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+ EFFECTIVE BEGINNING READING INTERVENTIONS FOR 'ALL: CHILDREN .. .

"‘"--‘:f'Introductzon

-'_Our knowledge of. effectlve pract1ces for . PR
_'1mprov1ng the ‘académic_achievement -of’ students b
. in'the primary and- elementary years has'" o
.. increased dramatically | in .the last decade .

(Simmons ‘& Kameenui, in- press;. Strmgfleld m

Q"x'press) However 1mplement1ng an effective -~ - - ' -

L '_pract1ce in_one classroom or’in a reSearch context
s’ very dlfferent ffom. 1mplement1ng and . =
- sustaining’ effective pract1ce at the school- ek s

; : ‘_g‘-'bulldmg level. There’is a- great deal of collect1ve ‘

Beyond Effectwe _‘f
Practlces toSchools as

Host Envuonments L
Buzldmg and. Sustammg A
School wide. Interventzon_'7‘

Model in Begmmng Reading "
for All Chzldren___'f

- studies, and science. An. important” aspect of . thls o
_ 'school-bulldlng 1nterventlon model 1s the de51gn S
. of sub]ect matter curncula L

o ‘ﬁ!Sulletzn
| EKC

e

» wailing. in the field these days about the feeble
attempts.to translate research”into- effective
... practice (Malouf & Schiller, 1995) that unproves

_ {readlng ach1evement in- students who are at
. serious" academlc risk. L

"L:In this monograph we. acknowledge the
" limitations to improving student ach1evement Y
. when: currlculum reform focuses - primarily on the o
i collection, ‘adoption, and 1mplementatlon of
i effective’ ‘practices and programs.- A missing lmk
. ' between effective practices and the1r stistained .
F 1mplementat10n is the.”host environment” (Zins -
- & Ponti, 1990, cited in Suga1 & Hornet,.in press)
" into which ‘practices, programs, procedures ‘and -
_ "-pedagogy dre translated.” Too often, ‘curricular-
s 1mplementat10n and “accommodation efforts fail .
" to mirror the complex1t1es of ‘schools. (Hedges &-
,Waddlngton 1993). We descr1be, 1nstead the - .
'; . .need for prevention’ and. iritervention. models that
. are anchored to the school as the “host = -
- “erivironment.” We. describe a médeél that is (a) 3
.'_developed at the school-bulldmg level for.a = |
: _!-'part1cular host env1ronment and: for the long
- < term, (b)..anchored ‘to’ ongoing .student = "’

performance in ‘priority subject areas (eg, :
readlng, mathematrcs) {(c)-customized: by

.-collaboratlve grade-level teams to fit'and take .
~hold at- the ‘school-building level;-and (d)- tethered
. to' a centralized data-management systern: - -
’ -Naturally, curncular and: instructional . change are
. not content: free and involve important sub]ect

matter, such ‘as. read1ng, mathematrcs .social

*
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Beyond Eﬁ‘ectzve Pmctzces to
Schools as Host Envzronments

Buﬂdmg and susta1mng a School—W1de Intervent1on Model =

in Beg1nn1ng Read1ng for All Children -

. 0verv1ew

ThlS monograph contams three ma]or secnons

= A conceptual framework for understandmg and
mapping the complex and mulnple contexts. of
schools. .

e Asetof “big 1deas” for desrgmng effective begmmng
reading instruction to students in kmdergarten '
- ©. through grade 3.

»  The features of a school-wrde mtervennon model
customized for beginning reading.

o It is our hope that readers will gain from this. monograph a
it ‘ sense of the genume complexity of building and sustaining .

an intervention model that is tailored to the needs.of indi-

vidual schools. Our descnpnon admittedly includes the con- -
ceptual and theoretical facets that undergird such work, but -
- wealso address the practical considerations of designing an
" intervention model that is feasible, sustamable ‘and effective

* .inaddressing the needs of ALL chrldren in the complex host
environment of a school ’

A Profile: Early Leamlng Tra]ectones Predlct
Future Performance. »

‘In an elementary ‘school . of a suburban school dJSl’rlCt in -

-Tigard, Oregon, Joshua, a seven-year-old
child, exits first grade reading two correct '
‘words per minute and scoring at the 9th

peers These mcomplete, yet sobermg proﬁles oftwochildren
in Oregon are representanve of many children in the United .

_States who are struggling with beginning, reading in their
' early school years. These isolated accounts of children’s
' 'emergmg reading difficulties do far more than tell us about -
‘the current state of their.reading and academic competence. .
- Longitudinal research indicates that without intensive, stra- . -
tegic, and timely intervention, these data points reliably -
predict the future academic performance of chxldren hke T
‘]oshua and Alllson (]uel 1988). . C

A common denommator among chrldren w1th readmg deﬁ

“cultiesis a tra]ectory of progress that (a) diverges early from -
their peers:who are learning successfully, (b) is stubbornly

resistant to-change following grade 3, and (c)'becomes in-

-creasingly discrepant from their peers over time (Felton &
. Pepper, 1995;Good, Simimons, & Smith, 1998). These features
“of early performance trajectories are depicted in the follow- -

ing graph1c (Good, Simmions, & Smith, 1998) in which two

. increasingly dlscrepant trends of reading performance are
* identified. This graphic makes obvious whatiscompellingin "
" the research on beginning reading (Felton & Pepper, 1995; .
Juel, 1988), that students who begin in the bottom trajectory .
almost never becorne students who are average readers and *
in the top trajectory. Students identified as poor readers in -
f1rst grade remamed poor readers in ﬁfth grade. As Carnine .- - -

~ percentile on a standardized measure of re-’

- ceptive vocabulary. He cannot read the-
words mom-or and or identify pictures that -
.- Tepresent the meanings of group. or .pair. -
- Allison, an eight-year-old Latina student, is °
'repeatmg second grade in a rural school in -

Springfield, Oregon. She reads two words
correctly per-minute but scores in the 93rd
_percentile on a standardized measure of re-
ceptive vocabulary development. Like
Joshua, 'she cannot decode ‘the most basic

. words, but- her vocabulary knowledge is’ ° .

- 100 +

© significantly above her average, same-age

_EKC
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- _ ;mg and learmng space (p 206)

‘.

EFFECTIVE BEGINNING READING INTERVENTIONS FOR ALL CHILDREN .~ =+ "7 " o T

“

B (1997) S0 keenly observed the essentIal questron that educa-

. . tors must grapple with is not whether children are learning, -

but whether they “are learmng enough' In’ contrast to the

~* lower trajectory, the upper trajectory of this graphIc indicates

_that childrenwho wereonan early pos1t1ve readmg tra]ectory
stayed ona pos1t1ve readmg path.. :

A .Although the above graphIc offers a poIgnant plcture of the .
“ever-increasing gap between the performance of students at
risk forlateracademic achIevement and their same age peers L :
0 To develop an mterventlon program to accelerate and sustaIn
©the reading performance of children like ]oshua and Allison -
. in‘a.complex host environment of ‘a school, it is essential to-
" consider the multiple ‘contexts of such-an enivironment. The -
. (\conceptual framework for our thmkmg about bulldmg sus- '
. tainable programs ofintervention iri complex school environ-
. ;ments is derived from Mosenthal’s (1984) “contexts pyramrd
"1‘model” which he first applied to “désigning training pro- -

: . ;grams for learmng disabled children” (Mosenthal, 1982).A .
" genuine complexities of changing student performance "

< -'"who are excelhng, the p1cture is decelvmg for two reasons

~

R 1, It focuses exclusrvely on student performance andis

. « ‘likely'to convey that the real problem resides -
smgularly with the’ student ' :

a,

e 2. The graphrc represents only one context” (1 e, the

.. learner context) of the learning, teachmg, and
- schooling process (Carroll, 1963; 1989; Mosenthal
.. 1984) and fails to adequately mirror and capture the .

fin ”real-world” classrooms and schools

As Mosenthal (1984) noted more-than a decade ago there is S :
% model implicitly suggests tht one cannot define one context :

_.not"one ideal and absolute geometry” but multiple geom-
.. etries or contexts to understandlng and i Improvmg the teach-

IMPROVING READING PERFORMANCE IN COMPLEX '

HosT ENVIRONMEN’IS CALLED SCHOOLS

. While student performance is the bottom hne, it doesn t take

place in a vacuum or a singular context. Instead, improving
" the reading trajectories of students like Joshua and Alhson
. takes place-in a.complex “host envxronment” (Zins & Ponti,:
'1990; cited in Sugar & Horner; in press) of classrooms and

", schools that involves profess10nals policies, programs ‘and
’ practices. that interact in complex ways: At least three imper-. .
" tant reasons suggest why effective practrces, programs, and

accommodatrons have not. been adopted or- susta1ned in-
" general school settmgs :

.o First, mterventrons mcludmg cumcular programs or-
' specifi¢ strategies tailored to addressa partlcular N
_~ problem (academic or behav10ral) are too.often ©
- adopted and implémented before an assessment is -

"~ conducted of the contextual fit between the
intervéntion and the “host env1ronment (e. g school
' ’-classroom) K

0 3 Second an mterventlon is frequently adopted before a

-formative and continuous feedbackloop is establIshed

*at the “school-building level” that provides priority -

_ _mformatron on the effectrveness of an mterventron m a _ oy
= t1mely manner. .. : E _

e

~short term and not the long haul. The newly adopted
o _'mterventron is not embraced and conceptualized as a :

. “primary”-program of preventIon and intervention f R
* from the very outset, and it is not adopted with. )
) __.~spec1f1c contexts and host env1ronments in mmd .

