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This two- volume collection is the result c')f .

&;ooperatlon among federal edutation programs
.and many researchers and practitioners recog-

. .nized as experts in basic skills instruction. The

papers describe choices and issues to be, con-
SIdered in reviewing current basic skills pro-
grams or planning for program improvements.
. They have been preparé&“s’on the assumption
that, in planning and revnewmg of basic. skills
programs, it is helpful to know what the choices
are,'what the important differences among the
choices are, and how those differences will in-
ﬂuence the outcomes of instruction in a gwen
situation. :

We believe a parallel exists between our
“experience ih this project and the experience of
many school districts in ®viewing, planning,
and implementing improvements in'basic skills

" programs. Three important approachés used in .
preparing. this collection were (1) the coopera- -

,tlon among ‘programs responsible for research
and programs responsible for school improye-
ment and, more generally, among researchers
and practitioners, (2) the open presegtation and
discussion of conflidting views, leading to a
position which respects the strongest points of
competmg views, and (3) the cpntinuing devel-

opment and refinement of ideas based on new

kmrowledge and experience.

We suggest that these same approaches are
needed in planning at the district level, Thus, in

Preface =~ T e
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any dlslrlct there are experts in the schools and
in the district officé who have important knowl-
edge to contribute to planning for basic skills
instruction. Parents and other community mem- -
bers also have 1mportagt perspectives to con-
tribute. In addition,. in most districts there are .
also college or university personnel who might =
bring essential perspectives to thes proeess. Ba-

sic skills planning must be done in an atmo-
sphere (that encourages input from all of these
people that allows time to build under-
standihg and consensus among participants

with differing or opposing perspectnes R 4

We commend this; collection to you as a re-
source which we believe can be g helpful toolin . -
tlge- review of current basic skills.instruction or .

g‘ming for improvements in instructjon. We
invite your responses on how it is useful, or on
how it might have been made .more useful

<

Ce . - Shirley Jackson
Acting Director for Educational
'Support Programs

Secondary Education
. «  Mighael B. Kane
‘ " Acting As3ociate Director
Dissemination and [mprovement
of Practice
National Institute-of Education

'S
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The purpose of this collection oflpapers is to

provide information from research and practice.

which cah help school districts in their efforts
to make decisions about goals and methods of
basic skills instrustion.* The papers include de-
scriptions of different approaches to instruction
in each of the basic skills areas — writing,

_speaking and llstemng, ‘mathernatics, and read-

ing — and discussions of issues to be consrd
ered in deciding on the best mix of the different
approaches for a particular school or school dis-
trict. Generally, the papers reflect an expanded
view of the basic skills, rather than a minimum
competence View, )

The collection is intend® to be useful to pro-
fessionals involved in basic 'skills planning for
classrooms, schools, and gchool districts, but
we have assumed that it will also be of use to
state and federal policy makers, to people in-
volved in preservice and inservice edugation,
and to researchers.

"Often basic skills planning is done with too .

little time, limited involvement of professmnals
and community members, and in the absence of

_.adequate lnformatlwg and knowledge. The pa-

pers included in this collection are intended
to provide or give refereices to much of the
A

[}
kY
= - “
-

*For persons interested in more detail about this

EKC

project, Spencer Ward has described the procedure
used and some of the complications in “An Explora-
tory Study of a Consensus-Building Approach to
Knowledge Synthe51s and Interpretatlon," which
will be available in 1982 in Knowledg€'Structure and
Use: Theory and Practice of Synthesis and Interpre-
tation, edited by Spencer Ward and Linda Reed and
, ‘sponsored by the Natronal Institute of Educatlon

-
a

o . v

F oreword '

s .

knowledge relevant to réviewing and 'planning
basic skills programs. We hope that this knowl-
edge base will serve as a resource for schoal

districts and will also encourage them to extend

the time provided for basic skills planning arid
.the range o\involvement in that planning.

The collection grew out of the needs of the
Basic Skills Improvement Program and the Na-
tional Institute of Education. The Basic Skills
Improvement Program staff were therlerespon-
sible for coordination of basic skills activities in
more than twenty federally supported programs
and for facilitating coordinNjon for basic skills
"improvement in states and school districts. In
order to dothat effectively, staff of the program
felt that they needed to have a clearer under-

* standing of the approaches‘agd issues to be con-.

sidered”in basic Sklll!\ planning. The National’
Institite of Education is responsible for support
of educational research and for making knowl- .
edge resulting from research available to practi-
tioners in useful forms. Thus, the needs of the
Basic Skills Im@ovement Program fgr infor-
mation meshed with the National Institute of

Education’s responsibility to make knowledge ,

available in a useful form.

Over the last two years, planning and ma,t;-*
agement of the project has been a cooperative \

venture among Basic Skills Improvement Pro-

within the National Institute of Education: the
Dissemination and Improvement of Practice
Program and the Teaching \and Learning Pro-

gram. In the last year, staff of the Research and-

"Development Interpretation Servicg at CEMREL,
Incha reglonal educational laboratory located in

St. *Louis, Missouri, have becotme mvolved in |

-~

gram staff and staff members in two programs_

»
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" pect of, the,project. Educational research and |

' .

the project. In addition, eighty re\searche,rs and
practitioners were involved in writing papers,
project planning, dnd analysis of issues. Anoth-
er two ,hundred practitioners, policy makers,
and researchers helped to-identify questions to

"be addressed or provided reactions tc- or‘le or’

rhore of the papers.

We have &onsidered this to'be a simthesis ‘
project. Although that term is little used in the
yvolumes, we wanted to highlight here that as-

development.have produced much new knawl-
edge in the past twenty years..That research has
often not béen helpful in improving education:
One of the reasofis for this failure appears to

be-that new knowledge is often not organized
so'the many VeCes of knowlédge relate to one
aﬂother and planmng and insfruction in
'schools o , e

’l‘o orgamze the knowledge project staff de- »

+. cided to use a modification of a method used by~

_how the basic

Q

'ERIC

wll Toxt Provided by ERIC

the-R&D Interpretation-Service for the- develop--
.ment of the products in-its Research Within

.Reach series. Those products erganize knowl-

edge about reading and mathematics instruc-
tion around questions asked by teachers. Ir} the.
present project, we clrose to orgamz!: *knowl-
edge’ around the questrons asked during inter-,
views with thirty state, federal, and district
policy makers, and with a smaller sample of
par,ents and teachers. . '

" The interviews were conducted during the
period when the Basic Skllls Improvement Pro-,
ain .was soliciting proposals for 4 grants com- |
tion among local school districts and plans
for basic skills coordination from the state de-
partments of educatron It was not surprising,
therefore, that many wof the people who werd
interviewed exEressed concerns or fears about
skills might be misinterpreted
as a result of the language in the Basic Skills
Improvement Act, rather than asking questions.
Some 'af those interviewéd feared that basic
skills would be seen as too narrow, thus exclud-
ing many of the skills that contribute to syccess-
ful — rather than just adequate — funcfioning
in our society. Others believed that basic skllls
should be narrowly interpreted.

Base on the u;tervrew responses, three re-
lated problems were identified: first, there- is

~t N

. ‘ v

'\udespread dlsa;,reement on the ;,oals ‘and

metHlods of ,basic skills instruction; “second,
there is not-a clear understandmg of the dif-
ferent approaches to basic skills instruction, so
there is no basis fer thoughtful choice among
different perspectives, and, finally, there exists

an irfaccurate perception of the basic skills leg-
istation"as emphasizing individual skills taught

in isolatign from other content. The interviews -
alsorévealdg concerrfs about {He relationships
among the four basic skills areas and other parts$”

of the curricylum.

After discussing the interview flndings with
a number of consultants, we chose to address .

"t\\o questwns in the project. (1) What issues

should be copsidered in plannm5 basic skills
programs? and (2) Whatare the choices in plan-
ning basic skills instruction? Our initial goal.
was to present the major issues and choices and
to avoid advooatmg any~ particular approach.
Our plan was to find people 1o prepare papers

o
T -

-~

" analyzing dlfferent approaches to basic skills

instruction and the issues to be ‘considered in R
dev elopmg a basic skills program, and then to,

have a.group of researchers and practltloners ’

use the papers as a resource for making sense

of t,he various idsues arid choices, much as we

hope school dlstrlcts will do with the publlshed
document.

We wante(l to present descriptions and ra-
tionales for differént choices in the basic skills,
representing tlte different opinions we heard in

R

_ the interviews. We chose to have different writ-

ers prepare brief descrlptlons «— a difficult task -
in itself — of what we perceived to be the three

* different approaches to instruction in each of "~

the four basic skills — a subskills approach, a
holistic appraach, and a balanced approach (a
blertding of the first two). We also identified *
people with special interests”in such areas as
coordination of ¢nstruction, classroom manage- -
ment, assessment, and program planhing and ., .
asked them to write about those issues as they’
related to basic skills planning and instruction.

Most of the “issues” papers worked aut as
planned. Several topics, however, proved, to be
too complicated to deal with in a short paper.
without being more confusing than helpful. .
These papers — focusing on motivation, pre-

..school education, adult education, and bilingual

0, - -
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educatron E T ere remo\ ed from the collection.

The chorces papers — and the choiges: -
. themselves — proved to be far more complex
than we had anhcrpated Onlv in the area of -
reading were we able to find experts who would
advocate quite diffefnt approaches. but it was -
not 'a clear split between a subskills approach
and a helistic or meaning-foglis approach. All of
the paper$ on reading emphasized the impoj-
tance of instruction 'in comprehension. In the
areas of writfen communication?” bral commu-
_nication, and mathematics. however. we were
. ~n0t able to*find widely réspected advocates
. of .ppposing approaches.. Although the authors>
ag,reed to place an emphasrs on one dpproac;h.or
the other. they would not agree to encourage
an exclusively subskills ot holistic approach.
Ma’m argued that. in fact, this dichotomy dld
not reflect the’issues in these argas of the basic
skills. - .

. and revision of the-papers, with each round tak-,
ing into account the comments and suggestions
of a varreﬁlv of reviewers. In addition to this
.COTIS@nSHS- burldrrgg approach to the papers, we
used & strategy of identifying the most impor-
' tant assumptions behind opposing pésitians ’
ond’ strategv mvolved a group of thirty-five re:
'searchers and practitiéiers who worked with us
. for three days to make sénse of the choices and
issues. Fhis group: was responsible, ultimately, ~.
' for 4@ major shift in our thinking about the choic-
es thaf teachers have avarlable to them as thev
" plan basre skills ifistruction.” 7

~

. The grohp"?gested strongly that the rmpor-
tant queéstion™Tor school districts és not “Which-
) approach is the best approach?” but “How can
.the teacHer, school, or school district create a -
basicskills program that will take advantige of
the strengths and avoid the weaknesses, of each
approach?” In other'words, ““How can a school
create the richest mix of appréaches?’’ We began
to move away from our emphasis on choosing:
**The consensus-building and assﬁ;nptions-testing .
technrques used in this project were adapted from

"previous” work done by Edward Glaser and lan
M:troff who confulted * wnth us i planning the

ject} ‘ -

The approach ised involved ongoing review f

-

. . andl testing them.by open critique.** This secs * .-

between a narrou [subskllls) and Ta broader
(holistic) definition of the  basic skills *and "
towérd an emphasis on finding the richest mix, -
of the two,.a mix which: s respofisive to the
needs and concérns of the students. teachers,

.and parents. The introduction’ to the twe vol-

umes reflects that shift in our thinking. -

We have found this experience with collab-.
oration to be a challenging venture dnd ‘a per-
sonally and professionally rewarding ‘one. We
hope the rdeas presented here will dead to fur-
ther cooperation amorig practrhoners policy. -
nakers, and résearchers at the federal; state, and
district ltevels., This project has also rmprcssed
us with the need for'a possible new direction in -
research on basic skills, research tﬁat looks dt
the ways in which. educators cregte’ mixes of
yarious approaches in order'to meet the rieeds

, of individual childrerr in a \arlet\ of situations.
: »
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co ) Spencer Ward
' National Ir1§tr;ute ofEducatron
e . Linda Reed* L
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- The pape!"s in these xolumes are. mtended to
er ide knowledge from researchers, school ad-

ministrators, and teachers to help with planning,
fqr and caprying Gt basic skills'instruction.. As

gnd Choices has resulted from a prolet;tgwolv-
1ng district, state, 4nd federal educatro
s. The topics of papers wer€ chosen ja re-
onse to thgee major concertis: (1) Should basic
skllls bé thdught of ds iinimal compétencies or
as“somgthing more tham-that? (2) Sheuld basit
skills be taught in isola &ﬁpm each otherand
from the rest of the cu lum er mtegrated i~
some _way" (3) Whdf can be dgne to-he]p assure

" that'an emphasis on basrc skills 1nstruct10n will .-

lead to 1mprovemerits m educational practice
and student outoemgs? AR o

~

" In planning any basic skiHs program decr- '

* gions must be made about what will.be taught,

Y

"in planning.

how it will be taught, and how the students’
ledrning ‘will be assessed, In most planmng sit-

-‘uations professror’lals parents, and others in- |

volved in planmeéHhave limited timg to“spend
reviewing ‘res

which would help in making these decisions.
This cqllectlon of papers i5 intended to comple-
ment -basic skills planning at school building,
drstrlct -and state leve]s by providing summa-

ries of major ideas which should be considered -

!
. One of the frequent problems in educa(’lonal
planning is that the peoplé invol ed in plas-
ning have different interests and even diffezent

agen- .

and . gathering opinions |

words for describing wha

students should

© " arn, how they should be taughtWhat the

ERIC >~

.+ . .. Basic.Skills Issues and Choices: A
o0t e 2o An ntreduction- - -

‘described”in the Preface and Foreword, Issues -

\complrshments Chapters in the three sections -

-

7
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problems are with current basic skills mstruc-
tion. This book attempts Yo identify major issues

s

and choices facing plannérs, thus providing -

common térms And a common background for

psople involved in p]annlng for basrc skills
, improvenent. . © . e

The 1mprovement of basic.skills instruction

<_requires clear and agreed upon goals, #struc- .

tional precedures, and measures of studeiit ac-

in Yolume 1 addréss® general issues rglated
' tb instructional procedures and arrangemen{s
.goals;/and the plannmg process, Papers in each
of the four sectrons in Volume 2 highlight d1£—

* ferent approachesAto the ‘specific basic sKills .
_-areas — writing, speaking and ligtening, matl'ae-,

-

matics, and reading. , e

The edlitors’ notes precedmg eac:_h section and
_ paper indicate major topics aof the papers al;d
" how. they. rélate‘td one another and to the basi€
skllls planning, process. The rest of this intro-

ductron\pro ides a larger view of how the pa-
pers relate to baslc skills plannmg This discus-,

sion is based 0n our analysis of the papers and,

admmrStrato.r;s,\teachers and ‘researchiers who
. worked with «us in a.three- day meeting and in
many telephone contacts to make sense\of the
issues and approaches ‘described in the PApEIS.
In the next four parts of the introduction we will
indicate how the papers relate to: (1) the plan-
ning process; (2) questions about basic skills

" on recommeridations from a group of thlrty-flve ‘

-

instruction; (3) answering thé& questions; and -
" (4) apptoaches to basic skills instruction in each

of the four hasic skills areas. The final section of

L3
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72

/

the introduction vnll brlefly summarize each of
the papers. - -

@

‘ ,'I:he’ Planning Précess

The plapning of t)asic skills programs and of
all instruction in schools is best seen af an on-

going process. Just as teachers need regtilarly to

assess their students’ progress, so schools and
school districts need regularly to assess thei;
basic skillg instructiohal programs.

* Planning should not necessarily assume that
" a new program or new approach to instruction
is needed. In many situations the best approach’
to 1mproVément is providing help to teachers in
Carry 1ng out a curfent program The too frequent
approach of initiating a “new"” program every
few years discourages teachers, who often are
fiot involved in making the decision. As Jay’

Samuels notes in Characterlstlcs of Successful .

