progress

What could be improved?

6. Clear reports on the reading/language arts
progress of subgroups of students, e.g., by grade,
sex, race, ethnicity, and starting reading skills

What could be improved?

7. Reading zi ups with temporary memberships,
flexible rea g group assignments
What could be improved?

8. Reading/language arts instniction that varies
for students who did not master skills or
concepts the first time

What could be improved?
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9. Tests and other evaluations that reflect the
goals of the reading/language arts curriculum

EXCILBIT SOU FILM POOR DOES

A MODEL NEED TO NEED TO NEED TO NOT

FOR OTHERS PERFECT IMPROVE DEVELOP APPLY

What could be improved?

10. Involving families in students' reading/language arts education with:
Information on how students can improve

reading/language arts report mrd grades
Conferences to help parents understand

how to help at home in reading/language arts
Information on reading/language arts courses

and their consequences for students
Demonstrations by students for families

of reading/language arts sldlls learned
Invitations and training for useful

volunteers in reading/language arts classes
Guidance on how to monitor reading/

language arts reading homework
Directions for interactive reading/

language arts homework
Other links with families on reading/

language arts
(describe)

What could be improved?

11. Student respcnsability for their own learning
and progress in reading/language arts
What could be improved?

12. Opportunities for active learning and participation
by all students in reading/language arts classes
What could be improved?

13. Extra staff and resources to provide needed
extra help to students in reading/language arts
What could be improved?

14. Useful staff development activities in
reading/large arts and opportunities for the
staff to dev op new reading/language programs
What could be improved?

15. TeacY zr and administrator committee's that
are responsible to collect and discuss ideas
for reading/language arts curricular reform
What could be improved?

16. District support for and commitment to
improve reading/language arts programs
What could be improved?
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Estimate.

17. How many students in reading/language arts study.
Developmental reading
Literature
The writir3 process
Extra Junior Great Books or other

pleasure reading course
Interdisciplinary connecfions
Shakespeare (one full work)
Poetry (reading and writing)
Critical thinldng skills
Creative thinldng skills
Other reading/language arts topic

IRAN 8 BRAE 7 HOE 8
(fix columns t nab the codes In your school)

0/0

0/0

0/0

(describe)

18. How many reading/language arts students use:
Basal texts
Paperback books
Hard cover literature books 0/0

Anthologies 0/0

Computers 0/0

Encyclopedias 0/0
0/0

Library books for pleasure reading %

Other reading/language arts materials 0/0 °/0

(describe)

19. How many reading/language arts students participate in:
Pre-writing of weekly themes
Writing one page or more weekly
Editing and rewriting weekly
Reading aloud
Public speaking
Oral reports
Writing fairs or contests
Spelling bees

Dramatic reading
Drama productions
Film, radio, or TV productions
Newspaper writing, editing
Word processing on computers
Gathering ideas, drawing conclusions
Synthesizing information from

several sources
Yearbook writing, editing
Other reading/language arts activities

0/0

0/0
0/0

0/.
0/0

0/0

0/0

0/0

`Yo

0/0

0/0
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Estimate...

20. How many reading/language arts students:
Would benefit from higher content in

their reading/language arts classes?
Would need new instructional approaches,

texts, or materials in readingRanguage arts
in order to succeed?

21. How do you organize extra help in reading for
Students who need a little help?

Students who need a lot of help?

finAgEg ME 7 alikOE 8

(fix columns to match the grades In your mho-di)

0/0

0
0/0

0/0

a Who decides which students take which reading, writing, and language arts classes, and what
criteria are used?

23. How are students recognized and rewarded for
excellence in reading, writing, language arts?
progress in reading, writing, language arts?

24. How do families get to listen at home to their children's reading? writing? public speaking?

25. What practices help students develop and maintain positive attitudes about reading, writing,
and language arts?

26. What high-quality, high-interest, low-reading level materials do you Ilse with students who are
two or more years behind grade level in their reading skills?

27. How are high level thinking skills built into reading, writing, and language arts activities for all
students?
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28. How are mentors, coaches, big brothers/sisters, peer tutorin& and tutoring younger children
organized in your reading, writing, and language arts classes?

29. How are connections made for all students between:
Reading and writing
Writing and other language arts

Writing and thinking skills

Reading, writing, and language arts with other subjects (e.g., art, music, science, social studies,

others)

30. How do teachers solve the problems of grading large volumes of written work?

31. How do families learn how to discuss, encourage, and interact with their children about read-
ing/language arts at home?