:.A Conceptual Framework for Developlng avlo
School-wide Reading: Interventlon Program in
the Early School Years. - . : s

. s1mp11f1ed version of this context pyrarmd modelis presented‘
, . in Figure 1'and cons15ts of five contéexts — the situation

organlzerorteacher settmg,matenals task, andlearner This .

.“without mvolvmg other contexts Wh11e other contexts and -

forces (e.g., state fundmg of schools; national and state cur- ;

rlculum and assessment standards, pubhshers and develop-

Hodgkmson 1991; Stnngfleld in press), we focus'on. each of
.-Mosenthal’s five coritexts to simplify and unpack the om- .

plexItIes of acceleratmg and sustammg readmg achievement . _

in schools
S_EI'IING CONTEXT THE SCHOOL BUILDING AND

Task -

Sltuatxon Orgamzer
' (Teacher)

' Matenals - h

" "FIGURE 1. THE CONTEXTS PYRAMID MODEL OF READING -

e, ThIrd anew mterventlon is mvanably adopted for the L

5 -

“ers ‘of curricula, family structure) certainly influence the "
* ‘schooling, teaching; and learnmg process (Carroll; 1963,1989;

= Learner , .-

- BEST COPY AVAILABLE . = 7



SCHOOL DISTRICT AS HOST ENVIRONMENTS

The conflguratlon of the five contexts in Mosenthal’s model
. changes dramatically dependmg on the setting. If the setting

isa small-group pull-out classroom, or.one-to-oné tutoring,
then other contexts (e.g., situation organizer, task, materials)’
" differ more than if the setting is a general education class- -
_ room. We have identified three primary setting contexts as

" important to acceleratlng and sustaining student academic

achievement — the school, the general education classroom,"

and the particular learning arrangement (e.g., whole class,
large group, small group, or one-to-one). From our.perspec-
tive, the district and school contexts serve as the- "host envi-

~_ronments” necessary to support the other contexts of setting.
- (e.g., classroom), téacher, task, and-materials. As Zins and

- Ponti (cited in Sugai & Horner, in press) note, A program
- con51st1ng of potent and validly conceived mechanlsms and

processes may not succeed because the host- environments '
are not able to support those processes” (p. 24, emphasis’

. added). Accordingto this perspective, anintervention is only
-effective to the extent that an environment is able to support

itand ensure its’ sustamablhty Likewise, the “best practices” -

. of any profession are not gained in a vacuum, but are imple-

mented and sustained in environments that must intention- -
ally support enhance and sustain those practices and com-- .

rmtments

‘' “For example one could argue that in order foranintervention

(program, strategy, innovation) to have the broadest  impact

" OREGON SCHOOL STUDY COUNCIL

* forming schools and to examine factors that contribute to the

- . success of students with.disabilities and at-risk learners in -~
~ these “Beacon Schools of Excellence ” This approachtoeffect--
" ing change, at least in the primary and elementary grades, -

recogmzes the importance of building and sustaining the
orgamzatronal capacity” at the school level to support and .
sustain effective and comprehenswe programs for the long .

- term

- For effect1ve interventions and programs to take hold in a.
host ‘environment; the school must behave. like a “high-

reliability organ1zat10n” (Strmgﬁeld in press) whose main

. characteristics include (a) a clear understandmg of the school .

goals-and a strong sense of mission; (b) the perception that
failure to achieve the organization’s goalsis unacceptable; (c)
successful early detection and regular monitoring of student

' performance in basic school: subjects; (d) development of

powerful databases on dimensions relevant to achieving .

. school goals, (e) constant tranung and retraining; and (f)
- serious’ and professmnal performance evaluations. Natu-

‘ rally, interventions will take immediate hold in the classroom.
"context, and curricular, assessment -and classroom mterven-

‘tlons should be tallored to each classroom

' S UMMARY: OF SETI“ING CONTEXT THE SCHOOL'
¢ The school appears to be the primary unitof

: mterventlon for unprovrng ach1evement v

‘and gain hold in a school, school district support of the - : .-~

- intervention is necessary, because. the school district is ulfi-

mately the pnmarv “host environment.” In the absence of
. schooldistrict commitment, practitionersand administrators-

~ at the school- bu11d1ng level are not successful in shaping a’
host environment necessary to'support effective programs o
for the long term. Clearly, however, the primary setting -
context of intervention is the school bulldmg, not the: school -

drstnct for obv1ous reasons, -

" Educatronal reform and change appear. to be takmg place at- -

.the school-bmldmg level. Goals 2000: Educate America Act

. callsfor dramatically reforming “our.schools by establishing .

- high ‘academic and occupational standards” (p. 1). New
designs for. school change supported by the New American

Schools Development Corporation (NASDC) and the ..
Annenberg Grants, coupled with ambitious school-wide re-

form models such as Sizer’s Coalition for Essential Schools,
Comer’s (1988) School Development Project, and the grow-

~ ing populafity of Success for All (Slavin, Madden, Dolan, & -
. Wasik, 1996) make it clear that change is at the school level -
. (Fashola & Slavin, 1996; Stringfield, in press). States such as

- Texas have ”Spothght Schools” with diverse ethnic and so-

- cioeconomic student populatlons that serve as models of

success in early elementary reading. In addition, federal
agencies currently sponsor research to 1dent1fy h1gh-per-

EKC |
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- '0" 1 ’ The school is the primary host environment for -

-sustaining potent mterventlon mechamsms and
: "processes

. Schools must behave hke h1gh-rehab1hty _ ' L

: orgamzatlons

SITUATION ORGANIZER OR TEACHER CONTEXT
THE PR]MARY CHANGE AGENT -

The portralt of the typlcal American classroom is changmg

dramatlcally Some of the changes indicate that a growing: . .
“number of students, including those with’ disabilities, _may

not acquire ba51c fundamental, academic skills and strate- -
gies. Perhaps never before have' the demographics of an
individual classroom presented such complex and diverse .
demands on teachiers as the primary agents of instructional
change. Teachers and other school personnel responSTble for -
addressing the unique and varying needs of learners. may

- find the complexity unwieldy in the face of growmg class o

sizes and reduced mstructlonal support



EFFECTIVE BEGINNING READING INTERVENTIONS FOR ALL CHILDREN . . |,

It appears that teachers and classrooms in general educatlon N
~ arenot prepared to addréss'the learmng and curricularneeds .
-~ thatchildren with dlsablhtles and other diverselearners (e.g.,

students for. whom English is a second language) bring to o ‘The! demograplucs of classrooms 1mpose complex

" classrooms (Baker & Zigmond, 1990), in sp1te of the expand-

L ing. knowledge Base of effective instructional approaches R ' '
e 'Teachers in general educatlon classrooms are not

. . (Slmmons Kameenm &Chard 1998). The effectivenessof an

- 'mterventlonlnpartdependsontheteacher stechnicalknowl- - -
. .-edgéandskillsin pedagogy and subject matter (e.g., reading, -

e _,mathematlcs sc1ence) ‘enthusiasm, decision makmg, teach-‘, -

" ing expenence (Dill & Associates, 1990), and beliefs and ~ - .
L ;assumptlonsaboutteachmgandlearmng(Schumm,Vaughn i
R "Gordon &Rothleln 1994). o

In addmon tothe 1mportance that teachm g expenence knowl- e

- edge of effective instructional practices, and classroom orga-
.. - nization -haveon’ student performance, ‘teachers’ general