School Programs in Basic Skills,” impiement-
. ing a new program requires about six years and.
significant training and support, Effectlve lead-
ersh1p and teacher 1nvolvement S pomts
out, are critical to both”the plannlng and the

change processes. . .

. Although there z;? urgent needs for lmprov-
ing basic skills instructjon,, evidence suggests
. that we are not facing an emergency which

would ]ustlf»y throwing out what we have beef

doing. In “Literacy.Is Rising, But So Is Demand
for Literacy,” John Bormuth suggests that there
is no ev 1dence. that reading scores in America
are decllnmg fp‘r the population as a whole, but

" . evidence does point to the fact that literacy is

increasingly important for sticcess in our soci-
ety. He argues that schools must give cloge at-
tention to the goal of provrggpg.effectrve llteracy
instruction for al ents. e -

These and other issues in thé planning pro-

cess are the focus of three of the papers, al-

though all 6f the papers contribute to plannlng
In “Making Choices in Bas1c Skills Instruction:
Research ard Theo Michael Kamil discusses
“the role of educaﬁnal research and theory in
basic skills planning. The chapter by Gerald
- Duffy, “Making Basic Skills Choices: Values and
Constraints,”” examines the values and practical

constraints which operate.on the planner and -

the schpol, as decisions about basic skills in-
. struction are made. Charles Allen offers a first-

\

hand perspective on some of the compllcatlons
that can occur in plannlng in “At the Bayri-
cades: 'A Cautionary Tale.” Allen describes a
curriculum planning effort in response to a state
mandate that students meet minimum require-
ments before\graduatlon

-

In discussing the planning process we will
consider goals, or expected student outcomes
mstructlon or what happens in the classroom;
and assessment, or measuring of student

outcomes.

A crucial factor in planning is understanding
the relationship among goals, instruction, and
assessment. At first glance the relationship ap-
pears obvious. goals are > established,.instruction
is aimed at reaching those goals, and the assess-
ment ‘réflects the degree to which the instruc-
tion has been effective in reaching the goals.
Unfortunately, these relationships are often,

- confused. The processes of goal setting, instruc-

tional planning, and assessment planning may .
be isolated and uncoordinated. School district

‘goals may be expressed in vague or general

terms that offer little guidance for instruction,
or testing programs\ may be unrelated to the
goals?of the school or to the instruction that is

] prov1ded ,

-. An equally unfortunate situation is’ where
standardlzea tests are used without careful
thinking about the adequacy of the range of
skills #¢sted. In such a situation the tests may
also determine the goals and instructional pro-
cedures used without professionals and parents

"ever carefully examining what students need to

learn for effective functioning in the commu-
nity. 4s Gorth and Perkins discuss in their chap-
ter, many states are establlshlng tests to be used
throughout the state. Often 'state assessments
are focusedvaround a minimal set of skills. Al-

- though this can serve a useful function for the

state, it can have negative impacts at the school
and district, level if, parents and pr‘é'fﬁggnals
accept the state competencies and tests without
askmg whether students ifi the individual com-
munity or district need addltlonal skills.

The matchlng of goals, instetion, and per-
formance is critical for the development of
effective basic skills programs. When schools
are cr}‘tlc1zed as being ineffective, ofteri there
may only be mlsmatchlng of these three ele-

13.7 -

‘l"\



mgnds. Although it is unlikely that the goals of
the sgzh‘oosor its instruction have remained con-
. stant during the last 15 xears, we know that. the
standardized tests of student performance have
not been adapted to' reflect changes either in
curricula or in individual courses taken by stu-
dents. What might be considered a failure.to
teach may be the teaching of differerit things.
No amount of planning for curriculum change
will be seen as effective if the tests designed
to meastyre the results do not match goals and
instruction. ~ ‘

Goals are often. stated in general ternts. Ideal-
ly they are related to objectives, which in turn
are related directly to instruction. Where goals
are not linked to objectives and translated ‘into
specific terms, one cannot be sure if the goals
are being accomplished. Without the translation
to spemflcs different people can interpret th
goals in their own ways and potentially expect
quite differgnt outcomes from instruction. With-
in a communify, if there is dlsagreement about:
the goals of a basic skills program, it is unlikely
that there will be agreement about the program’s
suecess.

-

Coordination and interaction among goal set-’

fing and planning for instruction and, assess-
ment are important because the terminology
lised to state goals is often open to many inter-
pretations ullil the implicasibns of those godls
for instruction and assessment are defined. In-
teractive planning among those affected pro-
vides the option for changing goal statements
when it is seen how they translate into practice.

Pat Weiler in “Planning and Management af
. Instru tion” discusses some of these same is-
) SUCH as, they relate to planning at the classro6m
levet — mclud;ng the effective involvement of
‘parents.

Questions about Basic Skills Instruction '

In attempting to make sense of issues and
cheices in basic skills instruction, the thirty-five
consultants suggested a number of dimensions
on which approaches to instruction differ We
have adapted their suggestions into ten ques-
tions which fall into the broad categories of
goals, instruction, and assessment. The ten
questions are selected to highlight important as-
pects of'basic skills instruction.

Goals

1.What are the skills taught?
Instruction

" 2. What is the order in which
instruction takes pclace"

3. How are skills taught and
., practiced? «

- 4. What kinds of learning ex-
periences do studentsshave®”?
) 5, Whgt is the setting in which
learning takes ‘place?
" 6~How is the learnirg’ situa-
tion structured?

. 7. How do teachers respond to’
s ~students’ creativity?

8. How are student ‘‘errors”
viewed?

9. How is instruction in vari-

~ous skill areas or content

. areas coordinated or inte-

grated?

\d

v

Assessment é) How is learning assessed?

Goals

What are the skills taught? The approaches
available for consideration here relate to the
number of different skills taught, as well as the
types of skills. In mathematics and oral com-
munication one approach would be limited to
one or a few categories of skills (for example,
those skills involved in computation or in pub-
lic speaking) and another approach wolld in-
clude many additional categories of skills.
Types of skills might be distinguished (1) as
subskills (isolated skills) or holistic (meaning-
focused or problem-solving skilly) and (2) as
school skills (academic skills) or non-school
skills (life ‘skills). .

Some of the factors to be considered in setting
goals or deciding on skills to be taught-are dis-
cussed in four of the chapters. Robert Stump
and' Nina Selz in “Basic Skills for the,World of
Work” report,on surveys of and ﬁcussions
with school sé , employers, parepfs and stu-
dents about whgt 3kills are neede‘df in the world
of work. In “Skills for the Future,” Lena Lupica,
suggests that rapid changes in cultural, ethnic,
and language standards, in the composition®of
the nation’s work‘force, and in the use of tech-
nology require a*broader definition of the goals

4
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of basic skills nstruction i students are to
survive in their constantly changing communi-

, ties. William Gorth and Marcy Perkins describe

how five “states have identified and defined
minimum competencies in the basic skills-in
response to legislative mardates in *Skill Defi-
nition in State Competenty Testing Programs.”

Georgine Loacker and Marcia Mentkowski de-

scribe the results of a ten-vear effort by a cdllege
faculty to more carefully describe and measure
the knowledge and skills thev wished their
students to learn in “A Holistic View of Adult
Abrlmcs

Instructlon 5 -

What is the order in which instruction takes
place? Some educatorg would propose a set and
inflexible .order while others would provide
much flexibility. Textbooks and district curricu-
lum guides often have.a major influence on the
skill$ to be taught and the brder in which they
will be taught,

‘How are skills taught and practlced" Skills
may be taught and practiced in isolation or in
the context of solving a problem or cdmmuni-
cating a message.

‘What kinds of Jearning experiences do stu-
dents have? Examples include learning by sim-
ple repetition or learning by solvmg problems
or performing a task. More active settings might -
include student

What is the setting in which learning takes
place? Distinctions_include learning only in
school settings and learning in non-school set-
tmgs as discussed S Betty Beck in Learmng
in Real-Life Contexts.”™

How is the learning situation structured?’
Formal (highly structured) or informal (more
dependent on student initiative) structures are
compared, as are individual and group work.
In “Classroom Management. Making Time to
Learn Basic Skills,” Linda Anderson discusses
the Tesearch on classroom management and of-
fers concrete examples of effective and ineffec-
tive techniques used by teachers.

How do teachers r‘spond to students’ crea-
tivity? Creativity may be encouraged or discour-
aged, either directly or indirectl the course

of teaching any of the basic skills.

S [

% N -

involvement in school and " -
' classroom governance and upkeep.

. o~

How are ‘student “‘errors” v1eWed" Another
distinction is betweenl an emphasis on correct-
ing “errors” or using student responses as clues
to the students’ reasoning processes. Regardless
of the emphabls on errors, consultants agreed
that correction should be made in a w ay that is
not destructive to the child's self-esteem.

. How is instruction in various skill areas and
content areas coordinated or integrated? Each
basic skills area may be taught in isolation so
that it receives focused attention from the learn-
er. or in conjunction with other curriculum, so
relationships with other curriculum content are
seen and so that more than one subject may be
taught through a stngle learning experience.

Most of the papers in the *
Skills Instruction™ sectign relate to the question
on coordination or integration of" instruction.
Thet deal with the interrelationships among the
Jbasic skills, the relationships of basic skills in-
struction to ather areas*of the .curriculum, and

Issues in Basic .

°

the relat,ioriship'of basic skills instruction to -

dealing with'non-school situations. Those pa-
_pers are important in suggesting how the entire
.school experience can contribute to learning
and reinforcing the basic skills, thus’increasing
the effectiveness and meamng,fulness of basic
skills instruction and léarning.

-Dorothy Strlckland in “Integ,ratmg the Basic
Skills through the Content Areas,” describes a
framework for 1nte§ratmg the basic_skills, both
among the basic .skills and ‘with other areas of
the curriculum. The collaborative effort by a
number of professional ofganizations to encour-
age an expanded view of the basics is described
by Marjorie Farmer in *“The Essentials of Edu-
cation: A Broadgr View of sthe Basics.” John
Meehan, in "State Leadership in Basic Skills,”
and James MacLean, in “Forward to the Basics
— Qntario Style,” describe the planning and
implementation of programs develeped at the
state or province Jevel, programs which empha-
sized integration of instruction across the basic
skills.

N

The use of real-life problem solving i,

the focus of Betty Beck's chapter “'Learning in
Real-Life Contexts.” In “What's Basic: A Con-
structivist View,” Tom O'Brien provides a

theoretical framework for basic skills instruc-«

tion. That framework emphasizes the child's
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use of the basic:skills to make sense of the

"world., O'Brien suggests that learning basic
skills be integrated with the larger tasks of
learning to cope with and understanding the
~wWorld.

' Assessment

How is learning assessed? This question in-
cludes issues of frequency and formality of
assessment. Decisions about.how to monitor
students’ progress have an important impact on
instruction and student learning,.

1

In “Classroom Monitoring and Assessment"”
Vito Perrone and Walter Haney discuss the im-
portance of both informal and formal proce-
dures — including record-keeping and norm-
referenced and criterion-referenced testing —
for determining the progress students have
.made and for communicating effectively with
parents, Assessment is also often thought of as
forma{ne or summative. For,ma]xe or ongoing,
assessment is used every day in the classroom.to
monitor ledrnfing and to make adjustments in
instruction as necessary. $ummative, or final,
assessment is done periodjcally to assess thé

-
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to outline significantly difer
instruction. As backgroun

.tions as part of planning basic skills pgograms.

The charts indicate alternative answers to
each of the ‘ten queéstions as seen from tyo or
three approaches. The approaches help to\clar-
ify selected components of instruction{and
should help to focus basic skills planning|dis-

» cussions. Three points should be emphasized
~ before we discuss how to-use the charts.

First, although the charts characterize dif-{:
- .ferent

“approaches” to instruction, we do not
consider any of these approachés to be exact
descriptions of what teachers do in the class-
room..The charts are, instead, designed to high-
light different responses to each question. The
responses given are not theb_only resporses

'@ Jo55ple.

iy

1
4y

.

.from the two or three different approaches. In "+

. researchers who met with us for thfee days to
discuss these issues agreed with the idea that

- school, if motin @ classroomyof tearming experi-— ]

A Y

° ..

.Second, most of the project consultants, par-
ticularly administrators and-teachers, empha-
sized that instruction usually consists of a mix
" of several approaches — a mix that may vary,
depending upon the teacher, the student, and
the comrrg’]mnity The mix will also vary because
of different state requirements, different com-
munity needs, different available, teaching
skills, and differences in students.

Among the participants in the project were .
several hlghly respected teachers identifiedl by
the two teacher unions and several administra- .
tors chosen by professional associations.and
state departments of education. They empha-
sized that educators in schools do not care about
choosing a subskills, a holistic, or any_athgsetewznese
approach. They suggested that m&st Teaghers
use elements of each approach and that the im-
portant issues are how to design instruction that
is effective and that meets the needs of the indi-

’udual child and how to maintain the flexibility
to respond to changes in children’s needs. They-
agreed, however, that teachers may emphasize
or use more of one approach than another. ’

The third point is that students may need to

‘be exposed to more thart one approach to in-

struction. The papérs by Peterson and Resnick
suggest that different approaches to instruction
lead to different outcomes, and the papers by
Stump and Selz, Loacker and Mentkowski, and
Lupica suggest that students need the outcomes
addition, some students learh better when they

are exposed to more than one approach, and - .
some tedchers teach better.using one or another :
approach. * o

Most of the teachers, ad'ministratbrs, and

schools should be encouraged to use a rich mix, .
rather than a pure form of any approach. They

were not necessarily saying that they thought a

rich mix was the “best” instruction. They were ,
saying, however, that, given the realities of the ,
range of beliefs among parents and among pro-
fessions, a rich mix was the preferred goal in

basic skills planning.

Such a mix would include availabi]ity in a'

ences representing several approaches_to basic




/

'

¥

B

.

N -

skills mistryction. Se\ eral consultants warned ing. Actually, this is the way that educators haxe
however, against allow ing the mix to become tradmonall} thought of writing® instruction in
random and against attmtleb associated with . the classroom. The goal has been to have stu-
dan\ approach bemU done carelessly or in such a dents learn about the mechanics of writing in
wdy that the basic assumiptions behmd the ap- an established sequence. If they master the
proach would he violated. . mechanics and have.,a reasonable amount of

The brief statements in the riext section and ~ Practice, they will eventually become “good
the chart on each basic skills area are not defini- writers,” though perhaps not poets or novelists.