32. How well are your available reading/language arts texts and supplementary m ot..::.als being
used to provide high level challenges and actdve learning opportunities to all students?

33. How and when do students see their reading/language arts teacher(s) as reader and writer,
aside from when they are teaching reading/language arts?

34. In the future, how would you like to organize reading, writing, and language arts as separate
subjects, combined in one or more class periods, and/or integrated with other subjects?

35. What other questions do you want to discuss about high content for all students in middle
grades reading/language arts?
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VI. PROMISING PROGRAMS IN THINKING SKILLS
(use with pages 38-45)

I. In what subjects are critical thinking
skills developed with all students?

Z In what subjects are creative thinking
skills developed with all students?

MAU SCUM LAME SOCIAL SIMIAN DNB
ARTS VIM MKT

00.6.nweem.rmIne

3. How do you evaluate students' development and progress in creative and critical thinldng?

Estimate...
£MDE6 GRADE 7 GRADE 8

(fix columns to match the wades In your school)

4. How many students are systematically taught
these thinking skills?

Memorization
Puzzles
Perception skills
Simple applications

Scientific reasoning
Divergent thinking
Deductive logic
Debating skills

Gathering ideas and
drawing conclusions %

Synthesizing information
from several sources %

Probability %

Flexibility
Originality
Designing/inventing/creatirV

generating ideas and materials
Interdisciplinary connections
Other thinking skills

0/0

0/0

0/0

0

'7/0

0/0

0/0

0/0

0/0

0/0

0/0

(describe)

96



5. Should all, some, or no students be taught to extend their critical and creative thinking skills?
Explain.

6 How do yo z organize thinking skills and activities that require reading for students who are
starting from different reading levels?

7. How well are your available thinking sldlls materials being used to provide high level challenges
and active learning opportunities to all students?

8. How do families learn how to discuss, encourage, and interact with their children about thinking
skills at home?

9. Should thinking skills be taught in all subjects or as a separate class or course? Explain.

10. What other questions do you want to discuss about thinking skills for all students in the middle
grades?
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VII. PROMISING PROGRAMS IN SCIENCE (use with pages 45-48)

How do you evaluate your science program?

1. Individualized science instruction for
students in skills needed to pass a test or course

What could be improved?

2. Efficient and comprehensive management
system to help teachers:

Organize science instruction
Identify students' science skills, needs
Provide science instruction
Monitor and assess science progress

EXCEIENT BOOB FAIR POOR DOES

A MODEL NEED TO NEED TO NEED TO NOT

FOR OTHERS PERFECT IMPROVE DEVELOP APPLY

What could be improved?

3. Clear reports on the science progress
of subgaoups of students, e.g:, py grade, sex,
race, ethnicity, and starting skills

What could be improved?

4 Science groups with temporary memberships,
flexillle science group assignments

What could be improved?

5. Science instruction usin,g a variety of approaches
that em hasize visual, auditory, and
manipulable materials

What could be improved?

6. Science instruction that varies for students
who do not master skills or concepts
the first time

What could be improved?

7. Tests and other evaluations that reflect the
goals of the science curriculum
What could be improved?

8. Student responsthility for their own
learning and progress in science

What could be improved?

9. Opportunities for active learning and
participatian by all students in science classes

What could be improved?
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LENT WOO FAM POOR DOES

A MODEL NEED TO NEED TO NEED TO NOT

FOR OTERS PERFECT IMPROVE DEVELOP APPLY

10. Involving families in students science education with:
Information on science programs

and requirements
Information on how students can work to

improve science report card grades
Conferences that help parents understand

how to help their children in science
Information on science courses

and their consequences for students

Demonstrations by students for families of
science skills learned

Invitations and training for useful
volunteers in science classes

Guidance on how to monitor science homework
Directions for interactive science homework
Other links with families about science

.110.

001.

(descrthe)

What could be improved?

11. Useful staff development activities in science
and opportunities for the staff to develop
new science programs

What could be improved?

12. Teacher and administrator committees that
are responsNe to collect and discuss ideas
for science curricular reform
What could be improved?

13. District support for and commitment to
improve sdence programs
What could be improved?
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Estimate...