* teaching efflcacy,personal teaching efficacy (Gibson & Dembo,
1984; Hoy & Woolfolk, 1990), and'instructional teaching

. efficacy (Chard Kameenui, & Coladarcl, 1993) alsoappearto
* -be important. General teachmg ‘efficacy refers to a téacher’s
. sense that a normal teacher’s course of action could have a’
e _posmve influence on student acluevement In contrast, per- ‘
. sonal teaching efficacy. refers to a teacher S conﬁdence in
- ~effect1ng 1nstructlonal change : -

‘ Chard Kameenm and Coladarc1 (1993) have ﬁeld tested an_'
* | inventory that assesses ‘teachiers’ instructional efficacy, that. -
7 is, teachers” perceptions of their ablhty to perform specific
.. instructional behaviofs that are likely to result in success for
* students.Smylie (1988)reported thatteachers’ perceptlons of .
theirability to directly affect student performance is a prom- -
" ising correlate of teachers’ w1111ngness to ‘change..He also" .
_ reported that the proportion of low-achieving studentsina "
.classroom had a negative direct effect on personal teachmg'
. efficacy: As thé number of low-acluevmg studentsincreased, .
"+ . .teachers perceived they were less able.to inflilence student
' .achlevement Finally, Smylie(1988) found that personalteach-
-ing efficacy was related pos1t1vely toa teacher’s ”certalnty of ..
- .-practrce ; that is, { teachers more certain of their practice were -
" moré hkely to adopt curricular changes Creating a host:
" environment that includes effective practice and tools (cer- o
. tainty of pract1ce) and professional- support should-increase :
i teachers’ pérsonal -and instructional teaching’ efﬁcacy and -
Lo sustam accelerated acadermc achlevement ' Lo

.‘.

' SUMMARY OF SI'I'UATION ORGANIZER CONTEXT
- THE TEACHER e

demands on teachers

- . adequately prepared to. address the learmng and
' curncular needs of dlverse leamers '

. A concentratlon of low-acluevmg students ina ~.
. classroom has a negative effect on teacher efficacy and’
_ requ1res effectlve mstructlonal pract1ces and tools

v

g ‘LEARNER CONTEXT DIVERSE LEARNERS AND THE

_jATYRANNYOFT]ME Sl i
Over the past 20 years the propornon of d1verse learners in - -
'Amenca s schools. — chlldren of poverty, students ‘with . "

" disabilities, students for whom Enghsh isasecond language -
' (Hodgklnson 1991, 1992) — has grown dramat1cally Today -
- more children with disabilities and diverse learning, needs .’

. are bemg .educated in general educatlon than ever before .
" (Kameenui & Carnine, 1998; McLeskey & Pacchiano,1994). | -

. Estimates of the range of instructional levels in generaledu-~ -

" cation already-are high, with inore than five grade levelsper

classroommsomeschools (]enkms ]ewell Lecelster ]enklns,

& Troutner c1ted 1n Fuchs & Fuchs 1994) o

. This. s1gn1ﬁcant heterogenelty in mstructlonal levels ina
classroom réquires thatwe attend to learmng charactenst1cs' '

of diverselearners if we are to improve their learning. Baker,

- Kameenm and Simmons (1998) 1dent1f1ed four unportant R
' _‘learmng characteristics that differentiate students with.dis- - . -
- abilities and ‘those’ at risk’ for: ‘academic difficulties from S
- average ach1evers memory skills, learning’ strategles vo-
_cabulary knowledge and language codmg L -

N In general it appears that d1verse leamers aremore ahke than-" o
different from their average-achlevm gpeersinlearning char- - ..

© . acteristics: Specifically, for the vast majority of diverse learn-.", .
" ers; memory skills seem-to be'intact at'the point of receiving

- .information from the ‘environment (Baker, Kameenm &

.- ~“Simmions, 1998). While some problems at this stage may be".~
f‘attnbutable to problems in attention, they do not appear to

L senously impair performance on memory tasks (Swanson & -

* Cooney, 1991): The primary ¢ differences between diverse -
. learners and average-. achievers ‘have beén found in how .-

_ information is orgamzed in workmg memory and retrieved :
. from storage in long-term memory (Mann & Brady, 1988; -, . -
. Torgesen,1985) Moreover, dﬁferencesmbackgroundknowl- .

* edge and experience with language (e.g., vocabulary knowl- . . -

K edge, early experience with language and speéch) appear to

Y

- account for the slgmﬁcant gap between d1verse learners and' '

 BEST co’PYfAVAIiLABLE |



. ”"learner,”
- most resistant to change, because these ‘'variables are unob- -

average achievers. Forexample largevocabularydlfferences
existbetween diverselearnersand average achieversinterms
of the number of words known and depth of _vocabulary
knowledge These vocabulary differences: appear very early
in development and Increase over txme :

For example it appears that average acluevers leam approxi-

mately 3,000 new vocabulary words a year providing they
read an average of 500,000 to a million' words of funning text -

a school year (Nagy & Herman, 1987). This vocabulary

growth appears to be the direct résult of wide and indepen- -

dent reading and not the result of any direct or intentional

‘instruction in vocabulary. Diverse learners with reading - -

difficulties are not likely to-engage in ‘much independent
. reading, and asaresult, their vocabulary knowledge will not

increase at a rate remotely close to that of average achievers.

The harsh reahty is very clear —if you don'’t read, your
" vocabulary knowledge doesn't increase, and you fall farther

" and fartherbehind | your average or above -average peerswho -
_arevoracious readers increasing their vocabulary knowledge B

- ata rap1d pace.

‘ More than three decades ago, Carroll (1963) suggested that -

" . studentlearning wasbaséd on (a) characteristics of the learner,

* (b) the time devoted to learning an objective, and (c) the - .
‘quality of instruction. In addressing learning problems, itis

fair to assert that educators tend to focus primarily on the
even though variables within the learner are the

served, -private, and entirely outside the province of teacher

- influence. The second factor, time devoted to: learning, 1s', . : s : e
o Diverse learners face the “tyranny: of time”- i'n trylng to -

limited by the number of hoursin a school day and therange
of ob]ectlves and activities in the curriculum. Although effi-

ciencies can be achieved to make mstructronal time more . .

-effec'uve mstructronal time i is often a ﬁxed var1able

-*As noted in our example of vocabulary learnmg, diverse o

* learners and ch11dren with d1sab1ht1es

..constantly face the tyranny of timein trying tocatch up with

y theu' peers, who continue to advance in their literacy devel- '

opment. Simply keeping pace with their peers amounts'to
losing more and more ground for students who are behind. ..

The pedagogical clock forstiudents who are behindin reading
and literacy development contmues to tick mercilessly, and

.the opportunities for these students to advance,or catch'up

d1m1msh overtxme (Kameenm 1993 p-379, emphas1s added)

.. less time,” which is not an enviable proposition for teachers
- or (b) identify and prioritize the most essential subject matter

- to teach in the fixed and limited time available. In this case,
teachers are ostensibly teaching “less” but in' a-more thor-

o ough and d1hgent fashion (Kameenui & Carniné, 1998). Play-

ing “catch up” in school requires using timeand every
- learning opportumty]udmously, strateglcally, and premously

_E RIC
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Moreover, playing catch up exacts an enormous cost on’

 students, teachers, administrators,and parents, and gainsare.
- not likely to occur unless the pedagogical machinery is pre-

cisely tuned, performarnce based, instructionally oriented,

‘and almost free of instructional and curricular error. Fmally,
 the opportunities for these students to advance or catch up

diminish greatly over time, and the cognitive and emotional

fatigue in trying to catch up is high. Given the extraordinary - -
challenges inherent in playing catch up, it is not surprising .
- that the best strategy is not to get behind in the first place, but ..

to intervene early, frequently, and purposefully in order to
get ahead and stay ahead .

“The final factor quahty of mstructlon, has the greatest poten—'
_.t1al to affect the needs of students with diverse learning,
néeds. Quality of instruction is influenced by the quality of

instructional tools and materials available to teachersand the -

: arch1tecturaldes1gn” ofthecumculum(Slmmons Kameenm, . .'

& Chard 1998)

f SUMMARY OF LEARNER CONTEXT o

« The range of mstructronal levels ina classroom is h1gh
. with more than five grade levels per classroom in
‘some schools.. .

- . The primary differences between d1verse leamers and

average achievers is in how information is organized

- - in working memory and retrieved from storage in

- long-term memory.