-

g
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offered as tools which m‘lght aid in identifying - Over the past decade a group of sesearchers
strengths. weaknesses, and places for potential and educators has beg\un to talk about vrltmg as
improvegment in instruction. - a set of processes and to stress the ortance
Within each basic skills area the ten ques- = Of having children learn to write WYy eating a
tions on the chart provide a focus for examin- class#bom environment which ericolrd i" es risk °
Tiig *current -instruction. identifving agbas 1y taking. lots of writing, and building™on young
which lnstrllctlb'h;nghLbe improved, gnd de- - children’s already extensive know. @, of lan-
termining how to achieve the impfovgdents. guage. Proponents of the processgs ap roach to
In reading the charts planners might ask — teaching wrltmg suggest that children be faught
for each question — What are the strengths . 0 use four stages in their writing — prewriting,
and. weaknesses of each approach? and, What drafting, revising, and editing. “"*‘W/"
'is being overemphasized or underemphasized Prewriting is a period when children gerierate
in our program? This would alert them to ideas, organize their thoughts .abeut specific
strengths to be pres'er\'ed and potential. prob- - jdeas, talk to other children.and to adults about
lems to be acorr_ected. With that information, their ideas, decide why they want to writg (de-
planners can determine how to achieve neces- termine their purpose). decide who they want to
sary improvements. write for, and generally build their motivation
Brief.overviews of each of the basic skills to writg. In the drafting stage, they put their
areas follow. In writing, we have outlined the  thoughts on paper: this might be a free-flowing
characteristics of product-oriented instruction process, or the writihg might .E)e done using a
and process-oriented instruction. in oral com- - mental or writteni outline.
munication, we have outlined the tradjtional In the revision stage, the student might make
. approach, .2 minimum competencies ap §03C~h major changes in .the writing — adding, delet-"
and a functional approach. In mathemati¥s, we ing, or rewriting large portions, and possibly
have outlined an approach in which the-focus is reorganizing. It is possible that the ‘stident may
on having children learn computational skills have an important new thougbt which will re-
and another in which the focus is on helping _Quire additional thinking and drafting. Changes
children.to develop their ability to solve prob- in tone, focus, or point of \ view may occur, and
lems in ten different mathematics areas. Finally, the student may give so attention to spelling,
in readinOL we have presented a subskills grammar, and other metrzr}?a‘hlcal concerns. Revi-
approach and _a holistic, or meaning- focused sion may occur once, twite, or several times.
approach. ) ~ Some pieces of wrmn’g might never please the
.. h 4 wrlter .
Writing -t The ‘editing stage-is the;i time for students to
When most people think of the word “writ- = put the finishing teuches on their writing. At
. ing,” they think of a piece of paper with words;”  this point they pay close attention to vocabulary,
phrases sentences, or paragraphs written on it. gramma® punctuation, capitalization, usage,
“Good writing" usually means writing that, re- spelling, and handwriting. After all, the final
flects generally agreed-upon rules af grammar, product is the physical representation of a great
usage, spelling, vocabulary, and even handwrlt- deal of time and energy.
7o '

This approach to writing instruction focuses on

tive statements.. They are rather, attempts at
the final product of wrxtmg

highlighting ideas in the papers. The charts are

e
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In 1978, in response to a request from the'U.S.
Office of Education, the National Council of
Teachers of English (NCTEY developed a state-
ment of “Standards for Basic Skills Writing
Programs.” The purpose of the Standards is to
assist school districts in defining the content of
their instructional programs in writing. The
Standards recqgnize the importance of teaching
both the processes of writing and the conven-
tions of edited American English. They also
urge that suffigient.time be devoted to writing
during the school day.

An important point made by the Standards is,
“Teachers with majgr responsibility for writing
instruction (should) receive continuihg edyca-
tion reffecting current know ledge about the

. teaching of writing.”” Many teachers may also
need to become more frequent writers them-

' sel\es in order to understand children’s re-
actions to writing processes.

"\, The Standards, a history “of thair develop-
ment, and a discussion of their implications for * ,
classroom practice can' be found in Charles
Suhor’s paper, “NCTE Statement on Standards
‘fer Basic Skills Writing Programs.”

What does instruction which focuses on writ-

“ingas a produ?tS lpok like? Conversely, how can

we characterize an instructional program which
has writing processes as its primary focus?

“Figuyre 1 describey—}&;h kind of approach in
relation to the ten questions we have discussed.
Again, (1) for any of the, questions, a writing

~ program may include major elements ef both of
the approaches described, as well as other
approaches, and, (2) the-answers. given ﬁ){,lhe
questions represent samples within ‘a range of
answess that céuld be given.

’

_In addition to Charles Suhor’s paper, Volume *
2 jncludés three papers which are degsigned to
assist school districts and individuat teachers in
making decisions about writing _instruction.
. Vivian Davis describes approathes to and prac-

tices for the teaching of mechanicj in her paper,

“Teachmg the Mechanical Convent}pns of Writ-

ing.” She presents some of the su gestions of

edugators and researchers about what should

" be taught, in what sequence, and using what
ms’trm:honat -approa -

establlshed the best way to teach the mechamcs
!

\

Q

- integral part ‘of the basic skills curriculu

. tion as a'set of skills necessary for students to

of wrlttng Man\ dppI‘OdChe S dre usod and are
effective.

3 ~

Two pdpers-—b‘;us on teaching' writing as a
process. In ““The Movement toward Meaning-
Focused Writing,” Robert Brown. Jr.. discusses
difficulties in writing and teaching \\rltlng,
how writing differs from conversation (the fact
that it does differ rhakes writing even ha
for students to learn), and how teag
succeed in the classroom in spite p#all the dif-
ficulties inherent in the learnipg and teaching
processes. )

Q

Thomas Newkirk, in “"Th¢ Writer as Experi-
menter,” describes tln phhses a child goes
through as he or she learng to write — from
drating and writing using in\ented spelling to
a mature phase in which writing represents in-
formed commitment. Suggestions for guiding
students through the prewriting, drufting, revis-
ing, and editing stages while they\are going
through the learning process can found
throughout the paper. )

Speaking and Listening

- Speaking and listening have always beer\an

Show and tell, oral reading, responding to
teacher questiens, oral book reports, reciting of
poems or famous speeches, and class plays are
farmiliar to all of us, and they are still present in
the language arts curticylum, Yet such activities:
as oral bapk reports andiclass plays are consid- |
ered special eventsin | most classrooms, and
there are not many tm’fes each day thatachild i#i,
a class of twenty-five ot thirty children gets E
answer a teacher’s question. . A
Ga-:

Most teachers do- not teach oral communi

function effectively in society, as they_do read-
ing, writing, and ‘mathematical skills: Yet chil-
dren outside of the classroom, and most adults,
spend much ‘more time™talkipg and ‘listening
during the average day than-they do reading,
writing, or solving “mathenfatical problems.
Good oral communication skllls are lmportant
and they can be taught. }

- In 1978, the Educational Pollcles Board of the
Speech Cormnumcatlon Assotiation (SCA) £s-

‘_a ey ——r—
speaking and llstemng Competenmes for hlg# -

1Y

A
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Goals

What are the skills
taught® -

. Grammar and usage — tense, agr%ment

Instruction

What is the order in .
which instruction
takes place?

£l

How are skills taught

. and practiced?

Figure 1. Writing Instruction

. .

Focus on Products

Handwriting — children dre taught to write
with ease, clanty and enough speed that
their handwriting does not restrict their
expression of ideas. Spelllng — children

.are taught rules for speling, the meanings

and pronunciations of words they are
learning to spell,-and they are expected
to use the words in their own speech and
writing. Capitalization and punctuation
rules are usually taught in a predetermlrﬁd
sequence from grades one through six.

sentence structure etc.

The sequence in which skills are taug
1s highly structured, with simple conc
being taught before more diﬁi(?t:lt con .
cepts. Children are taught to write simple
sentences, then complex sentences,[para-
graphs, and essays. Order in teachirg stu-
dents townite for different purposes i
usually from expressivé to narratlve
persuasive.

Formal writing instsuction usually befjins

€ practiced through
orkbook exercises and

v l
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Questions to be asked by planners for each category: ‘ :
What s the currentpractlce 1n our school district? What is ovgremphasized? What is underemphasized? R
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~ \

Focus on Processes

Children are taught to understand writing procesSes andto
realize the need for flexibility. This includes prewnting skills, |
drafting skills, and, later, revising and editing : sktlls They are .,
taught to read and assess the writing of others, particularly thglr
peers, and to be critics of their own writing. They are taught
handwriting, spelling, capitalization, punctuation, andgrammar
and usage as part of the editing process. Emphasis i$ on clanty
of meanlng. so that the intended audlence will understand what
the'wnter is trying to say. - o

~ s

Wntlng instruction emphasizes writing as a set of processes.

At all levels instruction treats each part of the writing process
Practice in the techniques of prewnting (for very young children,
this might be drawing) and drafting comes first. Later, children
are taught techniques for revising and editing. The mechanics
of wniting are taught as part of the editing process. Emphasts
throughout s on purpose for writing and identification of

audience.
L ]

Children are taught to wnite by having lots of wnting expen-
ences — this begins as early as kindergarten. They are encour-
aged to verbalize their ideas by tatking to the teacher and their
classmates. Assignments are broken down into small'steps to
help the students explore and organize the topic, decide on a
purpose.for their wrmng, identify and think about thesr audience,
and adopt a point of view. Students are taught the mechanics of
writing as they need to know them, most often during the editing
process. The student/teacher conference is used frequently as
a teaching and assessment strategy, usually during the revision

stage of a piece of writing. -

-
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Focus on Products . - .« , - Other Approaches Focus on Processes : N
) : 4 . .
What kinds of learn-,  Learning.by rote, memorizing rules, | P R ‘When they enter school, children are already accomplished
ing experiences do completing many exercises that iHustrate It I I language learners. Their previous experiences are the basts for
. Students have? . the same rules. Students often select | | | early wnting activities. The child learns to write by drawing: by
) ’ writing topics from lists provided by the 4 : : ]I. talking, by reading, and by being encouraged to writé in a warm,
teacher. In many classrooms, students I I I . positive atmosphere. The teacher serves as gyide, facmtator »
receive one formal wrmng assignment per I I I sounding board, but not always as the audience. Children are
week. The audience for the writihg 1s * | [ 1 encourag_‘td write for their peers, parents, and other ° N
' : ‘usually perceived by the gtudent to be the o | | * audlences
" teacher, ' | | |
-n ) ) I I . I . N . .
. W’f,)athli;he .semn% in Prlgwarlzjm school. using commercially ‘e’ | i Primarlly expenence-based, using children's own internal moti-
which fearning takes  published "grammar books,” workbooks, | ! | ,. + vationto express themselves, Emphasis is on the students’ -
. place? and often teacher-developed worksheets | l. | personal experiences In schQol and out of school Open atmo-
¥ for practice. Attempts to motivate children I : | sphere that encourages sharing of ideas with the teacherand
are made through giving them high- ' | | ) among students. .
. _interest topics,to write about and through : | : i : )
. encouraglng them to choose their own I I 1 -~ .
' topics Samples of student writing are dis- [ | [ e
Ly cussed by the whole class and are often 1% [ b {
. displayed inthe classroom. ™ | I A
. ) ) I -
How is the learning *-hghly structured and formal. Most work iS | | [ The teacher serves as guide and facilitator in a relatively infor-
Situation structured? either whole class instruction, individual I . 8 mal atmosphere. Skillsare learned as the children are motivated
) ¢ - ' Seatwork, or homework, 5 | | | to learn them in order to achieve cPanty in their writing. Lots of
- ~ I : | one-to-one (both student/teacher and student/student) inter-
. . . : | : action and lots of small  groyp shanng and writing. :
g Howbreachers i “ Although the teaching of the conventions : : : " The entire focus of the writing program 8o build and maintain
“ requnq tostudents’ = of wnting does not usually encourage |- | o students’ interest in wnting. They are encouraged to be as crea-
) crealivity? _students to be creative, an effort is mdde I | | tive as they can be. The only constraint on their creativity 1s that
. to motivate students and to encourage | ) | their ideas must be clear and their purpose accomplished wnth
,. attempts at creativity, wﬂhm the constralnts | | I the intended audience.’ o .
- of existing rules. . b I : . .
- ' | | ..
. {:Iow are sfudent Specific sanI deficits a.re dlagnosed by the | I | Errors In student writing are viewed as a natural part of the
errors” viewed? teacher based on |dent|fncat|on of recurrent I | | ,ﬁearnlng process, Risk taking is’encouraged. Most errors will”
.. errorpatterns. The childis given individu- : l- } . dlsappear as students mature. Those that do not will requite
. alized instruction and additjonal-practice | : ) | " guidance from the teacher for correction. The teacher is more  *
worksheels to help correct the problem. ‘ A TR concerned about students’ understanding of the process and
“‘Children with similar error patterns might | * . | I I purpose of wnting than about errors in the-product. Uses the
. ) be helped it small groups. T ' ' produ<_:t as bagis of 5feedback on the process the stud?ﬁt used.
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Focus on Products Other App'roaches Focus on Processes. . ‘
How is nstruction Writing instruction is part of the language | | | Because it is so important that students do a lot of wiiting, they-
In vanous skill areas  arts programii all schools, Although writ- I | | f,re encouraged to write In all of the content areas, for example,
1 orcontentareas ing is likely to be used in content area : : : keep journals, to work and write in activity centers, to assist
. coordinated og courses such as science and social | | i In designing, writing copy for, and building displays in the
integrated? studies, students are notusually graded on, I | » I classroom.
. their writing ability by teachers of those | l | ) ¥ . N
courses. Writing in these courses s often | | | A
¢ just a matter of answering lists of ques- | | | c -
* tions, although they might also require - I I | . - .
occasionalwritten reports. Some content- I | I ) <o : . . »
areatedchers require the keeping of a A . ' L L ’ v
o [ 1o N
journal. | I 0 - o )
. . L . | | | o ) ,
Assessment ) -t : | - : & X ce ! N
How is learning Student grades depend on their perfar- I l | - Primary attention is given to students:. ability to vely com-
assessed? . mance on spelling tests, completion of | R nicate their tdeas in relation to their purpose and audience.
. . workbook exercises, and their perfor- | | o Student/teacher coniferences permit informal ongoing diagnosis
mance on tests to asséss specific skills, | | | and feedback to the student. Evaluation is base¢q on complete
-as well as-their grades ogwriting assign- | } I pieces of writing and reflects informed judgments, first, about
- ments. Evaluation of writing assignments I | vl clarity and content and then about conventions of spelling,
/ reflects informed judgments about clarity, | | }' mechamcs and'usage.
- . . content, and'the conventions of spelling, » : : ° . .
° mechanics, and usage. ' N . -~
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school graduates. The list of recommendations,
-which is included in Fred Jandt's paper. "‘Oral
Communication: Individual Skills Focys,” de:
scribes the competencies which students.must
develop in each of three areas. occupational,
citizenship, and maintenance. The competen-
cies within each area are categorized in’the
following way: ' . Lo

1. Communication codes — this set of skills
dedls with minimal abilities in speaking
and understanding spoken English and

s using. nonverbal signs (e.g., gestures and

facial expressions). e
& 2.Oral message evaluation — the use of -~
%

standards ofedppraisal to make judgments
about oral messages ‘or their effects.

. Basic speech communigcation skills — the
. process of seletting message elements
and arranging them to produce spoken
messages.

-

. Human relations — skills used for building
and. maintgining, personal relationships
and for resolving conflict.

In 1979, SCA went beyond this iritial set of
guidelines to develop, with the American
Speech-Language-Hearing.Association,.a list of
*Standards for Effective Oral Communicatian
Programs.” The Standards emphasie the every-
day needs of students, the classroom as a prac-
tical communication environment, and the ex-
pansion of the student’s repertoire of speak-

+ ing and listening behaviors." These Standards

" are included in Barbara Lieb-Brilhart’s: paper,
“Standards for Effective Oral Communication
Programs.” ‘Lieb-Brilhart describes the devel-
opment of the Standards, assumption$ upon

. which they are ‘based, apd tensions they may
cause in the educational community as s¢hool
districts begin to implement them.

A pressing problem for educators in pral com-*
munication is the assessment of student skills.
SCA has provided guidance in the assessment
of*oral communication skills in the form’of the .

. “Criteria for Evaluating Instrumé&nts and Proce-
dures for Asséssing S‘B‘s'z"qking and Listening.”
The criteria appear in Jandt's paper. Among
otHer things, the criteria call for assessment that
(1) clearly distinguishes speaking-and listening

(2) -emphasizes the application of speaking
and listening abilities in familiar®situations,
(3) involies situations allowing for a range ‘of
acceptable responses, (4) is standardized and
has corttent validity, (5) avoids creating undue
stress or anxiety, and (6) is, free W’“CUI- .

tural, racial, and ethnic stereotyping.

'In describing approaches to speaking and lis- -
tening ihstruction, we will focus in Figure 2 on
a classroom in-which'an activities approach is
found, a (géssroom where minilmal competen- -
cies arg taught, and a classrodm that focuses on
functional communication. In oral communica-
tion, there have not been clear,definitions of
thése tigree approaches, and othér approaches
have been described. Regardless of the approach
or mixture of approaches used, all educators
need to become strongly committed to the de-
velopment of oral communication programg..