14. How many students study:
Adolescent development
Biology
Ecology
Health
Other life sciences

811AIE 8 ORME 7 GUDE 8

(fix columns to match the wales In your school)

%

5Pace
Chemistry (level OL

Physics (level -1°
Other physical sciences 0/0

Statistics 0/0

Probability
Measurement 0/0 0/0

Real world applications - 0/0

Interdisciplinary connections oz,-
Other science topic (describe)

15. How many science students use:

Supplementary materials % on, %

Calculators % % %

Computers/science simulations % %

Science kits and manipulatives
_

% % %
Sophisticated lab equipment % oh, %

Films

__
% on, %

Encyclopedias % % %
Other science materials (descrile) % % %

16. How many students participate in:
The scientific method % %

Lab work for active learning ___% %

Lab work at high school level
_

% %

Science projects in community 0/0

Science fairs or contests % %
Film, radio, TV productions 0/0

Gathering ideas and
drawing conclusions %

Synthesizing information
from several sources

Other science activities (describe)
0/0 0/0 0/0

0/0 0/0
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MIME I MEE 7 IRAN II

17. How many science student&

(tbi columns to !WO tte grass in your school)

Would benefit from higher content
in their science classes % % %

Would need new instructional approaches, texts,
or materials in science in ordez to succeed % % %

18. How do you organize extra help in science for
Students who need a little help?
Students who need a lot of help?

19. Who decides which students take which science classes, and what criteria are used?

20. How are students recognized and rewarded for
excellence in science?

prvgress in science?

21. What practices help students develop and maintain positive attitudes about science?

21 How are mentors, coaches, big brothers/sisters, peer tutoring, and tutoring younger children
organized in your science classes?

23. How are reading, writing, math, health, art, and other subjects integrated into the science cur-
riculum?

1 01
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24. How do you organize science work that requires reading for students who are starting from dif-
ferent reading levels?

25. How are critical thinking sldlls, creative thinking skills, and reading and writing skills inte-
grated in science?

26. How well are your available science texts and supplementary materials being used to provide
high level challenges and active learning opportunities to all students?

27. How do families learn how to discuss, encourage, and interact with theix children about sdence
at home?

28. How and when do students see their science teacheis working as scientists, aside from when
they are teaching science?

29. What other questions do :7 ou want to discuss about high content for all students in middle
grades science?
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PROMISING PROGRAMS IN SOCIAL STUDIES
(use with pages 48-50)

How do you judge your social studies program?

1. Clear reports on the progress in social studies
of sitps of students, e.g7,.by grade, sex,.i
race, and starting

EXCEL= MN MR POOR DOES

A MODEL NEED TO NEED TO NEED TO NOT

FOR ONERS PERFECT IMPROVE DEVELOP APPLY

.1.1100..

What could be improved?

2. Social studies goups with temporary
memberships, flexible social stucfies
group assignments

What could be improved?

3. Social studies instruction using a variety of
approaches that emphasize visual, auditory,
and manipulable materials
What could be improved?

4. Social studies instruction that varies for
students who do not master skills or concepts
the ars* time

What could be improved?

5. Tests and other evaluations that reflect the
goals of the social studies curricuhim

What could be improved?
..

6. Student responsibility for their own
learning and progress in social studies
What could be improved?

7. Opportunities for active learning and
participation by all students in social studies
What could be improved?

8. Useful staff development acfivities in
social studies, and opporttmities for the
staff to develop 9=41 studies programs
What could be improved?
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OMEN MOO FAIR PON Does

A MODEL NEED TO NEED TO NEED TO NOT

OR OTHERS PERFECT IMPROVE DEVELOP APPLY

9. Involving families in students' social studies education with:
Information on social studies

programs and requirements
Infomtation on how students can work to

improve social studies report card grades
Conferences that ,iw4 parents understand how

to help their childsm in social studies
Demonstrations by students for families of

social studies skab: learned
Invitations and training for useful

volunteers in social studies classes
Guidance on how to monitor

social studies homework
Directions for interactive

social studies homework
Other links with families about social studies

eaa..11.

(describe)

What could be improved?

10. Teacher and administrator committees that
are responsible to collect and discuss ideas
for social studies curricular reform

What could be improved?

11. District support for and commitment to
improve social studies programs

What could be improved?

Estimate...