. catch up with their peers, and teachers are faced with
'teachmg more in’ less time or teachlng less more N
thoroughly :

1

TASK AND MATERIALS CONTEXT USING SMART s
TOOLS - :

4The learner context sug gests that learrung tasksand matenals

are potentral sources of dlfﬁculty Observational and self- .

~ report'data-indicate: that the type and quantity of instruc- -
-tional adaptations in general education are insufficient to-
_ "effect “optimal growth” for many low-performing students

ingeneral education (Zigmond, etal.; 1995). Curricular adap-

; h 3
_ Such a dilemma requ1res teachers. to e1ther @) tea ch ”more in tations and accommodationsrequiresubstantial teacher time

. and knowledge of the architectural design requiremerits of -

mstructlon Moreover, adaptationsand accommodations are

- difficulttosustain. In contrast to piecemeal accommodations, -

commercial reading and mathematics curricula cle'arly claim
a stable and influential role on academic achievement in
general education classrooms (Baker & Zigmond, 1990;-

Jitendra &Kameenm 1988 Chard, Slmmons &Kameenm in
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press). Commercial curricula have had a lastmg and influen-

~ tialimpact on American classrooms (Armbruster & Ostertag, |
- 1993; Hoffman et al., 1994; Kameenui & Griffin, 1989; Porter, -

‘ 1989 . Simmons & Kameenui, 1996): In reading, for. example

e ~ more than 90% of classroom mstructlon is based on commer- -

", cial educational materials and specifically the basal reader
" (Komoski ‘as c1ted in’ Kameenui, .1993). Mayer, Sims, and -

'-’Ta]1ka (1995) recently noted that textbooks -may actually

“‘serve.the role of a “national curriculum” (p. 456) because of
the1r w1de-scale adoptron and mﬂuence

- To 1mt1ate and sustam curnculum change at the school-
.- bujlding level that holds any promise of improving student
- performance, it is essential that schools and teachers adopt

v and rmplement research-vahdated commercial curriculum

_: programs in reading ‘and mathematics, for example, as the
primary foundation of a school-wide intervention. Accom-
* modations and adaptatrons of existing curriculum materials
© ‘are important and necessary. However, experience instructs
usthati in the absence of effectrve, research-based commercral
‘basal programs in reading as a first-step option and foundatzon,

accommodations and adaptations of curficula are not-effec- -
tive for students with. disabilities or at risk of academic

~ problems. Curriculum adaptatxons arealsonotsustainablein
-thelong run for teachers and students. It is simply unfair and
_naive to ask general and special education teachers to con-

tmuously make accommodations in the absence of an effec- '
- five curriculum' program espec1ally in readmg and math-

- ematics in grades K-3. .

. SUMMARY OF TASK AND MATERIALS CON’IEX’IS

LI Instructronal adaptatioris.are insufficient to effect
- “optimal growth” for low-performmg studentsin

-general education and requ1re substantial teacher t1me ‘

* and spec1ahzed knowledge

c. Research-validated commerc1al cumculum programs

- school-w1de 1nterventron model.

. e Not all curriculum programs are created equal, and it
1s ‘essential to attend to the desrgn of the programs.

- SUMMARY OF CONCEPTUAL MODEL THE .
A MULTIPLE CONTEXTS OF Hosr ENV]RONMEN’IS

The features of each of the five contexts are mcluded m our

~ modelbecause theyare researchbased thatis, these features -
- have been 1dent1f1ed in valid and trustworthy research.as

SS@Byletin

contnbutmg, e1ther d1rectly or md1rectly, to the 1mprove-'
ment of student achievement. The model allows school per-

sonnelandstakeholders (teachers, adnumstrators site-based - )
_council members, parents). to represent and examine the full -
- range of mstructxonal organizational, and- administrative -
featuresand strategles InFigure2, the features of eachof the . =~

" five contexts(e.g., setting contextsof the school district, school, -

and classroom; situation organizer context; materials con-'
.. text; task context;'and learnef context)-and the resulting
© "outcomes” (see darkened rectangle) of the combined con- -

" . texts are described. Specifically, the features of the host . -

environments (sée oval figure in first column), which include.

the setting contexts of the school and school district (see

 triangle infirst column), are delineated and include curricu-
- lum standards and benchinarks, state-wide assessment re- |
' quirements, the characteristics of “high reliability organiza- . .-

tions, school profile; school-improvement plan, building

“ leadership, clear. goals and expectations, staff development - -
+ supportlinked to school-improvement plan, curriculumadop-

tion pohc1es, and a data-management system. One featureof . -

".all contexts is a data-management systém, which operates in

a context like the classroom as.a system’for. monitoring
student | progress ina partxcular sub)ect matter, such as read-
ing. .

. The ant1c1pated outcomes of a complete analys1s of the fea- L
tures of the five contexts as portrayed in Figure 2 include: (a)

sustainable practices adopted at the 'school level, (b) an
‘established progress-monitoring system (c) adoption of re-:

search-supported reading or mathematics curricula, (d) clearly 1

" established school goals, (e) increased subject-matter capac- ~

1ty atthe school level, and ®) 1mproved student ach1evement

‘plymg the Conceptual Model to’ School-
[ Improvement :

Our dlscussron of school 1mprovement thus far has been»

’ relat1vely “content free.” That is, we have defined and d.lS-

*"in reading should sérve as the primary foun da tlon o f a cussed principles and strategies in broad terms to illustrate

their generahzablhty In this section, we apply the contextual - :
model analysis toreal problems inarealschool toillustrateits -

- application. The problemwe proﬁle isa recogmzable one for
*_its long-term impact touches more. than 40% of adults'in the . .
. United States, and-its immediate impact is obvious in ap-
. ,prox1mately one in six students who fail to develop adequate
' reading skillsin the early grades. Beforewe describe thisreal- ..
world application, we examine the 1mportant tole thatbegin- - S
" ning readmg playsin developmg a school-wrde mterventlon o

model

' The archltectural reqmrements ‘of begmmng readmg are enot”

readily apparent. The act of actually ”readmg” inan’ alpha-

_betic writing system,” which is required of anyone who "
. speaks and reads English, involves-a mynad of: complex :

" skills, knowledge, and experiences. The act of actually teach- -
. ing someone to read in the alphabetrc wntmg system, not ~ *

‘1
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EFFECTIVE BEGINNING READING INTERVENTIONS FOR ALL CHILDREN

" . surprisingly,.also requ'lres‘unportant technical” knoyyledge-. .

and skills, many of which are not readily obvious to téachers,

" administrators, parents and pubhshers -and developers of

commercial reading programs (Kameenui, 1996).

THE ROLE OF SUBJECT MATTER IN THE
CONCEPTUAL MODEL: BEGINNING READING

‘Every educator knows that readmg is the most unportant_

- skill taught ‘in elementary school Reading failure is over-

* . ‘whelmingly the most- unportant reason that children are”
' retained, referred for-special education services, or given -

o long-terrn rémedial supports. Poor readers are heavily repre-
. sented among high school dropouts, delinquents, and incat-"

| - cerated youth and adults (Slavin, 1998). The number of .
"+ children-who are poor reddersis debated; but one estimate is

" that 40% of all nine-year:old students in the United States
-+ readbelowbasiclevels,and onemsrxstudentshassrgmﬁcant

- readmg difficulties (Slavin, 1998; Lyon & Chhabra, 1996). .
Readingis the primaryacademic problem of 80-85%.of the2.5

- millionstudents with identified learning disabilities. Inaddi- -
tion to research- deflmng the magmtude and stability of -

* reading difficulties among children in grades K-3, more than

~ . .30 years' of research provides. compelling and -converging.

evidence as to what is necessary to teach children who have
learning disabilities or difficulties learning to read (Lyon &
Chhabra, 1996). Moreover, an emerging and substantialbody
* of-intervention-research provides reliable parameters for’

-deterrmnmg the-components of effective early reading in-.

: structlon (e g Slmmons & Kameenul, in press)

Y READING ASA COMPLEX PROCESS. Readmg is complex to leam
" and equally complex to teach. What is part1cularly intriguing -
and elusive.about’ readmg, however, is that despite its com-

- plexity, skillful reading looks like a fairly easy and natural.” -

thing to do. After all, most people read with what appearsto :
" be little or no effort-at all: But the “appearance” of readmg _
) unmttmgly masks the very real and complex processes in-
volved in the act of reading. The truth about reading is that

: _leammg to read is anything but natural, and it requires -
deliberate human interventionand context (Kameenui, 1996).