The instituttonalization of such progra
will require specific planning. Batbara Lieb-
Brilhart warns that , 'S

While assessment may be difficult; it is alsop im-
portant that educators not use this as a reason for
leaving oragl communication qut of the basic skilts
curricutum. In fact, as oral communication pro-
grams are being designed, more state and federal"
agencie$, as well as research organizations, are
developing assesstnent procedures. ... Test pub-
lishers are also jparticipating in the development
of suitable instruments. Aé-t‘hough these activities

- are helpful and encouraghg, it is important-that

_ease of assessment not determine the content of ~
the curriculum. (p. 44)g )

— . -
.

. School distric{s planning to implement an in-
structional program in" oral communication
based on SCA's speaking and listening co
petencies will find valuable suggestions in
Clarice Lowe's paper, :‘Application of Minimal
Speaking and Listenin'g\Competencie’s." School
districts ‘which are considering implementing

. "a functional approach in the classroom will be

interested jn reading Barbara Wood's “paper,
“Oral Communication: H(’)listic Skills/Func-
. tional Approach.”

°

O erformance from reading and writing ability,
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Figure 2. ‘Speaking and Listening Instruction

0y

Questions to be asked by planners for each category:
What /s the currentpract/ce in our school district? What is overemphasized? What is underemphasmed’)

S

Others*

®

Goals Activities Focus

What are the skills The primary goal of the instruc- 7
taught? . *, tional program is fo perfect |
’ speaking as an art form in I
formal activities suchas public '

speaking, oral interpretation, :

debate and drama. Very little |

. formalinstructionis giveninthe |

= elementary grades: Children |

are taught to speak with edse |

,andclarity at a reasonable rate. |

As they grow dlder, they must 1

pay attention to loudness, pitch, [

and correctness. For oral book I

, reports and speeches, children :

are taught how to organize their |

ideas and the steps involvedin |

- preparing for informative and i

. persuasive speaking. Few oral i

, intérpretation and dramarskills |

. aretaught, although some chil- :
|

|

|

I

I

|

|

|

|

|

|

|

|

|

|

|

|

|

I

]

°

-

v

( dren do perform.

.

-

®
<

&

L

Instruction - ’ -

What s the order in
which instruction
takes place?

1

Children are encouraged to

speak in front of a group in

klndergarten and the primary

g} des to describe an object
fwould like to share with the

-

.

N

|
|
|
I
]
|
|
|
!
]
1
|
|
|
|
|
|
|
|
|
]
|
|
|
|
I
]
|
|
|
]
|
i
i
|
i
|
I
|
|
|
|
|

*These lines represent other possible approaches to speaking and listening instruction.

" Minimal Competencies

Communication codes: listen
effectivegy to spoken English,
use words, pronunciation, and
?rammar appropriate fog situa-
ion, use nonverbal signs appro-
priate for situation, use voice -

. effectively. Oral message evalu-

anon: identify main ideas in
messages, distinguish facts
fram opinions, distinguish be-

‘tween informative and persua-

sive messages, recognize when
another does not understand
your message. Basic speech

- communication skills: express

ideas clearly and concisely,
express and defend with evi-
dence your point of view, orga-

nize messages so that others '

can understand, ask questions
to obtain information, answer
questions effectively, give con-
cise and accurate: direction’s,
summarize messages. Human
relations: describe another's
viewpoint, describe differences
in opinion, express feelings to
others, petform social rituals.’
Occupational, citizenship, and

* maintenance applications are
* taught for each of these skills.

~
RY

. Information is preéented so that

the student progresses from _

simple to complex levels of

speaking and listening ability.

The learning experience pro-
‘ [

} Others*

]
]
]
|
|
|
|
|
|
|
|
|
|
|
|
|
!
]
|
|
|
|
|
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Functional

Children at all levels are given
experiences that allow them to
develop their skills in fiye areas,
which are functions of everyday
interactions: controlling, sharing
feelings, informing; ritualizing.

- (skills, such as taking turns in

conversations, which help to
sustain our social relationships),
and imagining (fantasizing,
storytelling, étc.). Children are '
taughtto understand the impor-

" tance of, respond to, and use

nonverbal messages. Children
learn how to select strategies
from their repertoire of skills,

how to implement the strategies;
and how to evaluate the results

of the communication.

Students at all levels, from pre-
school through high school, are
given practice in using five com-
munication functions (contro!-
ling, sharing feelings, informing,

3
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How are skills taught
and practiced?

" cburaging them to ask ques-

—

Figure 2. Speaking and Listening Instmctlon'(Coﬁtlnuea),

Activities Focus

group. Developing attention
span and encouraging children
to ask questions begins at this
time. Throughout the primary,
intermediate, and middie
grades, children are given op-
portypities to perform in front of
theclass, with minimal formal
Yinstructignt. During the junior
high sq?c:zl years, students may
be given basic instruction on
developing and delivering
speeches. Formal instruction Is
available to some extent in most
high schools, usually through
ones;semester electives.

For the most part, childreninz,
primary and intermediate
grades are asked to perform
(show and tell, oral reading,
reciting poetry, etc.) without .*,
specific instruction. Very young
children are encouragedin

show andtell through teacher '
questions. Pevelopingfisténing
skills in young children involves
teaching them to attend and en-

tions. As children get older, the
r may give guidelines to
clags as a whole. When chil-
into give speeches
junior high school),
iven specific instruc-

y

oping the speech, andoral de- *
livery'strategies. Listening skills
“instruction tends to involve

having students listen for spe-

cific elements in a performance
and then asking them to re-
spond to the performance;,

e

—— ————————— ————————— ————————————— ——— — ———— ———————

-

Minimal Competencies

vides a link between earlier
speaking and listening experi-
ences, with activities designed
to build the students’ ability to
function competently in a wide
array of communication con-
texts. Activities designed to
increase students’ ability to use

communication codes and basic

oral communication skills, to
evaluate oral messages, and to
build and maintain human rela-
tions are designed at all grade
levels. <

- Teachers teach the principles

of effective communication
directly. Teachers can empha-
size either skills practice or
behavior that requires the appli-
cation of the skilis, or both,

°

Focus is on expanding students’ .

abilities to understand and cope
with their environment. Empha-
sis on both conceptual and
experiential learriing=Most skills
are taught through activities
carried qut in groups;the activi-
ties are followed by class dis-
cussion led by the teacher. The
teacher tries to maintain con-
tinuity from-activity to activity
and to give studgnts recurring
experiences, so that their learn-
ing will be 7infor¢ed.
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v
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Functional _
ritualizing, and imagining). As

students get older and gainin
experience, they are encour-

to better express their sel
criteria, their performances
become more creativé, and they
will be expected to use more
evidence to support their
evdluations.

|

|

The functional approachin-
volves the use of exercises
which (1) focus on one primary
communication function; (2) are
practical and worthy of students’

~ attention; (3) involve as many .

students as possible; and (4)
through effective discussion/
leadership techniques, encour-
age the students themselves to
provide observations on and
evaluations of the exercise. The
fundamental approach in the
classroomis to provide exer-
cises that involve activities that
are highly familiar situations for
the students, wheré theycan .
easily imagine what to say and
do. Lots of role playing i§ used.

n
RS
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What kinds of learn-

.

Figure 2. Speaking and Listening Instruction (Continued)

]

Activities Focus
Primary grades: show and tell,

ing experiences do
Students have?

What is the setting in .

which learning takes
place?

. How is the learning

Situation structured? .

oral reading in unison, listening
to teacher read or records.’ Pri-
mary and intermediate grades,
middle grades: answering
teacher questions or repeating
after teacher, reciting ingclass,
paraphrasing and sum narizing,
oral book reports, class plays,
organizing and delivering
speeches.

Primarily in school. In the early
grades there is frequently a
special place in the classroom
for show and tell. As children
grow older, oral performance
tends to occur in front of class-
mates seated at their desks.

When activities take place, they
are highly structured and for-
mal. Show and tell, for example,
involves each child speaking
in turn while the others listen
and then ask questions. Stu-

- dent performances are also for-

mal situations. Bécause 25-30
students must perform, very
little time, if any, is givento
large group respofhises to

. performances.

Small group activities may in-
volve unison reading, preparing
for a clas’ play, occasional role
playing.
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|
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.
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Others Minimal Competencies‘ Others Functional
| * Role playing, discussion and { | | Learningthrough a process of
T | small group activities are atthe 1 1 I""selecling oral communication
', : center of the instructional | : . | : strategies, implementing those -
: | program. Some public | : | strategies, and evaluating the
performance. effectiveness of the communi-
| | | | | - . . X
.| | . | I | cation. Role playing, discussion, -
| | , | | | student/teacher and student/
| I | | | studentinteraction, and small
| | | | I . group activities are atthe center
: : ) : . {_ : of the instructional program.
ool . N
! I Children's own experiences are : | | Children’s experiences outside .
| | expanded upon, but activities I | I ofschool are used tocreate a
: : are also designed by the I ]| : functional, meaningful learning,
| I teacher to add specific new I g I base. Activities may often take
I I skillsto the students’ repertoire. | I | them outside of the classroom,
& Activities increase in difficulty as | | | where they can practice inter-
‘| | students grow older. Activities - | | | acting with aVariety of people In
| | may take the children into the | | | avariety of contexts.
I I community, where they leamto | l 1 - :
: : -interact with a variety of people : : : .
in a variety of contexts !
| 1. A | | |
: "“: The teacher designs specific : : : The teacher arranges the envi-
. ¢« activities for students, which . ronment to encourage as much
: : allow them to. practice existing : : : interaction as possible, designs
and new skills, give students ! relevant, appropriate activities,
| I - : b v ;
1 I recurring experiences, become | | 1 and provides adequate time for
| mote challenging as students | | feedback frompeers and for
| | ) R
| | b_eqome more mature, and ex- I | | self-evaluation.
: ' : P'b't a ht'_gh degree of continuity : : : There Is a great deal of work in
I rom activity to activity. .1 | | -9vads(two students)andin
| I Most activities are carnedoutin | I | smallgroups. -
*
| I small groups, so that maximum | | |
I I interaction can be obtained. i I I ‘
I | I I
- N :
| | . | I |
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: ’ Figure 2. Speaking and Listening Instruction (Continued) ) . . .
Agtivities Focus Others ‘Minimai Competencies "+ Ottiers Functional
* How do teachers * Students are encouraged to be | Students are encouragedtobe | Students are encouraged to be

comment on the performance -
either for the benefit of the -
whole class orin-a student/
teacher conference. Occasion-
ally students are asked to prac- .
' tice some more and perform

groups. Peer responses and 'to be going wrong in a com-
munication. Students are en-
couraged‘ to take risks. Though
students may benefit from
suggestions from the teacher,

suggestions of this nature are

|
|
|
|
J
questions are also an important . | .
part of the process. - :
|

|

I

I~

|

|

" )

| N | |
respond to students’  creative but are given limited | creative. A constrainton student | | | creative. A constraint on student
- creatvity? . opportunitigs to do se. I creatyity IS the responsibility to 1 I I creativity is the responsibility to-
| ) I keep 1in mind the purpose and I : | keep in mind the purpose and
. . : goal of the communication and - { | { goal of the communication and
. I - the rights and responsibilities i | |- the rights and respor)§|blllties
1. of other participants in the I I of other participants in the
LT v o * communication. | / communxc?u?n ' .
. How are student Student performances before : Teacher takes the role of guide . The teac?rer helps the students
° <‘errors” viewed? .the class are usually uninter- | , and facilitator, asking focused evaluate themselves and their
rupted. The teacher may then ”}R : questions of individuals’and peers when something seems
I
A
Il
|
i
|

-

not often incorporated into
the students’ communication .

again. Often, students wait until
the next assignment to have an
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|
|
|
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|
1,
I
|
N
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|

|
|
) opportunity to correct their G , systems. -
5 ) problems. : . :
How is instruction Oral performance, especially . | _The use of oral Gommunication - | . The reIat‘lonshnp between con-’
in various skill areas  eral reading, giving speeches, | skills is often directly related to | tent areainstruction and oral
or content areas and dramatic performances, IS : . the use of knowledge gamed : I Ih communication instruction s
coordinated or integrated with reading and ‘ | from content area instruction.” | . critical throughout the school
integrated? . - writing instruction and ecca- [ N > | | Yyears. Contentarea teachers
o socaisps | ' L]l o emiing amd tening sk
/ . | .
o ’ I \ "1 | by developing activities which
. + - L & I | relate content and oral com- *
/ . I, L [ : I munication skills to real-life
Co Ce { : . : I : experiences. :
. | , . | | |
. . - | “ | |
. R ¢ | P bw . | | | . N
.| ‘Assessment : : [ :' -:4 . :
+ How i3 learning Ongoing informal diagrosisby | ©Ongoing mformal diagnosis by : | | Evaluation of student progress
assessed? the teacher. Children are graded | . . the teacher. Assessment em- I | | restsin the Student/teacher
" on their performances based | phasizes the application of ! ,l I discussion of their observations *

D
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’ -Activities Focus: Others ‘Minimal Cmnpetedcies Others Functional B
¢ - . e
> . anthemformed ;udgmemofthe | SR R peakmg and Ilstenmg skalls n 1= | /and analy( s'of classroom ef-
" teacher. As théy grawlder, -~ I familiar situations. Assessment | I |, torts. The teacher's.roleisto .,
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‘ Reading

The century-old controversy among reading

researchers centers on the question of whether
childrer should be taught to read using a code-
emphasis o’ a meaning-emphasis instructional
approach. Supporters of the code-emphasis

. theory arguethat children learn how to recog-

-

!

nize words through symbol-sound correspon-
dences (matching printed symbols to sounds in
oral language) and u]timately recognize words
Wwith a degree of automatjcity which permits
them to derive meant¥ng from prlynt -

Those who support a meaning-emphasis
instructional strategy argue that reading in-
struction should focus directly on the functions
of language and that the instruction should be
related to the child’s own background of experi-
ence. The breaking of the alphabetic-code is a
natural outcome of this process.

How do these very different instructional
strategies look in the classroom? Figure 3 de-
scribes the characteristics of a code-emphasis
approach and those of a meanmg -emphasis
ap proach.

The code empha31s approach to r(dmg is
described in more detail“in Douglas Carnine’s
paper, ‘‘Direct, Instruction: A Bottom Up Skills
Approach to Elementary Reading Instruction.”
Carnine discusses research evidence on the, sub-
skills approach and outlines the mgredlents for
a successful subskllls program.

One \‘/ersmn of a meaning-emphasis approach

‘is the whole-language, meaning-centered pro-

gram described by Ken and Yetta Goodman in
“A Whole-Language Comprehension-Centered
View of Reading Development.”
tant contribution of this’paper is the authors’
discussion of how to move from a basal-
reader-centered programrito a whole-language
approach. . ,

Does Either Reading Instructional Approachr
Work Better than the Other?

Unlike the other areas of the basic skills, read-
ing instruction Mas been the subject of debate
among researchers and theorists for over a cen-
tury. Teachers and administrators have decades
of experience based on research and classroom
practice to help guide the decisions they make
=bout reading instruction in the schools. Much

’

An impor--

‘tions for Early Reading Instruction,”

of the evidence we have, however, does not
point strongly in one direction or the other.

~ Lauren ‘Resnick, in “Theories and Prescrip-
describes
the studies that have been undertaken 'to deter-
mine which approach is most effective. She
summarizes the evidence from those studies
and offers suggestions for classroom practice.
Penelope Peterson, in - ‘Direct Instruction Re-
considered,” presents,)eudence that each ap-
proach tends to lead to the learning of different
and equai“ilv' important skills.

What Should Schools Do?

Clearly, schools should take action based on
their understanding of the students they serve,
the needs and preferences of the community, t
capabilities of staff, and the school’s history=of
success or {failure. In most schools, we would
find the use of elements of both approaches.
Harry Singer’s paper, *“An Integration of Instruc-
tional Approaches for Teaching Reading and
Learning from Text,”
approach, will be useful to curriculum planners
who believe that an.integrated approach is

“necessary in order to meet the needs of all stu-

dents. Siager describes a complete instructional
program which is designed to develop reading
skills in children while providing language ex-
periences that deyelop comprehension skills.