11 How many students study:

BLUE 8 OWE 7 RUE 8
(FIX COLUMNS TO MATCH TNE GRADES IN YOUR SCHOOL)

Geography
History

% % %
% 0/0

0,

Citizenship 0/. % %
Economics
Human rights

0,0
0/0 %

0/0 % %

Conflict resolution % % %

Anthropology % 0/0
%

% % 0/0Psychology
% % 'YoSociology

0
% %Multicultural education

Law/law enforcement % % %
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12. How many students study: (continued)
Careers/career exploration
Social issues important to

early adolescents
Interdisciplinary connections
Other social studies topic

88118E 8 NIDE 7 88i8E

coiumns to match the grades In your school)

0/0

(describe)

13. How many social studies students use:
Texts Yo % cY0

Supplementary materials % % %
Original source documents
Films % % %
Computers % % %

Encyclopedias % % %
Other social studies materials % % %

(describe)

14. How many social studies students participate in:
Public speaking
Oral reports
Community service
Community action
Film, radio, TV productions

0/0

0/0

Gathfzing ideas and
drawing conclusions

Synthesizing information from
several sources 0/0 0/0

Other research activities 0/0 0/0

Other social studies activities

(descrthe)
0/0 0/0

15. How many social studies students:
Would benefit from higher content

in their social studies classes
Would need new instructional

approaches, texts, or materials in
social studies in order to succeed

0/0

0/0

16. How do you organize extra help in social studies for.
Students who need a little help?

Students who need a lot of help?
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17. How do you organize social studies work that requires reading for students who are starting
from different reading levels?

18. How are critical thinking skills, creative thinking skills, and reading and writing skills inte-
grated in social studies?

19. How am students recognized and rewarded for:

excellence in social studies?

progress in social studies?

20. What practices help students develop and maintain positive attitudes about social studies?

21. How are art, music, science, anthropology, sociology, psychology, or other subjeas integrated
4

in social studies?

22. How are multicultural perspectives organized in social studies ir struction?

23. How well are your available social studies texts and supplementary materials being used to
provide high level challenges and active learning opporhmities to all students?

24. How do families learn how to discuss, encourage, and interact with their children about social
studies at home?

25. How and when do students see their social studies teachers as historians, geographers, or social
scientists, aside from when they are teaching social studies?

26. What other questions do you want to discuss about high content for all students in middle
grades social studies?
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IX. CONFLICTING COMPONENTS IN PROMISING PROGRAMS
(with pages 53-55)

How would you resolve these dilemmas?
Discuss these dilemmas to identify the problems that must be solved and the compromises that are
needed to meet important but conflicting goals in middle grades education.

Should middle grades educators:

1. Provide a common curriculum or meet individual needs? Do you provide all students with a "com-
mon" curriculum or different courses or levels of work to meet individual levels of readiness?
How does this differ by subject? How do these practices affect the quality of students' education
and their chances for the future?

2. Require the same time for learning and testing or allow flexible time for students who needmore time to
learn or demonstrate knowledge? Do you require all students to learn information in the same
amount of time? Do you require all students to demonstrate their knowledge on tests in the same
amount of time? What problems do your practices raise or solve? How might time for learning
and testing be differently organized?

3. Assign failure (F) or no-fail, in progress (IP) grades on report cards to motivate students to wen* harder?
Do you assign Ps or do you allow students to work toward a standard without "failing"? How
does your present grading system affect student motivation? What improvements would you
make in your evaluation or grading procedures?

4. Retain students to repeat a grade or accelerate instruction and requirements so that students can make up
lost credits, courses, or grade levels? What is your policy on retention? Can students make up one or
two courses without repeating a grade? If students repeat a course or grade, do they experience
the same or different teaches, instructional approaches, and tests? What problems are raised or
solved by your retention policies, and how might they be improved?

5. Instruct all students in basic skills, advanced sldlls, or both? Which students receive instruction in
higher-level thinking and problem-solving skills in each subject? How are basic and advanced
skills evaluated? How might your program be improved?
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6. Proceed with whole-school change or demonstration programs? What benefits or problems result
when the whole school adopts a new or innovative program or when a few teachers (in a grade
level, team, department, or other group) conduct trial or demonstration programs? How would
you make the change process more effective?

X. COMMON THEMES IN PROMISING PROGRAMS
(with pages 56-60)

How do your pnwtices reflect these themes? What practices should be strengthened or changed? How
are students affected by practices that express these themes? Use extra pages to expand your ideas.

1. All students can learn.

2 Commitment counts.

3. Pull-out programs are not all bad, but they are not all good either.

4. The school is a community of learners students, teachers, administrators, parents, and others
in the community.

5. Prevention and treatment programs both are needed in the middle grades.

6. Evaluations must be conducted to determine whether goals that are set are reached.
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