It is important to understand the nature of the English lan-
. guage and the alphabetic writing system in order to appreci-

ate the complexities associated with learning to read and the -

' teachmg of begmnmg reading,

'-Flrst of all, learnmg to read does not come naturally, hke '
‘ leammg to-speak; while almost all chlldren learn to speak'

naturally, notall childrenlearntoread (Liberman & Liberman, -

1990; Pinker, 1984; Perfetti & Zhang, 1996). It is plain that if
'_ leammg to read was as natural as learning to speak; then for

" all practical purposes, almost every child in the United States -

- wouildread aseasily asheor shespeaks or walks. Because this
" doesn’t happen, two very important but elusive aspects of

learning to read are revealed: First, learning to read is

“learned,” and though many children appear to learn natu-

Q

ol

rally and easrly, most chlldren wﬂl learn to become skrllful
and unagmatrve readers throiigh instruction that is purpose- ;

-ful and considers the complexities of the process. Second,
leammg toread Enghsh requires that a reader learn how the- .
alphabetic wntlng system is-used to convey ideas through -

symbols (Adams, 1990; Perfetti & Zhang, 1996). Children

" "born and raised in Italy, Hungary, Russia, and Korea must_-
- also learn an alphabetic writing system and how it works.In
~an alphabet1c writing system, children must learn to convert

the alphabetic print into messages (Adams, 1990; Perfetti &
Zhang, 1996), unhke children who learn a wntmg system
based on syllables or logographs :

/s

THE ALPHABETIC WRITING SYSTEM The constraints of: ”leam-,

ing toread”inan alphabet1c writing system” require delib-
. erate perspective. Certdinly, the goals of learmng toread can
" be both broad and specific. For-example, the purposes of

reading include getting meaning from text, becoming an

-independent reader and thinker, and. en]oymg unbounded _

imagination, creatrvrty, and" passion. However, in‘a more

- narrow . sense, to' derive meaning from a poem or. story

reqmres that a reader confront and make sense of the graphic .

" symbols in the alphabetic writing system. Inshort, the reader

must read the words, and to read the words, he or she must

- identify the individual squiggles (graphemes or alphabetic . -

letters) on the page that make up the individual words and" "
associate those squiggles with specific'sounds (phonerries).
Furthermore, a reader must do all this with fluency and a

keen apprehens1on of the purpose and importance of read- ‘

ing. Becommg a fluent, imaginative, and skillful reader, re-
quires extensive engagement with the English language — *
hstemng to words and to the sounds iriside the words; hear-
ing and talking about stories; gaining facility with the con-"

" cepts of print (e.g., knowing that a book has a front and'back
and that words areread from left to right); understanding the
- sounds that make up our language; manipulating the sounds

of our language and relating the specific sounds to pnnted

" letters and words; connectmg words with events actions, - -

things, and ideas; learning about the connection between
sounds, létters, syllables, words, arid concepts; andbecommg :

more mindful of the. relatronsh1p of what is read in newspa- -

pers, books and stories to the human condltron

Readmg asa process is fundamentally more than it appears_ .

. to be. What comes naturally to most children is obviously
‘more than the sum of its parts, but the parts are intricate,
. complex, and absolutely ; essential to the wholé of . readinig.

Becausereading doesn’t come naturally to children, the parts,
especially the important parts that we refer to as the “big -

- ideas,” must be taught and the teaching must be strategic,. -
intentional, passlonate, and an absolute pnonty '

BEGINNING READING' THREE BiG IDEAS |
Big ideas represent perhaps the largest modification or shift

. in thmkmg for pubhshers developers, and teachers In a
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period when teachers aré forced to make mstructlonal choices,

big ideas provide gmdelmes about essential components of -

N beginning reading programs. Inbegmmng reading, bigideas
- are'the unifying curriculum activities that enable learners to

- translate the alphabetic writing system into meaningful lan- -
guage. The research on beginning reading provides compel- -

ling evidence, that the following three big ideas are funda-

_ mental and deserve considerable focus and attention in the

early reading curriculum — phonologzcal awareness, alphabetic
. understandmg, and automaticity with the code. Students’ learn-

ing-disabilities and difficulties appear to-be rooted in their

~ difficulties in phonemic awareness, alphabetic understand-
ing, and automaticity with the code. All three of these big

) 1deas, in turn, influence vocabulary and: comprehens1on :

* * Each of these b1g ideas in begmnmg readmg is rev1ewed
‘bneﬂy o

. PHONOLOGICAL AWARENESS A pnonty in begmnmg readmg. ‘

_isto teach phonologlcal awareness. Phonological awareness

- is the conscious awareness and knowledge that words are,
- composed of separate sounds or phonemes, followed by the .
ability tomanipulatesoundsinwords(Adams, 1990; Spector,
1995). Students who enter first grade with a wealth of phono--

logical awareness are moresuccessful readers than those who

* do not. Phonological awareness mvolves act1v1t1es like the -

'followmg

S :What is the first sound in rose" .

. ® ‘What is left if the /s / sound is taken away from sat?

 Whatdo you have if you put ‘these sounds together .
el fal : :

s Say the sounds i in the word sat: / SSSSSSS /
© /aaaaaaa/ /t/ v

In these act1v1hes, ‘students do not see any written words or =
. letters, but they listen and respond to what they hear. Ideally, ‘
children have- phonological awareness before they begin
. formal schoolmg, but because many children do not, phono- .
- logical awareness instruction must begin as early as possible. .

~_This instruction is obligatory, not optional, and must be

. explicit (Adams, 1990; Srmth Slmmons, & Kameenm in -

press). Teachers must use strategles thatare conspicuousand

make phonemes (sounds) prominent in children’s attention _ o T
' AUTOMATICITY WITH THE CODE As chlldren begm to read -,
‘words, it is crucial that they read these decodable words in

: and percephon G.e., teachers should model the sounds)

Inarecent: review of: readmg research the role and relatlon of

. -phonological awareness to beglnmng reading acquisition
garnered .convincing and'converging evidence (Smith,
_Simmons & Kameenui, in press). -Evidence derived from
dozens of primary and secondary. sources confirmed that
_ children who are strong in phonological awareness usually
.~ learntoread more easily than children with delayed abilities

* (Juel, 1988; Smith et al., in press; Stanovich, 1986; Torgesen,

Wagner, & Rashotte, 1994). Moreover, Smith et al. found

_ convergmg evidence md1cat1ng that phonologlcal awareness '
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s s(a)a complex process composed. of many components, ®)
" areliable predictor for later reading achievement; (c) causally

related to reading development; and (d) successfully devel-

“oped.through instruction and practice. From this robust,

foundational knowledge base, we ascertained that the ability

‘to hear and manipulate sounds in language is a big 1dea and

is key to early readmg acqmsmon '

ALPHABETIC UNDERSTANDING. Chlldren who are ready to

* beginreading words have developed the following prerequi-

site skills: They understand that (a) words can be “spoken” or

“written,” (b) print corresponds to speech, and (c) words are
: composed of phonemes (sounds) (i.e., phonolog1cal aware-

ness). Another priority in beginning reading instruction is

that children are taught the alphabetic principle (Perfetti &
" Zhang, 1996). This principle, which is often referred to as

alphabetic understandlng, establishes a clear link between a

_letter and-a sound ‘and involves the “mapping of print to

speech.” It requires a reader to understand that the elemen- .
tary unit in the alphabetic writing system (graphemes or

- letters) corresponds to a meaningless speech segment (pho- ‘
_'neme) unhl the two are combmed to form words -

‘ The research on word recogmtlon is clear wrdely accepted,

and generally straightforward — reading comprehension
and other higher-order reading activities depend on strong -
word-recognitionskills (Chard etal.,inpress). Toread words,
areader must see a word and access its meaning in memory .

‘But to do this, the reader must '

() translate a word into its phonologlcal counterpart —

- . the word sat is translated into the 1nd1v1dual
\ _phonemes /s/,/a/,and /t/;. |

~(b) remember the correct sequence of sounds

(c) blend the sounds together, and

.'(d) search his or her memory for a real word. that matches -

‘ '_thestrmg ofsounds (/s/, /a/, and /t)). .