Slmllarly, Resnick describes a strategy called
31multaneous teaching” which can be used to
talse advantage of the positive elements of both

-

a description of one such .

approaches. Simultaneous teaching can involve"

“the early introduction of a rich variety of written

terials in a code-emphasis program or the

multaneous . teaching, perhaps by* different
tdachers, of an’ informal, language-experience
approach and a structured, code-oriented
program. ’ ' ‘

[In* Learmng to Learn from Text: A Frame-
work for Improving Classrootn Practice,” Robert
Tierney and David Péarson discuss recent ad-
vances in our understanding of how readers
comprehend as well as the importance of
students learning how to self-regulate their own
learning: They present guideline$ by which a
comprehension-gased curriculum can be estab-
lished and suggest ways teachers can lead

“students toward independent use of reading

o0
v

=
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Goals

What are the skills
taught?

“takes place?

. ' . ‘/

Quest/ons to be asked by planners for each category: .

Figure 3. Reading Instruction

What is the currentpractice in our school district? Whatis overemphas:zed’) What is underemphasized?

-Code Emphasis

Subskills, e g, sound-symbol correspon-
dences, such as identification of initial and
final vowels, consonants, syllables, and
morphemes; dividing words into compo?
nents and then sounding them out; under-
standing syntactic relationships; building
a sight word vocabuilary.

Instruction < -l

What is the order in Letter, sound, and word recognition taught

which instruction first, comprehension skills become focus
after students develop automaticity,,pre-
skills of a-strategy are taught before the
strategy itself 1s presented; high utility skills
are introduced before less useful ones;

. easy skills are taught before more gpmplex
ones. Skilled comprehension strategies

' are taught beginning in the intermediate

grades.

. -

How are skills taught
and practiced? .

Subskills are taught in a specific sequence
and are practiced unti they are mastered
«  Complex skills are broken down into com-
. ponents. The teacher demonstrates the
o steps In a strategy and then provides struc-
tured practice in using the strategy” The
- students practice up‘m they recognize
{/ en the strategy ):alled forin a situa-
lon. Practice-inclt des a concentrated'pre-
sentation of examples with.review across *
several lessons. Unison reading; individual
oral responding, usually in small groups;
game activities,

What kinds of learn-  Learning’by practicing the same skill over
ing experiences do .4 and over again, gradually moving to more
Students have? and more complex skills. Most children
" move through the various levels of a basal
reader supplemented by high interest
reading matenals.

*Thése lines represent other possible approaches to reading irrstruction
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Other Approaches*

Meaning Emphasis

As they in communicative experiences, students acquire
basic un djngs of how language functions and is used. At
the same time\as students are involved in “total” reading experi-
ences from the beginning, they become aware of what they are
learning in terms of language conventions and discuss strate-
gles they use as they read, write and-experience communica-
fion. The teacher’s task is to capitalize upon and encourage the
students to be their own informants. ,

Students are encouraged to be active participants in their read-
ing experiences. Rather than be taught subskills they are pro-
vided experiences for uriderstanding a variety of text read for
student self-initiated purposes. Students leam strategles and’
skills in conjunction with these gcommunicative experiences.
These experiences can emanate from the students initial writing
experience, from reading activities involving readlng predictable
texts, simple directions, stories, etc., or from print-related activi;
ties related to everyday activities (e.g., grocery lists, responding
to signs and notices).

-~ X '
As children are involved in reading experiences for which they
have self- propelled purposes, they are encouraged to consider
the strategies they might use 8r do not use to achieve their -

reading goals. The teacher's task is-to encourage the studeritto

explore these learnings and try them or test them. Thus, skills/ .
strategles are developed in conjunction with meanxngful reading
and learning experiences.

(
& [y
~

Learning is primarily experience based, using children’s prob-
lems/purposes to direct selection of texts or'using children’s
own written materials. Within these contexts, learning occurs
through stude¥it discovery and exploration rather than teacher
direction. Pfactice occurs naturally as students test their strate-
gies in a variety of communication contexts. Practice involves

.
.
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Whatis the setting in
which learning takes

o ¢

How is the learnirig
situation‘ structured?

LY
+ How do teachers

P respond to stydents’

. creativity?

How are student
“errors” viewed?

place? -

Figure 3. Reading Instruction (Ccnﬂnded) .

Code Emphasis . } i

[ 1

Primanly in school, using a commercially
publistred basal reader series and supple-
mentary materials. Many classrooms have
areading comner where high-interest
books are available to the children.

nghfy structured, w:th skills to be Iearned
in a specifi¢ order.

Some studerfts will not be interested;in -
leaming. The teacher can show thém that
they can succeed in reading by desiyning
lessons effectively, and that there isa re-
ward in leaming to read by using extrinsic
rewards such as physical contact and by
eventually developing intrinsic motivation
in these students.

Children are divided into small groups
based on their ability. More time is gener-

. ally spent with low:ability groups«Contmw

ing diagnosis allows for restructuring of
groups based on needs of students.

. Sfudent creativity is not a focus of the

béginning reading program.

Specific skill deficits are diagnosed by the
teacher based on identification of recurrent
error pattems. The corréction procedure
involves praise for correct responses,
modeling the correct response and leading

the child (responding with the child) dest: -

ing the ¢hild until he or she responds cor-
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Meaning Emphasis v

testing as¥ell as refining what is learned. Students are recog-
nized as a compllshed language learners who dre apt to learn
when experiences are meaningful and goals forieaming are
self-propelled.

Children’'s experiences outside of school are used to create a
functional; meaningful base for learning. Emphasis on taking the
children into a variety of settings to'build on their experience
base. Classroom materials are many, varied; and predictable —
they grow out of the children’s and teacher’s interests.

The teachef serves as a group facilitator. The tgacher arranges
the environment, provides relevant, 4ppropriate materials, and
provides timely experiences to facilitate learning. The learner
extracts from the environment those eIements which are most
meaningful.

When language is functlonal motlvatlon to léarn is high. Ch||
dren know when they are successful because they have met

their own needs. No éxternal cg:f systemis necessary

Teachers work with children indiyidually and in small groups.
Much time is given to self-selected reading. Lessons tend to

" focus on devéloping strategies for getting meaning from print.

\‘ @

The-entire focus of the reading program is to build and mamtam

* students’ interest'in reading. Students are encouraged to be as

creative as they can be. ’ . .

. Self-exploration of problems on the paft of students.is a critical -

part of the leaming process. Errors are accept as a natural
part of that process. Students’ own mgtivation to learn results in
the correction of errors. The teacher serves asa guxde and
facilitator in this process

. rectly every time, and giving theﬂ'nld a
. b
W delayed test later in the Iesson . . X
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" How s instruction
in various skill areas
or content areas
coordinated or
integrated?

Assessnient

How is learning
assessed?

v

Figure 3. Reading Instruction (Continued)

Code Emphasis

. This is highly individualized Itis recom-

mended that teachers of intermediate chii-
dren incorporate reading activities into all
content area instruction, however, strate-
gies for reading content matenals are
seldom taught

Children are tested, usually with informal,
reaging inventories, at the beginning of the
school year to determine their skill levels
and to place theht In the appropriate small
groups. For ongomg evaluation, teachers
use indtyidual skiils tests and have stu-
dents regﬁ aloud individually

-

Ot.her Approaches

|
|
|
|
|
|
|
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|
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|
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Meaning Emphasis - .

Content areas are integrated within a problem-solving curricu-
lum. Partictilar concern is given to the reading of content mate-
nals in mathematics, science, and social studies.Students work
at the development of spscial strategies for reading and under- _
standing these materials. Much emphasis is placed on written *
and oral language use together with readingz -

& o
Teachers observg and monitor the progress children are making:
1h developing Iiteracy. They observe students using language
and informally’ applythelr knowledge of language development °
to achieve an understanding of students’ strengths and needs.
Teachers evaluate the program on the basis of evidence that .
children have acquired and use compgehensnon strategies.

4




- paper.

strategies. Their discussion represents impor-
tant new directions for school reading programs
and also programs dealing with any aspect of
language learning, that is, oral and written.
Recent National Assessment of Educational
Progress (NAEP) findings about the decline of
highier level skills in adolescence lend weight to
this argument.

Mathematics

Instruction in computational skills has al-
ways been and continues to be the primary
focus of the mathematics curriculum. Over the
past several vears, however, several mathemat-
ics education professional organizations have
developed lists of competencies which repre-

sent a new school of thought about bOSIC'

mathematics education.

The National Council bf Teachers of Mathe-
matics (NCTM), the National Council of Super-
visors of Mathematics (NCSM), and the Asso-
ciation of State Supervisors of Mathematics
(ASSM) have all issued statements stressing the
importance of mathematics in our society and
urging schools to teach such skills as problem
solving, estlmatlon measurement, predlctlon
and computer literacy as an integral part of the
mathematics curriculum. Ross Taylor, in his
“The Mathematics Bducation Profes-
sion's View of Basic Mathematical Skills,” de-
scribes the develgpment of the NCTM publica-
tion, An Agenda for Action: Recommendations
for School Mathematics of the 1980s; the NCSM

. “Position Paper on Basic Mathematical Skills”;

[Kc

T

and the “Report,of the Kansas City Coordinat-
ing Conference,” which was co-sponsored by
NCTM, NCSM, and ASSM.

The NCSM position paper calls for the devel-
opment of ten skill areas necessary if students
are to effectively meet the demands of today’s
society. The skill areas are listed below (notice
that computation, which includes the four basic
operations using whole numbers and decimals,
and simple fractions and percents, is gnly one of

the ten skill areas):
.

1. Problemn solving - - :

2. Applying mathematics to everyday
situationg :

3. Alertnegs to reasonablenes$ of results

~

4. Estimation and approximation
5. Appropriate computation skills
6. Geometry '

7. Measurement :

8. Tableg, charts, and graphs

9. Using mathematics to predict

10. Computer literacy

What are the differences between an instruc-
tional appreach with computation as its p#-
mary focus and one which stresses the building
of a broader mathematical competence? The
questions used in the previous sections will be
used in Figure 4 to characterize these-two orien-
tations to teaching mathematics. (Authors of the
papers were not asked to describe the charac-
teristics of “new’’ math, so that instructional
approach is not dealt with here.)

School districts that decide to expand their
mathematics program to include more of the
skills recommended by the three professional
mathematics education associations will have
to provide extensive inservice training. ;Teacher
education in this country often has not prepared
teachers to jeach many of these skills, and there
has never been a strong emphasis in teacher
education on developing children’s critical
thinking abilities. An importarit part of a plan
fot.a revised curriculum will be a staff develop-
ment component designed to increase teachers’
mathematical knowledge, to decrease their
mathematics anxiety, and to offer constructive,
practical suggestions for moving from compu-
tation-oriented instruction to instruction that
has a problem-solving orientation. '

In addition to Ross, Taylor's .paper, three
papers in Volume 2 wil, be useful for those
school districts reexamining their basic; skills
program. In “Basic Skills in Mathematics: The
Issue Regarding Computational Skills,” Marilyn
Suydam discusses the history of the conflict be-
tween those who support a natrowly focused:
curriculum and those who argue’ for an ex-
panded view of mathematics education. She
ends her paper with a discussion of implica-
tions for educational practice, including ten
““Tenets on the Teaching of Computation.”

“In ““A Child Is More than 3 Machine,” Alan
Hoffer describes the importance of developing

PR
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Figure 4. Mathematics Instruction
Questions to be asked by planners for each category: ' .
What 1s the current practice in our school district? What 1s overemphasized? What is underemphasized? » '
Goals Focus on Computation _ Other Approaches* =  Fotus on Problem Solving . . . )
What are the skills Addition, subtraction, multnphéatupn, and = | Problem solving, estimation, predicting, reasonableness of .

results, computer literacy, etc. Addition, subtraction, multiphca-
tion, and division with whole numbers, with common fractions,
and with decimal fractions are taught within the context of prob-
lem solving.

taught? division with whole numbers, including a
mastery of the basic facts, computing with
‘multidigit numbers, and anunderstanding
g of certain generalizations related to com-
putation. Addition, subtraction, multiplica-
tion, and division with common fractions
and with decimal fractions.

=

. Instruction s - s - . ) : .
What is the order in Easier skills orcomponent skilis are taught Order 1s flexible. Children come into sthool with the ability to
whichinstruction . before more complex skills. Usuai order is seolve simple problems. This ability 1s expanded upon through e
takes place? ° , counting, basic facts, addison, subtraction, the use of word problems that involve addition, subtraction, )
multiplication, division, fractions and deci- muluphcatlon division, and fractions. Computatlon work thus
mals. The complexity of skills taught in any has a problem-solving flavor. ¢
of these categories increases as students . ’ , N
= progress. For example, the notion of place ~ ) T a . '
. value 1s introduced early and continues for ’ - ) © . .
many years. ¢ ~ - . ¥ sl
§ "and pract/ceg? <through the use of manipulatives and visu- acts as facilitator and question-asker. Children are given word - . ‘ ‘.,

' als. Instruction in the basic mathematical *
’ computational strategies usually follows
, this pattern: The teacher explainsand -
- demonstrates a strategy for the studenys,
" usually has several students work a prob-
+ * . lem atthe board, then has all of the stu-
s S dents work a number of the problems at
' their seats or for homework. Focus on drill.
..+ Understanding of the concepts is an out-
e - come of the ability to solve computation
~ <<~ andword prablems correctly.

. problems that invoive use of crmcal thmklng skills and computa- |
tion. They apply their own strategies to arrive at solutiong. Com- N
putation skills grow out of their experiences with these problems
Focus on developing an understanding of the concepts. Heavy
use of manipulatives and visuals. . .

.
.

3
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'L'earnlng by solving proble}ns —teacher ssngned student-
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How are skills taught  Young children are taught place value :
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g 1| ing experiences do rather than by insight, Learning by memo- . developed, and “real life.” Emphasis orrdnderstanding concepts A Y

‘e 1 .. Students have? nzing facts, working m?"y examples ofthe’ reinforced by frequent interactions with teacher, who asks lots i

p > Ta~eyn, Samekind'of problem, Primatily paper- . ‘of questions. Manlpulatwes afe always available to make the . .

' o “~and-pencil activities. Some early use of abstract concrete. " . . d

. _ mahipulativés. interaction.with teacher . -, ‘.
. primarily in large group settings. *+ ~ ™ . -
v~ = “These lings represent other possible approaches to.mathematics instruction. , . R "o . . ' \ “
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What s the setting in
which learming takes
place?

How Is the learning
situation structured?

How do teachers
respond to students’
creativity?

How are student
“errors” viewed?

How Is instruction
in vanous skillPargas
or content areas *
coordinated or
integrated? .
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Assesiment .
How is learping
asséssed?

Figure 4. Mathematics Instruction (Continued) . .

Focus on Computation

Pnmarnily in school, using commercially
pubhshed textbook, workbooks, and work-
shgets fordnll.

.
—

Highly structured and purposeful, with
skills to be learned’in a specific order

Teacher may divide the class into small
groups based on abilityr so that extra help
can be given to low-ability students.

_Student creativity is not a focus of the
mathematics educationprogram. -

Specific skill deficits are diagnosed by the
teacher based on identification of re€urrent
errof patterns. The child 1s given individual
ized instruction and additional drill % help
correct the problem. Chiltdren with similar
error patterng are helped in small gr8ups.
Emphasis is on accuracy and on single
algorithmic path to solution.

. .
Integration with other instruction does
occur. For example, when a teacher sets
up a bank or a grocery store in the class-
room, children use their reading and oral
communication skills when they aren-
volved in the activity. Such activities may
be an integral part of the curriculum.

-

Students are generally pretested at the
ingof the yearto determine their
vel. Frequent pager-and-pencil tests
occgir throughout the school year. Many
teachers do speed tests to assess stu-"

Other Approaéhes

|
|
|
|
|
|
l—
|-
|
|
|
|
}
}
|
}
|
|
|
|
}
]
]
.
|
}
|
|
|
|
I,
]
|
|
|
|
}
|
|‘
|
|
|
I
|
|
|
|

s

e

°

—— —— — — e ——————— s — — — s —————— ——— . ————— ——— ———— ————————

g

[ 4

.

°

|

|
|
|
|
|
I
|
|
I
|
-
|
I
|
|
|
|
|
|
|
|
|
|

ke

i

|
|
I
I
|
|
|
|
|
|
|
|
I
|
I
}
|
|
|
|
|
|
|
|

»
N i
* .

> )

Focus on Problem Solving |

Pnmarily expenence based, using children's own intuitive abili-
ties to create a functional, meaningful base for learning. Stress
on solving problems that relate to the children’s lives outside the
classroom. Many “real-hfe” problems may take the children
out5|de°of the school. 3
The teacher serves as guide and facilitator in a relatively infor-
mal setting. Skills are learned as the children needigare other-
*wise motivated to learn them. Lots of one-to-one.and small
group work, with small ggoups based on children’s interests.
Lots of student questions and interactioh$ are encouraged.
Student creativity 1s highly encouraged:
a s~

Risk taking on the part of the student is a critical part of the
learning expernence. Errors are-accepted as-a natural part of thus
process. While the student is learning a concept, the process he
or she uses to solve a problem is more important than the final
answer. Because of the importance of estimation and approxi-
mation skills, 1t is important that the student not feel he or she
has to have the “right answer” all the time. The teacher’s rolg is
ane of guide and facilitator. Instruction stresses multiple algo-
nthmic paths to solution. . :

The focus on problem solving, on developing skillin ’mak‘lng
- inferences, and on having children verbalize their understanding
of mathematical concepts, as well as engage in freduent dia-
*logues with the teacher, means that reading and oral communi-
# cation skills play critical roles in the program. These skills are
continually reinforced and/or strengthened as children work to
solve problems. e .

< . -

* Teacher observes and monitors the progress students are
miaking n developing an understanding of mathematical con-
cepts. Continual asking of questions and analysis of students’
responses facilitates this process. Paper-and-pencil exercises»
are used, but they are less important than a student’s ability

ERIC
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. - dent8! internalfzation of the basic mathe- to verbalize his or her understanding of a concept. .
- mafical facts. Students have frequent '
Te ' homewark assignments, which are usually . ’ * ) ’
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inSight in children. Insight is the ability of a ' LT
child to draw upon his or her knowlédge and -

~ experience to perform competently in an un- - . e P
familiar situation. Hoffer offers,many examples . v °
of how teachers can use mathematics instrug- ‘ ' N
.tion to help children develop insight, - ’ ’

-

Betty Beck suggests ways to 1nclude real- _
problem solving in the school program in * s .
. “Learning in Real-Life Contexts.” Real-probleth - "

" solving means 'involving students' in actual ‘

school or community situations which they .

would like to see changed. Beck discusses evi- - . ?
[4

dence shoWwing that “there is more - effective
learning of both mathématics and language arts’
skills arrd inquiry skills when students learn
* them together by deating with real problems.”
A Final Note .o . :

“

The discussion on the precedmg pages has
been offered as am overview of the papers in - 8
Volumes +1 and, 2 of Basjc Skills Issties and- : R ’ .
. Chmc s. It is not meant td be definitive, just.as . .- Y

ers are Jiot-mednt to piesent-all of the, r % -
knovy g wé‘havp: aci:fmred iri. the areaSDthey( e - . s
““deat wigh. But- théym;{l s%we as‘éétartmg point” .. |
for plannlné\commltlees that are; teri}‘ptmg of . i )
create a common base of| knowlegée from"{%fuc RN o .
to begin their wark. S y . .- .

Q{ftq:" t - . .

Ithproving educatlonal programs” can beo - Lo
highly rewarding experience, but it can als% be%ﬁ° Bt .
complex, time-consuming venture. School dls- o . e
tricts hoping to improve the achievement of’ . - - ) . »
-their students must begin with a planning pro-’,a

* cess that involves the best and most appropriate »ﬁx
people, a reasonable time schedule, and the _
most’ up-to- date data and material resources. In L .
these papers, we;offer school districts the com- : T

bined expertise of hundreds of educators and ‘ .
researchers who have been involved in the im-
provement of basic skil¥ programs at all levels

of schoolmg We hope that the results of this )
collaborative experience will benefit the educa- @
tional commumty . § ¢ & : .

-
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Issues in Basic Skills Instruction

Linda M. Anderson. Classro%m Management:
Making Time to Learn Basic Skills. Because its
Jpurpose is to support instruction and to create
an environment for learning, effective class;
room management is critical to the success
of any basic skills instructional .program. 'In-
volving much more than discipline, classroom

management includes organizing the physical

environment of the classroom, scheduling and
pacing activities, organizing supplies and in-
structional materials, and monitoring students’
progress, attention, and behavior. The amount
of time that students spend on learning tasks

determines the usefulness of management strat- -

egies in various classroom settings.

Dorothy S. Strickland. Integrating the Basm
Skills, through the Content Areas. If the basic
skills are to provide studefts with the means to
attain the information required for successful
living in modern society, then teachers and ad-

ministrators must reorganize the curriculum to.

integrate the basic skills into a unified commu-
nications program. Such a program requires that

basic skills be applied in combination with one .
another and that they be taught in a context that

is of inferest and importance to the children.
This jntegration of skills allows instruction to
take place in a holistic manner and provides for

. the monitoring of basic skills ob]ectlves in an

orgamzed way.
Majorie Farmer. The Essentials of\Educauon

gllc"iamc Skills in COntext “The Essentials of Edu-

Summariés of the Papers .

~

cation”
over 20 major natidnal professional educators’

,associations te develop, discuss, disseminate, *
*and implement a working definition of educa-

tlonal interdependence at all levels of the edu-
“cational process. Some of the implications of
this statement include: a definition of basic

skillg that includes written and oral communi-

cathon; the teaching of language and reasoning
in all content areas; multicultural awarene$§ in
teaching; maintaining the natural interrelation-
ship between learning and interest; attention to
the physical environment and social context of
learning; and life-long learning for parents and
teachers. -

John L. Meehan. State. Leadershlp in Basic
Skllls The Pennsylvania Comprehensive Read-
lng/Commumcatlons Art Plan (PCRP) evolved
from a 1976 decision by the Pennsylvania Board
of Education to define quality education in
terms of basic skills. With advancing student
competence in reading and oral and written
communication as a goal, PCRP defined four

" major categories of action: responding to’ liter-

ature (heard, read, visualized, or dramatized);
sustained silent reading; written and “oral
composing; and mastering language patterns
(spelling, syntax, meaning) Since its inception,
PCRP has been piloted in small rural districts_
and medium-sized, semi-rural districts, has
served as an intermediate unit for 12 districts
and 99 schools, and has served as a model for
hundreds of schools throughout the country

James R. MacLean Forward to the Basics —
Ontario Style. In an effort to involve teachers,
students, and parents More actively in the inte-

K]
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represents a“joint effort by leaders in
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grati;rof basic skills with other segments of the
curriculum, the Province of Ontario, Canada,
adopted a curriculum modél composed of care-
fully balanced components. These components
stress the individuality 6f the child and focus
on the following: aims and obj ctlves based on
knowledge of children’s needs;
content selected from t environm nt; dynam-
_ ic teaching and learning processes derived from

the content; and the(assessment of outcomes.

in terms of effectiverfess, apprapriateness, and
relevance.

Betty M. Beck. Learning in Real-Life Coii-

texts. Real-problem solving classes, where stus .

(dents are involved in changing school or com-
mumty situations that are important to them,
reinforce a wide variety of mathematical and
lan'guage arts inquiry skills: In these classes the
students, not the teacher, choose the problem to
be tackled, decide what factors need to be in-
vestigated, search out the facts, try out possible
solutions, and judge the effectiveness of their
results. Several assessment studies of schools
that offer these classes reveal that participating
students are highly motivated, interact well

with their group, and display an ability to.

.choose and apply objectively measurable rea-
sons for their demsmns and to discern effective
solutions.

Thomas C .O’Brien. What's Basic? ‘A Con-
structivist -View. In’ a constructivist view of
basic skillsfthe goal of education is to cause
intellectual growth to take place by providing a
_structural framework of basic skills or opera-
"tions — such as classifying jordering, logically
, multiplying, and inferring — that enable the
child to construct and test relationships,
from which subsequent knowledge can evolve.
A classroom atmosphere based on a construc-
tivist approach to education allows the students
to develop an understanding of the. relation-
ships among environment, experience, and in-
ference and an ability to regulate their own
internal needs and perceptions within the de-
mands of reality.

Issues in Basic Skills Outcomes
and Classroom Planning and As ent <

Robert W, Stump and Nina Selz. Basic Skills for
~ the. Workd of Work. A study sponsored by the

|

National Center for Research in‘VOCational Edu-
cation defines the three most important abilities
required for the world of work as follows: using
the reading, mathematics, and writing Skli]S the
)Ob%a“S for; using the tools and equlpment the
job_calls for; and getting along with others.

Results of the study suggest that the ¢ iculum
at every stage of elementary, middle, fusior,
and senior high school can focus on the devel-
opment of these essentlal skills and others (de-
scribed in the paper) necessary for adequate
perforinance in the world of work. However,
this task requires close cooperation and partici-
pation from school personnel, families, and em-

“ployers in the preparation of children for the

world of work. .

Georgine Loacker and Marcia L. Mentkowski.
A Holistic View of Adult Abilities. The faculty
zf a midwest college undertook a ten-year pro-

ess to define and measure the knowledge and
basic skills that they wished their students to

acquire and to assess effective ways to measure

the achievement of these goals. In addition to
the practical information provided by the col-
lege curriculum, the study yielded the follow-
ing implications-for elementary and secondary
educators: students need early involvement in
the developmental education process; assess-
ment should be diagnostic as well as evaluative;
students learn better in an environment that
teaches them how’to learn; developing the po-
tential of each student means that studehts
must be treated individually; and realizing im-
portant outcomes in education requires a care-
fully planned educational process.

Lena Lupica. Skills For the Future. /Rapid
changes in cultural, ethnic, and language
trends, in the composition of the nation’s work
force, and in technological leadership require a
broader definition of the basic educational skills
needed to survive in our society. Some- skills
that focus on reducing daily tension and im-
proving the quality of life include: knowing
how to cope with change; being able to antic-
ipate alternative future developments; knowing
how to learn; being able tp use computer, voice,
and visual equipment; having the ability to
develop effectlve human ‘relations; and know-
ing how to be an effective citizen.

Vito Perrone and Walter Haney. Classroom
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Monitoring and Assessment. If teachers are to’

be able to design instruction that successfully
helps children to learn the basic skills and
if communication with parents is to be effec-
tive, then téachers must use consistent, well-
organized informal assessment procedures

" “inthe (Tfassroom i addition to format proce-

dures such as norm-referenced and criterion-
referenced tests. Assessment must be dene fre-
quently, so that it can inform decisions about.
instruction, and it must be relevant to the in-
struction that has taken place.

Patricia Weiler. Planning and Management of
Instruction. If a child-centered basic skills pro-
gram is to instre continued ent skill devel-
opment and achievement, the responsibility for
the instructional prodess must be shared by

teachers, paraprofessionals, administrators, cur- —
riculum specialists, students, and parents. For -

those who make up the instructional team,
responsibilities intlude preparing the instfuc-
tional package, organizing thg classroom, deter-
mining an appropriate diagnostic *and eval-

uative process, and participating in inservice ~

programs. Parents support the program through

‘ the use of learning.games and selectlve tele-

vision viewing’at home. -

0y

.

Issues in Basic Skills Pl

. Mighael L. Kamil. Making Chdices in Basic
Skills Instruction: Research and Theory. In
planning a basi¢ skills program that is based on
what -the students need to learn, the collabora-
tive planning group needs an instructional
framework that includes working definitions of
the words “basic” and “skills” and theoretical
bases for determining-units of learring, content
and format of instruction, individual differ-
ences in students, and the role of social dynam-
ics. Possible instructional models for consid-
eration include a subskills model -that focuses
on the,individual components of instruction, a

. holistic model that places instruction in a whole

situation context, and a balanced model that
combines specific features of the other two
models. - . kY

] Gerald G. Duffy. Makmg Basnc Skills Choices:
Values and Constraints. Some issues consid-
ered by a collaborative program planning group

© 'n designing a_specific basic skills program

T e— B

include the following: assessing the local dis-
trict's position with respect to subject matter,
the learner, the teacher, and the learning envi- ',
onment; identifying those conStraints which
ociety, special interest groups, and school man-
ers place upon’ curriculum programs; and
identifying the realities of the classroom Wthh
af ect the Implementation of any program.

# Charles E. Allen. At the’Barricades: A Cau- -
tio,\\ ary Tale: In response to a state mandate that
students meet migimum requirements before
graduation, one school district developed a
‘matliemaftics curriculum based on the func-
tional application of computation skills. Fo-
cused - primarily on those mathematics skills
needed for survival in the modern world, the
mate i.’:ﬂs grouped specific tasks under eight
headlpgs banking, expensess measurements,
money, prices, taxes, wages, and whole num-
bers. Problems encountered in planning the
materigls ranged from implementation of objec-
tives ta,the actual test format and word choices.

A

-S. Jay Samuels. Characteristics of Successful
School Programs in Basic Skills. An analysis
of research studies that-dealt with basic skills
programs during the past fifteen years indi-
cates that effective programs have a-number of
characteristics in common. These components
include the following: strong administrative
leadership; high expectations }1(1 the belief
that the teacher can make the difference; teacher
aides used in direc¥ instruction; teacher train-
ing; specific reading objectives; instruction and
materials relevant to goals; efficient use of time;-
high intensity of treatment and frequent evalu-
ation of student progress .

William Phillip Gorth and Marcy R, Perkms
Skill Definition in -State Competengy Testing
Programs. Programs from five states — Georgla,
Michigan, Virginia, Masgachusetts, and New
York — are descrlbed These states 1dent1f1m
and defined minimum, competencies and basic
skills and considered a variety of instructional

r‘approaches before developmg their particular -
state programs. Four programs identified réad-
ing, mathematics, and oral communication as -

“basic skills subject areas, aand the fifth program

~ also specified listening, The focus of program
objectives varied from functional to academic
skills. Two states combmed both skills catego-

\
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ries, but_différéc_i in the degree of emphasis
placed on one or the other. Three states required
a state test for gromotion or graduation while
two states used lest results for remediation and
curriculum improvement.. :

John R. Bormuth. Literacy Is Rlsmg, But So
Is Demand for Literacy. An analysis of several
research studiés that indicated a decline in the
literacy level in the United States reveals a need

for a clear definition of literacy and calls for the
identification of major flaws in literacy assess-,

ment studies. In cqntrast, a study based on
economic trends specific to literacy-related
expenditures concludes the following: literacy
is a major economic force in our society; a de-
mand for higher levels of literacy exists over a
broad portion of the population; and studies on
literacy must first ask what norms determine
whether or not a personis literate.

Volume 2

Writing

Charles Suhor. 'NCIE Statement on Stan-
dards for Basic Skills Writing Programs. Pre-
pared with input from professional associatiops
as well as from the staffs of several school dis-

"tricts and universities, “The Standards for Basic

Skills Writing Programs” ‘suggests a basically
holistic appreachto writing instruction that

_focuses on effective communication of the writ-
rer's ideas in relation to his or her purpose

and audience. The practical implicatjons of the
Standards require that commercially published
materials deal with the whole writing process,
that classroom drills be based on student writ-
ing needs, and that inservice for teachers pro-
vide techniques for increasing student moti-
vation, usmg group discussion, and teaching
effective wrltmg skills.

Robert L. Brown, Jr. The Movement toward
"Meaning-Focused Writing. Since most profes-
sional writers do not write the way that text-
books say that writing should be done, an effec-
tive approach tq w'rltmg instruction requ1res

ﬁ;ethmkrg the traditional definitions of the

»

Q

EKC

writing process. Such an approach focuseg on
the cognitive processes involved in writing and
uses teaching strategies that stress the follgw-
ing: prewriting, drafting, ‘revising, and edifing ,
skllls student assessment through writing con-

.