‘.Skﬂlful readers do- thls so automatlcally and rapldly that it
‘looks hke the natural reading of whole words -and not the’

sequenhal translatlon of letters into sounds and sounds into -
words:- : .

passages and stories: Teachmg phonological awareness, al-
phabetic understandmg, -and word recognition ‘must be’ -

‘complemented with opportunities for studentsto (@) under- . |
" stand the utility of letter-sound correspondence knowledge

and (b) develop fluency in applymg this knowledge to read-

. ing text. Gaining automaticity in reading must also be given

- priority. This is best realized when children are given ample

. opportunity toread stories, passages, texts, or materials with
- ahigh percentage of decodable words in which the rélation
between print and meaning becomes clear A decodable
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" EFFECTIVE BEGINNING READING INTERVENTIONS FOR ALL CHILDREN * -

- word is one for wh1ch ‘the student knows each letter-sound' :
* correspondence (alphabetrc understandmg) and can apply '

the appropnate blendmg skills.

= Teachers should prov1de students frequent and repeated:'h
. opportunities to read texts that contain a'very high percent---
.age of. decodable words. ‘This reading builds fluency and _
'meamngful comprehension. More importantly, it demon-'»
_strates to the beginning reader the importance of gaining the

- meaning of words through accurate word reading. The ben-

efit of reading passages frequently is further enhanced by

‘passagesthatallow students todevelop automa ticity inword

mdec1pherable

“Our mtentronal focus on'the alphabet1c wrrtmg system pho—

. 'nologlcal awareness, alphabet1c understandmg, and auto-
. maticity with the code does not diminish the importance of .-

~ reading good literature. to children in the- early stages of

- learning toread. Providing children with generous opportu- - -
nities to become engaged with literature, including reading
- . stories to'children and asking comprehens1on questlons is

R rmportant to the full development of readmg

" To read w1th ease, ﬂuency, and comprehensron asa young
*adult, and to sustain that level of reading as a productive
citizen, requires that the teaching of reading be given top .
pnonty in theearly gradesin school beginning with kinder- -
. . garten. Addrtronally, it requires that all schools establish a -
- goal of ensuring that all children are fluent, skillful, and
. mindful readers by the end of the third grade, which is
. generally considered the departure point for-a child to make. -
- the transition from “learning to'read” (i.e., learning how to". .

~read in an alphabetrc writing- system) to ! readmg to learn”

o (e g learmng about phys1cal science, soc1al studJes ,biology).. .

: _Fortunately, the field of. read1ng isata pomt in its. research' L
-and professional knowledge to ensure that beginning read- -
_ ingis successful. The field can also make clear and assertive -
 statements about how to teach beginning readmg, what to. -
' teach when to teach it, and what conditions at home and_.

18

' school enhance readmg hteracy development What weknow.’
 allows us to teach readmg in purposeful strategic, and effec- o
- tive ways ' : . .

A School-wrde Interventlon Model _(SIM)

Features, Examples, and Contexts

. Our ob]ect1ve in anchonng instructional change to the school :
‘building recogmzes themultiple contexts that influence learn-
"..ing and-thé “fit” of each context to the whole of academic .
" achievement i ina school settmg We use the term model
B purposefully, as our intent is not to force fit our findingsinto
* . recognition and fluency with connected text. Fluent readmg .
© " requires multlple opportunities for beginning readers. to
" apply and develop their facility with word-recogmtron strat--
:egies, which leads to meamngful comprehension and the
o ability to réad connected fext. At this early stage of réading, -
- _itisimportant that children read materials that permit them
“tobe’successfulinreading and understandmg words, instead .
‘of text in which the words are too drfflcult unfamlhar, or

a single.intervention package but to allow’ teachers, admin-

"~ istrators, and support staffof a school building to develop an ‘
B “intervention model.” This mterventlon should conibinere- - |

search-based: practices and programs in ways that fit each

»‘school’s host environment best:

I th1s sectron, we. descnbe the School-wrde Interventlon o

: Model' (SIM), its ‘role in improving school-wide readmg;_‘

© achievement, and1tsspec1f1capphcatlontoreadmgmkmder- _
‘garten through grade three. The SIM consists of five stages
and combines four primary. components (a) dynarmc assess- . -
ment of “big ideas” or- target-performance indicators, (b) - .

-research-based practices and procedures in ‘béginning read-

_ ing, (c) validated principles of effective curriculum and in- "

‘struction, ‘and. (d) customized interventions in mtegrated .
.contexts as the basis for reading improvement models that fit -~

the host environment. A ‘key feature of this model is the .

" ‘essential lmkage of assessment and instruction. Though inte- .-
: . grating assessment and intervention is not a novel concept
- The development ofskﬂlful mmdful andpassronatereadmg )
~ takes time; but more importantly, it requires a simple yet .

. uncompromising commitment to teaching readmg in the ,
early years. The development .of readers also requires’a .
serious and thoughtful understanding’ about the nature-of .
.. reading and the complexities: mherent in the learmng -and -
o teachrng of readmg in'the early years : :

and is indeed'a signature of effective special educatron, what
is innovative and effective about this process is the timely, .

strategicfit of the assessmentmeasures, thetargetsofreading -
. improvement (whit to teach), and the intervention that hasa

high probability of improving reading (how to teach). This -
confluence of performance indicatorsand instructional inter- -
ventron positions a school to (a) identify children early who .,

~ -are at risk of readmg d1sab1hty, (b) intervene strategically,
‘and(c) modify: mstruchonresponsrvelymaccord w1th learner
.performance N S -

.'_.Flgure 3 dep1cts the SIM dec1s10n-mak1ng process The pro- '
: cess draws extensively on the work in reading assessment of . T
T ;Shrnn (1997) and Kaminski & Good (1996) and combines their -

procedures for identifying, grouping, problem solving, and
performance monitoring with Simmons and Kameenui’scom-
ponents of contextual interventions.to reflect an integrated

and comprehensrve intervention model. We describe’below -
_each of the ma]or stages and the apphcable contexts.

. STAGE I ASSESS STUDENT PERFORMANCE USING

DYNAMIC INDICATORS OF “BIG IDEAS”

'The purpose of Stage listo. 1dent1fy children who are at nsk g
. of readmg dlsablhtres or delay. Karmnskl & Good (1996)

e



: descnbe tlus f1rst stage as Problem Identlfzcatlon Usmg vahdﬁ ;..
. and reliable indicators of skills highly associated with early -~
.~ reading success, all children K-3 are screened with measures

that correspond to the ~“big ideas” in beginnirig’ readmg

RN

' Students performance on these md1cators is'then compared '
.” to performance expectations, or “where we would expect- -
children to perform,” to identify children at risk of read1ng' o
S d1sab1hty or delay Performance expectatlons may bederived
~ fromtwo sources: (a) local normative data or ()] performance

11996)

phonemic awareness; alphabetic understanding, and auto- -
maticity with the code: Screening measures differ according -
to grade and learner performance, but all are h1ghly predic- -
tive of subsequent reading success. For example, in kinder- -
garten and first grade, Dynamic Indicators of Early Literacy -
Skills (DIBELS) (Kaminski & Good; 1998), which include : -
- onset recogmtlon phonermc segmentatlon letter -naming,
-and nonsense .word reading, -are used to identify children
whose performancé differs significantly from their same-age

peers. .Oncestudents are able to read words in connected text

- (approximately. mid-first grade through grade three), mea-
“sures of oral reading fliency from curriculum-based pas-
_sages are used as mdlcators of readmg ach1evement (Shmn

- -1997) - :

associated’ ‘with early readmg success (Kammsk1 & Good

7

. In Mosenthal’s contextual model thls stage mtegrates settmg,
) _A(school) task (specific reading measures), and learner (per- - -
formance on critical indicators). This mtegratlve model al-
- lows schools to exarine learner performance not only at the
- individual level, but also at the'school level to determine the - .
magmtude of the problem. | From thisbig-picture analysis, the - U
. -scope and mtens1ty of the interventiori:can. be assessed.” - -
" Schools canbe better prepared torespond to children’s néeds s
" - proactively through early screening and identification. In .
- Stage I, a.centralized system of student-performance datais -+
 initiated and maintained at the school level to enable timely.
. and informed declslons This dynarmc database and record- - .
keepmg system is a common feature of effectlve schools and
~ isan essent1a1 feature of the SIM process

"o Two'points: about dynarmc mdlcators of b1g ideas are cnt1ca1_' '
. - tothis and subsequent stages oftheprocess First, the premise
L behmd “big idea”. indicators is that while these screening .-
*-~measures do not tell us everything about reading achieve- .°
- ment, they serve as Valid and reliable predictors of skills,"
: .‘h1ghlyassoc1atedw1thlaterreadmgach1evement Deno(1992)
_ describessuch measures asindicators or “vital signs of growth
in basic skills comparable to'the vital signs of health used by
- " physicians” (Deno, 1992, p. 6). 'Performance indicators pro--
vide fast and efficient mdrcatlon of reading well being of .
students with respect to important reading skills (Kaminski -
.. &Good, 1998). Children who score significantly below their *
* peers,or in comparison to normative data on'big idea indica- -
tors are cons1dered at. risk for later reading dlfﬁculty An
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_important feature of the dynarmc mdlcators is that they are

drawn d1rectly from skills essential to successful perfor-

. mancein the general education curriculum. For example, the: "~

oral-readmg fluency measure draws directly from passages - =
inthe general education curriculum and therefore allows the -

) teacher fo assess a learner’s entry-level skills and growth. . ..