-,(‘ M
o :

»
o

ferences with the teacher or other'students; and
sentence-combining exercnses for fluency and
syntax development. .

Thomas Newkirk. The, Writer as Experi-_

menter A meanmg -focused approach to writing, ~ |

struction assumes that"writing, is a natural ac-
t ivity closely related to thought and emphasizes
allowing the child to explore,and experiment
with ideas. Based on a process of. pfewrltm
writing, and- revision, this approach provxi'-es
the student with techmques for ev)aluatmg/wrm-
ing, stresses the importance of reading student -
writing aloud, employs, individual conferences
rather tHan class presentation, and focuses °
on the assessment of content, thought devel-
opment, and communication before that of
mechanical or gfammatical errors. -

Vivian [. Davis. Teachmg the Mechanical ,
Conventions of Wliting. Effective teaching of
the conventions of han“dwrltmg, spelling, punc-
tuation, capltallzatlon and grammar requires
that these skills be taught within the contexfof
the experiences of the individual student and
the writing process as a whole. Some- tech-
niques Wss effective wrjtten communica-
tion include following: individualized prac-
tige in handwriting; the test-study-test method
“for spelling focused on words needed in stu-
dent writing; dictation exercises, followed by
proofreading and editing in capitalization and
punctuation: and grammar presented through,
student sentefice development. )

LY

Speaking and Listening

Barbara Lieb-Brilhart. Standards for Effective
Oral Communication Programs. While the
Basic Ski)ls legislation ing¢ludes oral commurii-
cation skills in its definition of *“basics,”. several

+ assumptions and sqgae pbtential conflicts merit
undéefstanding and consideration in implement-
.ing the “Standards for Effective Oral Communi-
cation Programs,” prepared: by the Speech Com-
‘munication Afssociation (SCA) and the Am
ican Speech-Language-Hearing, Association
(ASHA) as guidelines in curric®um planning.
These assumptlons are that oral communication
instruction’is critical in teaching of the content.
areas, is worthy of instruction for its own sake,,
» %ind"should.be viewed as a separate dlsmplme

,?Confllqts can arise regarding such issues as the
M .
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definition of comimunication, academlc stan-
dards, teacher qualifications, and methods of
assessment. )

Barbara ,S. Wood. ' Oral Communication:
Holistic Skllls/Functnonal Approach. Ong in-

‘structlonal approach to oral language develop-

" ment in childre

incorporates a functional view
oﬂcommunicat‘lon centered on five critical func-
tions 'of everyday interactions; attempting to
direct or control the behavior of another; shar-
ing feelings; providing ideas and information;

ritualizing (greeting, thanking); and imagining,

or dealing creatively with reality. These com-
mumcatlon functions are taught through a pro-
cess that stresses the dev elopment of a reper-
{oire of communication strategies, that develops

- selection criteria for choosing appropriate strat-

"egies,

that provides practice in implement-
ing communication choices, and that offers
methods that children can use to ev aluate their
commumcatlon

Fred E. Jandt. Oral Communication: Individ-
ual Skills Focus. After “‘effective communica-
tion, both written and oral” was added to the
wording of the Basic Skills Improvement Act in
1978, research 'spemallsts identified nineteen
spéakmﬂ and listening competencies as, basic
to two- -person interactions, small group discus-
sions, and public speaking. A numbér of states
thenr developed minimal competencies in
speaking and/or listening to be implement
either a statewide basis or as a local optigh. The
approdches used by five states — Vermont, Vir-
ginia, Oregon, Utah, and Massachusetts — are
described here. The lists developed by these
states describe competencies in a way that
allows their assessment through both informal
and formal means.

Clarice P. Lowe. Applicati('m of the Minimal’

Speaking and Listening Competencies. Instruc-

Q

tion in basic communication skills can integrate
bath conceptual and experiential learning in a
manner that facilitates the.mastery of a complex
grouping of skills ca‘ligd_competencres An ap-

proach to teaching one gpeech communication’

competency, that of ‘“organizing messages so
that others can understand them,” involves
activities — such as topical and chronological
ordering — that progress fram simple to com-

'ex levels of learning and also meet <John

JERICT L

4

matical competency in children.

Y hd . . . . 4
Dewey's four criteria for meaningful experien-
tial learning. 4

Mathematics -

Marilyn N. Suydam. Basic Skills in Mathe-
matics: The Issue Regarding Computational
Skills. While the definitions of basic skills in-
struction in mathematics vary from teaching

.computation skills exclusively to presénting
compufation along with an expanded set of - .,

mathematics skills, factors such as the needs of
daily life, tradition, achievement scores, avail-
ability of calculators, and teacher capabilities
both stress the importance of computation and
call for the application of mathematics.skills in
a broader context. However, despite-evidence
that drill-oriented instruction produces limited
outcomes, trends indicate a return to drill as the
primary mode of instruction. A need exists to
define teaching methods that produce mathe-
N
Ross Taylor. The Mathematics Eduacation Pro-
fession” s View of Basic Mathematjcal Skills.
Three professional mathematics education or-
ganizations have agreed on ten basic mathemat-
ics skills to be taught in addition to computa-
tion. School districts that are in agreement with
the statements of these organizations need to
reevaluaté currlculum ob)ectn es, initiate appro-
priate curridulum revision, and provide staff de-
velopment. One school -district engaged in this-
process used the following procedure: defini-
tion_of objectives by a professional task force;
paren{ and community evaluation of standards;
administration and teacher evaluation of avail-

leaggdng activities that place mathematics skills,
including computation, in a context of problem
solving.

Alan R. Hoffer. A Child Is More than. a
Machine. Along with memorizing, drill, and
computation skills, a+good mathematics pro-
gram emphasizes the teaching of insight, a spe-

‘able [standardlzed tests; and  devélopment of

cial human skill of seeing and understanding

problems. Insight demands’ creativity and risk- -
taking on the part of the student and requires
that the teacher provide appropriate learning
experiences in a supportive, positive, and en-
couraging classroom atmosphere. Competence
in insight provides the child with the ability to

B
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_perform in unfemiliar situations, choosing the .

acts required by the situation and eventually re-
solving the sjtuation.

Reading . ’

t

f.auren B. Resnick. Theories and Prescrip-
tions for Early Reading Instruction. The two
main strands of thegry regarding the nature of
reading can be defined as reading as translation
and_ regding as an autonomous language pro-
cess. Although patterns in research indicate that
code-criented programs show better results in
the primary grades than do-language-oriented
programs, the need exists for consistent investi-
gation and trial of the language approach before
co n of the two methods is valid. At pres-
ent,  suceessful instructional programs include
both strategies successively. However, a more
effective approach presents the code and lan-
guage aspects of reading simultaneously.

Kenhneth S. Goodman and Yetta M, Goodman.

. A Whole-Language Comprehension-Centered

View of Reading Development. A whole-lan-
guage comprehension-centered approach to
“developing reading ability requires a child-

" centered classroom where the focus in read-

ing instruction is on meaning, where learning
motivation is intrinsic, and where the selected
reading materials appeal to the experience, con-
cepts, and interests.of the children in the class-
room. Specifics of such a developmental read-

, ing program include periods of sustained silent
- reading, a wide selection of books, emphasis on | )

the reading strengths of the students, and stu-

"dent, self-evaluation as an integral part of. the .

assessment process. .

Douglas W. Carnine. Direct Instructmn A

Bottom Up Skills Approach to Elementary
Reading Instruction. Given that a child's capac-
ity for processing 1nf0rmat10n and creating
meaning from the environtiient is limited, a sub-
skills approach to reading instruction makes
- meaningful learning possxble It reduces the in-
formation load, simplifies the learning act, and
-allows for mastery learning. Implementing such
a program-in the classroom requires the follow-
ing: knowlédge of the essential skills or objese
tives that make up the reading process; program
design that involves evaluation and selection of
materials; presentation technlques that moti-

]:KC vate, reinforce, énd assess, effective organiza-

T - =

*

‘multiple-text’ strategies

tion of classroom time; and individualized -
instruction determined by frequent student _
evaluation. o

Harry Sing'er An Integration of Instructional
Approaches for Teaching Reading and Learn-
ing from Text. Reading development consists of
two distinct phases: teaching students how to
read printed words and then construct meaning
from them, and teaching students how to com-
prehend or learn from texts in the content areas.
The initial phase of reading instruction involves

- the use of informal techniques such as reading

aloud to children or discussing books with
them, and formal techniques t:hat include the
picture-story method, rebus method, basal read-
er, and individualized instruction. In teaching
students to learn from text, teachers can employ
single-text strategies, like the SQ3R method, or
at involve library
usage, concept techniques, and projects.

Robert J. Tierney and P David Pearson. Learn-
ing to Learn from Text: A Framework for
Improving Classroom Practice. A schema-theo-
retic approach to reading comprehension con-

. siders the nature and influence of the reader’s

background knowledge, attempts a balance be-
tween reader-based and text-based processing,
and stresses the importance of selected moni-
toring strategies. Effective instructional prac-
tices that evolve from this approach"provide
the reader with the following: a relevant schema
fowa text; appropriate activation of this schema
prior to, during, and after teading; flexible pro-
cesses of activating, focusing, maintaining, and
refining an interpretation; adequate understand-
ing of the text and purpose for the, reading; and

‘awareness of potential applications.

Penelope L. Peterson. Direct Instruction

_Reconsidered. An analysis of rgsearch on

the effectiveness of “teacher-directed” versus
“opeh’ instruction indicates that the traditional
approach is slightly more effective, on the aver-
age, in increasing students’ achievement in
basic skills. However, an open approach appears
to increase students’ creativity, independence,
curiosity, and favorable attitudes toward school *
and. learnlng Because neither approach meets
the needs of all students, educators must incor-
porate beth teaching, appnoaches in a workable
combination, if a wide Tange of educational

. go@ls ig'td be acHieved.
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Overview: Papers in this séction review resedrch and experience on management of the
classroom and coordination of instruction among the basic skills areas and between the
basic skills and other areas of the curriculum. In the first paper, Linda Anderson reviews
research on classroom ,management. Dorothy Strickland and Marjorie Farmer then each
discuss how basic skills instruction can be coordinated with and reinforced by instruction
in other curriculum areas. John Meehan describes approaches to more effective coordina-
tion of instruction which have been implemented by the stute of Pennsylvania, and,James
MacLean deggribes the Ontario program. In the last two papers, Betty Beck and Tom
O’'Brien provide a rationale and specific stiggestions for coordination of instruction around

real problem solving situations. . ,
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f - Classroom Management: o
. Making Time to Learn Basic Skills . e

4 ° ¢

. Linda M. Anderson . ° B
Institute for'Research on Teaching .
Michigan State University

L4

-

Editors.Note. Research and experience suggest that, regardless of the approach to instruction chosen, a crucial
factor in learming is the management of the classroom. In this paper Linda Anderson reviews research.on what
comprises effective manadgement with emphasis on.the Impact on time students are actively involved in learning
She provides examples of interactions of two dffferent teachers with their students to contrast effective and
ineffective approaches to management. She then reviéws the essential management skills and discusses im-
plications of the paper for staff development and admln/strat/ve supports. Although Dr. Anderson’s major con-
cern is with more effective instruction, most of what she has written here also has implications for effective

discipline. .

Most of the papers in this handbook are con-
cerned with decisions about basic skills pro-
gram content. /The many different opinions
make it M these are not easy decisions.
For the ent, however, let us assume that
some decisions have been reached about what
skills will be‘emphasized and what progranis
will be used to teach those skills. After the
approach has been selected, decisions must be
made about how to get the programs started

in classrooms and how teachers will present
the’skills. o

This paper focuses on basic skills instruction
in the classroonf after goals and objectives have-
been 'decided. In particular, the importance of
the teacher’s classroom management skills is
emphas;zed Effectne classroom management
is critical to the success of any basic skills in-
structlonal program. -

Classroom management involves much more
han discipline and maintaining quiet. As dis-

4
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cussed here, classroom management includes

such teacher responsibilities ag.organizing the
physical emlronment and student movement
through the room, scheduling and pacing vari-

‘ous activities, organizing instructional supplies

and materials and arranging for their use in
ways that facilitate learning, keeping up’ with
student progress for the purpose of guiding in-
struction, monitoring students’ attention and
behavior to ensure that they benefit from in-
structional activities, and attending to the many
routine details of school life (such as lunch
arrangeménts storage of outdoor wear, and col-
lectlon of fees). ’ ‘ - .

The purpose of clasSroom management is to
support instruction and to create an environ-
ment in which students can learn most easily. In
this sense the teacher is similar to a manager in

the business world. All managers are respon-

sible for seeing that group members know what

to do and how té do it so as to maximize the

-
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goods or services being produced. In the busi-

ness world, it is taken for granted that the man-
ager's role 1s necessary. Once decisions are
made about new designs or techniques. man-
agers are inivolved in the implementation of the
new plans. Poor management is considered a
serious problem in the business world, because
it leads to decreased output and less profit,
no matter how crood the production designs
and techniques.

In a classroom, teachers are managers as well
as planners and deliverers of instruction, liaison

.with home and community, and sometimes °

counselors. However, just as in the business

world, if the management is inefficient. other -

efforts will -not vield the desired “product” —
each student’'s learning ahd development, in-
cluding achievement in the basic skills.

In this paper. classroom management re-
search is reviewed with special emphasis on
wavs that teachers manage students’ “time on
task.” Other equally important aspects of man-
agement, such as grouping, are not touched on
here, because of space constraints.

Time on Task Research,

Research conducted in real classrooms sup-
ports the importance 8f management. One pur-
posé of these classroom studies was to relate
many types of day-to-day classroom occur-
rences to important student outcomes, such as
basic skills achievement and attitudes toward
school. J

[

The assumption underlying such studies has
been, confirmed repeatedly: md1v1dual teachers
and what thev do in the classroom make a dif-
ference in student achievement in the basic
skills. That is, some teachers’ classes consis-

.tently achieve higher on standardized tests than
might be expected, given the students’ entering
achievement, and other teachers’ classes consis-
tentlv score lower than expected (Brophy, 1979:
Good, 1979: Good. Biddle, and Brophy, 1975).

“Thus, the individual teacher and the way he
or she teaches are 1mp0rtant factors to consider
in improving basic skills learmno This reason-
ing does not deny that curriculum and school
setting are also important factors but empha-
sizes that it is the teachér "who must "'put it all
tovether” and bring the instruction to life.

‘tion between

Therefore, researchers have worked to iden-
tifv those aspects of teaching that make a differ-
ence in student outcomes. One of the most im-
portant predictors of student achievement in the
basic skills of reading, mathematics, and lan-
guage is the teacher’s success at classtoom man-
agement (Brophy and Putnam, 1979).

Why is classroom management such a potent
predictor of achievement? One explanation is
that a result of effective management is* in-

One of the most important predictors
of student achievement in the basic skills
of reading, mathematics, and language
is the teacher’s success at classroom
management . ..

creased time in which stfilents are engaged
with instruction' or learning activities. The
importance of adequate “time on task” has
been demonstrated in manyv research studies
(Denham and Lieberman, 1980, Rosenshine and
Berliner, 1978). Good classroom management
prevents wasted time and minimizes disrup-
tions ,that distract students from involvement
with leammo

It makes sense that stydents who are. giv
more time for learning will be more likely t6
benefit from instruction. However, the quality of
that time is critical. One 1mp(9rtant result of the
study of, time use in classrooms is the distinc-
scheduled time™ and* “‘engaged
time.”* Scheduled time ‘s formally allotted to a
given subject or activity. Engaged time s the
time during, which a student actually is in-
volved w1th the content dufing the scheduled
time. For example, a teacheé;nay schedule
thirty minutes a day for mathematics instruc-
tion and activities. Few students will spend the
entire thirty minutes actually engaged in mathe-
matics activities. All learners are distracted
occasionally, some spend time performing nec-
essarv routines (such as sharpening pencils),
and some are delayed in their progress because
thev have questions about their tasks, All of
these factors influence the amount of engaged
time that occurs withirdthe scheduled time.