Assessment of eachstudentisinrelatiori to relevantmaterials .

* and the progress of all learners in order to assess whether a

student w1th d1sab1ht1es is learning enough

_ Second the b1g 1dea 1nd1cators need to allow for “continuous
"~ -evaluation” of students” literacy skills as they change over -
- time. Kaminski'and Good (1998) noted that assessment mea-
--sures must be sensitive to changes instudent performance to.
-enable educators to assess the effects of intervention in a
[ -tlmelyandformatlvemanner Inaddition themeasuresmust‘
" be easy- to' administer, capable of repeated and frequent T
_administration, and time efficient.and cost effective. The,

dynarhic: assessment of bigidea mdlcators isafirst step inthe

SIM process and remains critical across stages. A summary of .

sample performance mdrcators by grade follows

- Onset Recogmtlon recogmze ftrst
soundsinwords

Létter Naming Fluency name letters accu- R

| “rately and quzckly

Phonerruc Segmentatlon produce phonemes ) .'
“in words (auditory)

" Letter Naining Fluency name letters accu- . _‘

*rately and fluently- : :
_'(Nonsense Word Fluency: produce letter-

... words -
~ Oral Reading Fluency read words in con- -
nected text quzckly and correctly _
: .Nonsense Word Fluency
"Oral Readmg Fluency

. -‘Oral Readmg Fluency

Vv STAGE II ANALYZE INDIVIDUAL PERFORMANCE

'AND PLAN INS'IRUCTIONAL GROUPS

Using normatlve mformatlon from performance mdlcators of =
*big ideas,” individual student performance i analyzed to

- determine (a) the child’s current level of performance and (b) o
- other children who have similar- performance profiles. To
.provide a context for this- ‘process, consider the following

. data. Ina'school'of 320 students, the mean performanceofd8. = .

first-grade children was 14 phonermc segments per minute
(range = 0-70) and 25 letter names correct per minute (range
=0-79). Based on previous research (Good, personal commu-

‘nication, August 28, 1997) f1rst-grade chlldren who are suc-‘ -

19

" sound correspondences and uise them to read R
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_ cessful early readers can segment words into phonemes ata =
- rate of 35-45 per-miinute and 1dent1fy 50-70 letter names - .

: correctly per mihute. Though the mean performance hints at

‘the magnitude of the problem, only an examination of indi
-vidual children’s data reveals the scope of the problem re-.

vealed. Of the 48 children, 21 could segment no phonemes,

" - and 13 could correctly- 1dent1fy fewer than 10 letter names -
- correctina mmute .

, mance on big idea indicators and other information from

teachers is used to perform.”instructional triage”; that.is, -
children who areat greatest riskaré identified, as are children -
- who are at some risk-and children who are making adequate :

progress in early reading. To operatronahze thrs process we 2

- STAGE III SET AMBITIOUS INSTRUC’HONAL GOALS o
- AND MONITOR FORMATIVELY " '
based on extremely low performance on one or more perfor- -
‘mance indicator. Thegreater the number of measures and the . -
lower the performance, the’ greater the risk. In general, these -

_ use the followmg cr1ter1a

Intenszve care students are those who are seriously’ at risk

* children are ‘performing more than 2 standard: deviations

' . below the mean on local norms or expected levels of perfor--

, mance o

Stra tegic students need systematrc, strateglc intervention and
- monitoring because of incréased risk factors and low perfor-

- mance. Their performance, however, isnotaslowas students -

“in the‘intensive group.In general, the performance of these

mean -

, Benchmark students performance seems fo.be on target on. -
_-criticalliteracy skills,and these studentsare notconsrdered at

nsk of readmg delay, based on current performance

- who arein need of intensive care in readmg arein acute need

-of the most effectlve interventions available and. require -
frequent monrtonng to ensure “that their. readmg perfor-?-,'
- mance does not remain, senously low: Educators must inter- .
_vene with-a sense of urgency Strategic students are also at -

nsk but their condition is less acute than mtensrve care

. students. Nonetheless, strategic students require more care- '
fully designed and delivered instruction than is typical of .
" mostclassrooms. Shmnrecommendsmonthlymomtormgon N
cntrcal readmg mdrcators to evaluate these students perfor- .

mance

5

homogeneous groups designed for strategic intervention for

_ children with intensive needs. As a rule, the number, of
studentsinintensive groups should besmaller thaneither the
.. strategic or-benchmark groups. A word of caution is war-
ranted regardmg groupmg The purpose of groupmg isto
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eriable chrldren to receive mst‘ructron that ismore accurately _
aligned withi the needs of the learner. Groups should remain’ -

dynaiic, and strategic momtormg of performance provides -
a mechanism for ad]ustmg groups in response to mstructlon »
and assessment : . '

‘The contexts mvolved in thlS Stage include settmg (school, - .

- - classroom), task, learner, and teacher. The teacher ultimately- .

‘ e T 1 . ‘examines individual student performance data and deter-
Usmg a process developed by Shmn (1997) children’s s perfor- )

mines the composition of instructional groups. It is likely at -
this stage, however, that teachers within or between grades’

‘may want to examine the performance heterogenéity withiri o

their classrooms to determine. how ‘to optrrmze learnmg. ‘

: opportumtres for students

The next stage of the School—wrde Interventron Model in- E
volves using individual student performance to set four-.

" week and long-term instructional goals. In early litéracy, we -
. haveareliableknowledge base todetermine expected perfor-' -
- “mance for early literacy success (Fuchs’ & Fuchs, 1994;

Kaminski & Good,1996; Hasbrouck & Tindal, 1992; Markell..

) _& Deno, 1997). For example, in ‘second grade children gain -
“approximately 1.46 words correct perminute perweekinoral.

reading fluency (Fuchs, Fuchs, Hamlett, Walz, & Germiann,

.. 1993), and students in the 50th percentlle exit second grade: s
, read1ng approxrmately 90 .correct words per minute.
; chlldren falls more than 1 standard dev1atron below the'_"'

(Hasbrouck & Tindal, 1992).- -Children’ who' are successful -

_ early reéaders segment words (i.e., demonstrate phonemic - -
. ‘awareness) at a rate of approx1mately 35-45 phonemes per - -
minute. These lévels of expected performance are criticalas ~ -
‘we develop. goals for children whose early readmg trajecto- "~ "
" ries are less than adequate, and they serve an’ unportant' :
Tl .functron in the SIM process :
Smular to ch1ldren with serious medlcal condmons ch1ldren L e v
Ifnecessary, goals are estabhshed formultlple measures sand’ .
.aremonitored formatively: Shinn (1997) recommends weekly.
: momtonng for children in the intensive-care .group and
monthly momtonng for students in the strategic group. All | -
“students in the grade are measured quarterly-on critical
R -performance indicators'to determme their progress toward. -
" long-term goals.- Usmg the f1rst-grade children prev10usly )
discussed, the -mean of intensive-care children ‘was 0 on ‘. .
. phonemic ségmentation,’ and'3-on letter-naming fluency S

Usingexpected performance (i.e.,3545in phonemic segmen-
tation) and a goal of achieving performance targets by mid- -

' -~ year(ie. approx1mately 18 weeks), the weekly. goal is calcu--
_ ‘Once chlldren s performance proﬁles are analyzed chrldren )
A f can be grouped according to reading performance in small -

lated by dividing the target goal by the number of weeks in-

 the intervention period:. The 4-week’ goal is calculated by.' :
multiplying the weekly goal by four. To improve phonemi¢ -

awareness for our intensive first-grade students, the weekly'

‘goalistwo phonermc segments gained per minute and the 4~

week goal is 8 segments per minute. Within 18 weeks, at a ‘

_gam of 2 segments per mmute students should reach the-
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- EFFECTIVE BEGINNING READING INTERVENTIONS FOR ALL CHILDREN

.o target 35 segments per minute. The same process 1s used:for

each target measure of readmg

‘ STAGE IV ANALYZE INTERVENTION CONTEXTS

" AND PRIORITIZE INTERVENTION DIMENSIONS

P In Stages I-III weset the context for what is arguably themost .
©. critical and complex stage’ ‘of the SLM Process: Intervention.

"The stages of the process thus far have allowed us to answer
‘ the following questlons '

: ,'0 Whrch chrldren are at greatest rlsk of early readmg .
dlfﬁculty or disability? -

“What is the magmtude of the problem” o

oy

Wh1ch chrldren need the most mtensrve mterventlon"

In Stage IV, the ques'aons take @ on a dlfferent focusand 1nclude

such quenes asi . -

. What are the readmg goals of the school7

o . Is-inistructional pnonty allocated to the big ideas of
- phonological awareness, alphabetic understandmg,
. and automahcrty w1th the code? . ‘

" -e  Does the assessment system of the school provrde :
: 7 mformatron to monitor students’ progress?.

"« Whatisthe teachers current knowledge of effectrve
- reading practices, and how much staff development is
' necessary to support teachers? C

' Is the primary readmg curnculum program effect1ve
and research based? - :

K b “Are the instructional pract1ces of general spec1al and -
- remedial (Title I) teachets ahgned to: opturuze learner O

: performance7

: Stage v act1v1ty focuses onthe multlple contexts that mustbe .
considered when designing intervention and theimportance *
of instructional fit- with the_host environment.. Too. often

" interventions fail because' we have taken “Intervention ‘A”

and unplemented it in “School B” with “Teachers C and D" °

. without really understanding the fit between A, B, C, and D. -

. 'Akey difference of the SIM from other models is the focus of

mterventron that moves beyond the’ learner to the school, -

. “classroom; teacher, curriculum, materials, and tasks. Contex-
tual .analysis is coordinated by site-based .coordinators in .

. collaboration with grade-leveli mterventron teams. Site-based

coordinators are district- and school-based personnel who

- know -the school context and will continue to-work in the

" school for the duration of the process. In this process, grade-

level teams work from a framework of research-based prac- . -

- tices (e.g., specrfrc curriculum, peer tutoring) and alterable
. variables (e.g., time, size of - groups, concentration-of low

performers) to customlze intervention models. The contexts -
" and dimensions from which schools may ”custormze mod-‘ .

“els 2 are drsplayed in Flgure 4. . T R

By .-These school leve

Inthe SLM some dec1srons are made school wrde for 1ntens1ve .
children and some, at the classroom: and individual child
level. At minimum, we recommend that- the following di-
mensions be established as the “core” ’ intervention features

_foran entire ':school building- .

(a) redefme and set readmg, vocabulary, and mathematrcs o
achrevement goals : v . :

() use curnculum programs based on vahdated research :
T pnnc1ples, :

) ©". set a muumum of 45 rmnutes of readmg/ vocabulary

instruction and 30 minutes of mathematics instruction’
~per day for students with. dlsabrhtres orat nsk of .
academic learnmg problems, and . :

' "(d) ‘institute a centralized system of student achJevement

- data collectron

- For example in the: ﬁrst-grade classes we proflled ear11er, .
' readmg delay was rot restricted to first'grade. Approxi--

mately 40% of all stiudents in grades K- 3 fell in the intensive

. ’5 care group. As a school, the faculty made several decisions

- thatchanged practice school wide (see School Context of the
“Conceptual Model). First, the faculty pnonhzed reading as-

 the primary instructional focus for the year and set realistic

- and ambitious achrevement goals for intensive and strategic

students. Readirg time was considered-sacred, and all per- .
sonnel (e.g., Title, admlmstratlon general educators, special . -

'_'educators musrc) were mvolvedmthe school’s intervention” ' _
. plan. A centralized system for. readmg achievement-data . |

collectron was instituted, and secretarial time was. allocated

" for entering and- mamtammg the database. The context in ) -
' these decrsrons was the settmg (school classroom)

Next all grade K-3 staff was debnefed on research-based ]
pnncrples of ‘effective’ readmg instruction. They. reviewed . .
- severalbasal (i.e., Open Court, Reading Mastery) andsupple-”"-‘ .
. mental réading programs (e.g., Phonemic: Awareness for. -

Young Children,; Ladders to Literacy, Read - Naturally) to

.. determine the one thatbest fit the needs of their learners and . -

" .the resources of their classrooms. All staff in’ the school . “+
received staff development on cumculum 1mplementatlon, -

A and frequent technlcal ass1stance D

mterventlon dnnensrons were then ex-
tended at each grade level. Grade-level teams currently meet

-every-other week to decide how to find more time for inten-
.sive students, how to regroup v within grade to create more'_ e
'homogeneous groups, how to desrgn and share lesson plans, : -

and how to chart and report student performance progress: -
At the individual level, teachers make further decisions re- -
gardmg how to supplement instructional opportumty for -

students at risk of reading disability or delay.Some teachers”™
"‘engage students in classwide peer tutoring, while others -

select from additional research-based pract1ces to augment o
‘ mstructlonal opportumty ' -

. . 19 :". .
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EFFECTIVE BEGINNING READING INTERVENTIONS FOR ALL CHILDREN * = -

- In thlS model some mterventrons are standard across all
~ grades and classrooms within the school, while other inter-
ventions are discretionary. At every stage of the intervention -

" definition process, collaborative teams construct ot customs:

ize the intervention from a menu of validated options. It s -
-this customization or “fit” W1thm the school that: further
drstmgmshes the SIM from more tradltronal translatlons of .

_ research into pract1ce S

. Once mterventlon components are f1nahzed drmensrons are )
“implemented for four-week periods and adjusted based on

. -learner performance. All factors and adjustments-within

-~ contextsare documented to evaluate the effectlveness of site- '

based models

STAGE V EVALUATE INTERVENTIONS

- FORMATIVELY AND. MAKE INSTRUCTIONAL e

. ADJUSTMENTS

- In this final stageof the SIM process we ﬂlustrate the cntrcal
. linkage between assessment and instruction. Using student
' performance on big_ ideas indicators collected weekly for
intensivestudentsand monthly for strateglc studefits, progress -
-toward goals is evaluated to determine if the rate of progress " *
is adequate to ach1eve estabhshed goals and ehmmate nsk of .
long-termreading drfﬁculty Inessence; we address the ques-
“tions: Is the student’s current rate of progress sufficient to -
" close the gap, andis the ratesufficient so thestudent will learn _
"~ enough tobe on aposmve tra]ectory toward readmg success" :

o SUMMARY OF MODEL

* For children with readmg drsabrlltres or at nsk of sericus -
reading difficulty, the SIM is a data-based model for deter-
mining: (a) who to target for intervention, (b) the magmtude -

“the reahty of educatmg "some” or even most (Kameenu1 in .

press), thén we face enormous challenges. Perhaps the most
unportant challerige is that of setting instructional pnonhes

: (e.g, beginning reading. should be the top priority for pri- - .
mary and- elementary schools), making the ‘commitment to - -
- focus relentlessly and. strategically on the priorities, and

1mplementmg a data-based intervention model (e.g., SIM —
School:wide Intervention Model) that prov1des a formatlve ’
and continuous feedback loop about student performance ;

: Fmally, the mterventron ‘model must be embraced and con-
, 'ceptuahzed asa "primary” " programof prevention and-inter-
vention from the very 6utset, and with specific contexts and -

host enviroriments ini ‘mind. Only then will educatmg all

' chrldren become a reahty

of the problem, (c) the amount of growth necessary to change o

. early: reading trajectories; (d) essential dimensions of inter-
verition and their contextual fit, (e) the effectiveness of inter- . -
"vention, and (f) whether children are “learning-enough”

- (Carnine, 1997). Based on the methodological integration of . -

,knowledge from general and special education researchin - - .

assessment (e.g., Deno, 1992; Kaminski & Good; 1996; Shinn,

1997), together with effective instructional de51gn principles- . - . '

- (Kameenui & Carnine, 1998), validated methods of. early
“‘reading instruction (Simmons & Kameenui, in press) and
" intérvention models that fit:the host environment (Suga1 &

 Horrier, in press), the SIM model can be usedtointerceptand o

prevent early readmg rlsk from becormng long-term and a

- mtractable

Conclusron

. If the w1despread call to educate ”all” chrldren (e g Goals :
. 2000) is to be taken seriously.and not viewed as just ancther.

,slogan in Wthh “the rhetonc” of educatmg “all” is in effect

95
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