How students spend their time in class, that
is, the amount of time they are engaged, is great-
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ly affected by the teacher’s management of the
classroom. Resulting differences in students
time use may be an important factor reflected in
differences in achievement scores, given adjust-
ments for beginning achievement. Hence, it js
easy to understand the strong conrections {;-
tween effective classroom fnanagement‘and stu-
dent achievemen{: What the teacher does to
establish and maintain the flow of events in the
classroom influences how easily and willingly
the students can attend to, interact with, and
learn from the instructional activities.

« ° To illustrate this point, two-examples are
given below of teachers nducting mathemat-
ics lessons with similar (gdents, similar objec-

" tives, and similar access to resources (although
their use of the resources varies). Each teacher is
following the new school policy on teaching
certairi basic ntathématics skills. Each is using
the .new curnculum program being pnloted in

q’the school.

In each class, the teacher has scheduled a'-
thirty-minute period. in which students are to
practice application of material .presented ear-

: lier. As vou read, think about how the students -
use the time.
Classroom A ° . ’ )
1:05 The students return from lunch. Sever-
! al congregate around a friend's desk
and chat about an occurrence on the
playground. The teacher asks them
three times to be seated. y
1:10 Finally all students are seated. The
% . teacher passes out two worksheets to

- each student. While doing so, she, cor-
rects some students for talking and
* stops to help another student locatg his-

boek.

The teacher begins the explanation but

1:14
waits while two students sharpen their.
pencils.
1:16 While the teacher explains the_ work-
. sheets, students call out questions;

. which she answers, and a few irrele-
vant comments. Once the teacher stops’
to ask students in the back row to pay

. attention.

The teacher finishes the explanation
and “tells the class to begin, working.
She briefly returns to her desk and then
momentarlly leaves the room to return

e =

1:23

. forms to the office. About half of the

. students start. working.

The teacher returns from the office and
checks on a student with his hand up.
He is confused, so she works with him
for ten minutes.

1:25

Seven students have finished and re-
main at their seats, chatting, with noth-
ing else to do. Seven otherstudents al-
ternately work on their assignments
and chat or wander about. Occgsional-
ly the'teacher reminds some students-to
be quieter, but this does not reduce the
noise or activitylevel. Two students do
not understand the procedures and
complete the assignment incorreetly
(they will not reatize this until the next
day when work is returned). Five other
students work only the first few prob-

1:30

lems and spend the rest of- the time -

socializing. Thev do not complete the
assignment.

1:35
she is Belpmg and announces that it is
time to leave for assembly. Students'who
did not finish their papers are mstructed
to finish them at home )

N

. ’

Classroom B* .
1:05 The students, return from lunch and
pick up two ‘worksheets from baskets
before they go to their seats. (Before
dismissal for lunch, the teacher told

them to do this, and’then she reminded -
them as they entered the room.) Some

students quickly sharpen their pericils
. before being seated (according to estab-

lishegl routine). .
1:07, All students are in their seats with
: worksheets and sharp _pencils. The
teacher * begins the explanation. Ac-
cording to routine, the students hold
their.questions until she is finished and
has worked an example problem. Then
she asks for questions. There are none

» - at this point,

* Some of the instructional principles in effect in
this anecdote are based on a mathematics teaching
model designed by Good and Grouws (1979).
Readers may consult this source for an organized
set,of suggestions formanagement of mathematics
lessons. . .

) l

The teache; looks up from the student
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i.11 _The students start working, while the
teacher circulates through the room,

looking at each.student’s work.

1.13 Four students who are having difficulty
applving: the principles are called oyer
to a table, where the teacher reteaches
the concept or skill. The otler students

*are working independently. Occasion-
allv a student whispers to another one,
but then returns to work. The teacher

- periodically looks up from the small
group to scan the room but does nof
interrupt her instruction.

The teacher gi\;es three practice prob-

v " lems to the group at the table and goes

" to check on the other students’ prog-
ress. She answers a few brief ques-
tions and discovers that two students
have not made much progress because
thev have been drawing funny pictures
for each other. She separates them and
reminds them that unfinished work
must be completed during recess or
after school. Thev resumne work.

After checking bn all of the students
at their seats. t?(g teacher returns tq the
small group while thev finish their
problems. She checks the answers,
gives the students -a short practice
° assignment, and then'dismisses them.

1:20

> o~

1:24 .

As students finish the worksheets. they
g0 to the math center to choose another
activity. About half have chosen after-
work options in mathematics-and- are
‘_working intently _on games Qr other
exercises. ’

The teacher remiinds the students that
. they have five minutes before assembly.
. They start to clean up their desks.

1.35

"1.30

The students exit, placing completed
work in the basket as thev gp. All stu-
dents finished the assignment: some:
TStudents also did enrichment work.

-

. Several points are apparent from careful read-
mg of the two anecdotes. Most important, m
classroom B more students spent more time ac-
tivelv engaged with mathematics content. .In
classroom A only twelve of the thirty minutes
were used for active practice of the concept or
skill. Nearly the same time (eleven minutes)mwas

required to get students settled and supply ,

worksheets. The teacher’s explar{ation lasted
seven minutes, half of which time was taken by
questions she had planned to answer later in her
explanation and by the need to call for students’*
*attention. ‘Within the twelve minutes left for
practice, some students “‘played around,” Some
did their work and then were unoccupied, and-
others practiced incorrectly.

. "“Students in classroom B_conformed with the
teacher’s expectation that they follow routines
to use time efficiently and to concentrate on
their work during the time allotted. As a result,

* they spent more time engaged with appropriate
tasks. Those students not ready for the class as-
signment were quickly identified and given the
instruction they needed. Students whovrapidly
completed their work engaged in activities that
reinfo other aspects of mathematics.

Two constraints are apparent from such class-
« room observations. First, teachers have a lim-
ited amount of time into which they must cram
instruction in many content areas as well as
many other school activities (such as assem-
blies). One result of the many required activities
is that the day is broken into shorter segrents.
Transitions between instructional segments, if
handled inefficiently, Tan further erode avail-
able instrugtional time.

Second, teachers are responsible for many
students with varied needs. This;must be’recog-
nized in instruction, of course: but it also means
that one aspect of a teacher’s job-must be ““‘crowd
control,” since the academic progress of any _
student may be affected by other students’ be-
havior. All students benefit when the prevailing
norm is that schoolwork is taken seriously. But

. when many students are "off task” much of the
time, the result may be perpetual distraction for .
almost everyone, especially those students

. whose attention is most easily diverted.

These "universal” constraints imposed on
teachers need not imply a hopeless situation.
Individual teachers, through well-planned and
consmtent .management, can cope with many
constramts and create a productive classroom
environment (assuming some administration
support). When this occurs, a basic skills pro-
gram has a higher chance of success, because
students actively encounter more’of the content.

¢ e
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Essential Management Skills

The most irmportant characteristics of effec-
tive classroom management, based on research”
in real classroom$, are summarized below.*
Most of this research was conducted in ele-
mentarv cIassrooms but reeent work on man-
agement in junjor high schools (Emmer and
Evertson, 1980) suggests that the general prin-
ciples apply there as well, although specific
procedures, of course, vary.

One useful way to organize thinking about
management is.to consider what teachers must
do before instruction (preventive management)
as well as what must be done during instruction
(majntenance"manageinent]. )

Preventive Management, A recurring theme

in management research is the value of prevent-
ing behavior problems-through the initial es-
tablishment of an orderly and predictable class-

room (see, for example, the review by Brophy’

and Putnam, 1979). When management prob-
lems are prevented, they do not consume valu-
able instructional time.

Teachers who are successful at preventing -
- problems begin by carefully teaching students

procedures and rules. This instruction is best
given at the peginning of the school year
(Emmer, Evertson, and Anderson, 1980; Evert-
son and Anderson, 1979). Procedures cover rou-
tine situations such as transitions to and from
the room and within the room, sharpening pen-
cils and getting supplies, getting teacher assis-
tance, when and how to attend to the teacher,
collectirig and returning assigned work, and
attending to personal needs (bathroom, water,
coats, and so on). Rules establish appropriate
activity. and noise levels. Effective managers
enforce. and maintain rules and procedures
throuOh frequent feedback to the students about
tpelr behavior.

*For more information on specific points, consult
Anderson, Evertson, and Brophy, 1979; Anderson,
Evertson, and Emmier, 1980, Brophy and Evertsh,
1976, Brophy and Putnam, 1979; Emmer, Evertson,
and Anderson, 1980; Evertson and Anderson, 1979;
Good and Brophy, 1978; Good and Grouws, 1979;

~and Kounin, 1970.

¥

With early establlshment of rules and proce-
dures. students learn how to behave in ways
that support learning. The objective is not peace
and quiet for its own sake, but a productive
work environment. One reason that the students
in classroom B had more time engaged in learn-
ing activities is that they followed several time-
saving routines (such as getting supplies ready
and holding questions until all information was

.presented). They also knew the acceptable noises

and activity levels. As a result, each student had
a better chance of benefiting from instruction
and practice.

= g
N

With early establishment of rulesand -
procedures, students learn how to behave
in ways that support learning. The objec-
tive is not peace and quiet for its own sake,
but a productive work environment. ,

\d

In addition to teaching students appropriate
behavior, the teacher who. is skilled at preven-
tive management also makes'sure that the work
assigned to students is challenging enough to
be interesting but not so difficult as to be frus-
trating. Satisfving after-work options must be
available. Clgarly, one requirement for good
management is good instruction that provides
the students with appealing alternatives to “off
task” behav10r ' N

Mamtenance Management After rules and
procedures ate clearly established and students
have béen prévided with’ approprlate learning
*activities, the teacher contjnues to play the
manager’s role by regular monitoring and sup-
ervision. This is 1mp0rtar1t for two reasons.
glrst credibility with students is maintained

nly if the teacher consistently informs the class

»through his or her actions that “I meant what 1.

said,” Second, regular monitoring reveals when
the teacher needs to adjust the flow of activitie$ °
to prevent problems that might arise from con-
fusion or distraction. Sometimes this necessary
adjustment is instructional; sometimes it in-s
volves corrections for misbehavior or removal
of distractions.

Ipst?uctional monitoring and subsequent ad-

61 .
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justinent involve many non- managerlal skills
that are beyond the scope of this paper. How-
ever, .one important management task is to en-
sure that time is set aside and procedures are
worked out to allow the teacher to pursue in-
structional monitoring. Better managers syste-
matically review students’ work during the day.
It is profitable to do this regularly when stu-
dents are working 1ndependent1}§ Teachers who
organize small groups may take advantage of’
transitions between groups (or short stretches of
independent work in the small groups) to cir-

culate among other students. Frequent teacher ~

contact ensures that each student is ‘“‘on the
right track.” This is especially 1mp0rtant for stu-
dents whose independent work skills or basic
skills are not strong.

One advantage to regular instructional mon-

-

of accountability, which may in turn increase
their motivation to stay on task. Teachers can

increase this sense of accountability by regular- -
ly returning work to students quickly or other-"

wise providing feedback on /progreé Again,
this essentially instructional task is more easily
accomplished when the teacher, as a manager,

wschedules time and establlshes routines to ac-
compllsh it.

Beha» ioral momtormo is perfarmed continu-
ously by. better managers. A term commonly
“used to describe teachers who are aware of their
students’ behavior is *“with-it-ness’ ‘(Kounln,
1970). The “with-it" teacher frequently scans
the room, making sure that students are pur-
posefully occupied. The great advantage to fre-
quent scanning is that many potential disrup-
tions can be stopped before they become prob-
fems (that is, before there is a ripple effect).
A le§s “with-it"" teacher notices a disturbance
only, after it has gone so far as to distract several
students. Effective managers learn to overlap
their attention so that they can carry op instruc-
tion and monitor behavior at the same time
(Keunin, 1970). )

The teachers described in the above anec-
dotes differ greatly in their attention to both
preventive and maintenance management strat,
egies. In classroom A many problems arose be-
cause time-saving routines had not been estab-

QO lished. These problems were compounded by

itoring may be that students gain a greater sense '

T . ¥
L
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teacher failure to provide.either instructional or
behavioral monllorlng Teacher B was more suc-
cessful in all,these aspects of management as
reflected in the students’ “‘time on task.”

These research flndlngs reflect a systematic
verification of many teachers' own theories
about how to manage classrooms. The valué of

‘the research is in the compiling and organizing

of important principles and the documenta%
that these teacher skills do indeed relate to s
dent achievement in basic skills.

Implementation of thesg management princi-
ples depends on the type of'classraom, the skills
and needs of the students, and the instructional
objectives. Specific management routines that
work best in an open classropm where language
experiences are encouraged will not work best
in a traditional classroom where a highly struc-
tured skills-based program is in place. What
works to encourage good behavior in first-
graders ' will not work with sixth-graders. How-
ever, in all cases it is critical that the underlying
management support the instructional goals,
promoting tige on the tasks that have been de-
termined to be important.

.

Implicatio‘ns for Decision Makers

Staff Development, It is not enough to define
basic learning skills, select a program, and then
assume that student achievement will result
if the appropriate curriculum has been man-
dated.’ Think about how successful that pro-
gram is likely to be if teachers find it difficult
to manage.

Many teachers are excellent classroom man-

-agers who work very hard to ensure that stu-

dents learn the curriculum content; others are
not. Often, providing poor classroom managers
with new instructional objegtives and curricula

-without also providing them with management

training is to doom them — and the new pro-
gram — to failure.

Admlmstratnve Support. Recognizing the im-
portance of management may lead to adapta-
tions in ih3tructional programs. For example,
any program that requires that the teacher spend
long periods concentrating on individuals will
succeed only if some assistance is provided for
monitoring the other students. If these duties

e
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are'given to an aide, then he or she should be
carefully trained.

Other administrative support is necessary to

“ensure that teachers do not have to use much

classroom time to deal, with out-of@issues.

For example, the teacher in classra@ d

not have been able to use time so effeefively if

she had to monitor many children during lunch

«  orwas delayéd by a fight in the lunckroom or by

a misplaced lunch box. Teachers must receive a

loud and clear message from administrators that

their efforts toward efficient use of instructional

time are not only appreciated but actively
supported.

———

Prog;am Evaluation. In judging the success

of any basic skills program — either present ef-

. forts or proposed changes — consider whether
results are attributable to the content of the pro-
grams or their implementation in classrooms.
That is, if student scores are not as high as ex-
pected, consider that, at least in some classes,
studénts might not spend their learning time

_ effectively. This means that evaluation designs
must include data collection on what actudlly

happens in classrooms. \
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Editors’ Note. In this paper Dorothy Str/clgand discusses important /nterrelat/onsh/ps among the four basic skills in
the development and ongoing functioning of the individual. She stresses the need to coordinateinstruction in

basic skills and to coordinate basic skills instruction with other content in the curriculum. Both of these efforts, she
7 ~——"suggests, should relate the learning experience to situations outside of school. After discussing some of the
prablems which nterfere with the interrelating of basic skills instruction in schools, she provides a fram,ework to
eIp eachers to make optimum use of mstruct/onal opponun/t/es both to teach”?nd to reinforce each of the basic
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What Are the Basic 'Skills? ‘ ’ How Are the Basm Skllls Related?

ERIC . N AN
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Integrating the Basic Skills | ~ ¢ -'

/ Often, definitions of the basic skills are very To integrate the bagic skllls as defined, an
narrow. For the purposes of this discussion, the understanding of them as an interrelated means
|- basic skills are considered to include virtually of communication is important. At the heart of
~  every means by which humans communicate: any communications model must be the learn-
reading? writing, listening, speaking, mathe- . er’s experiences, because it is these experiences
matical problem solving, and computation.  that stimulate the need or desire to commuri-
When viewed as processes through which a cate. All learning is essentially an attempt to
broad array of ‘content can be mastered, these make each mew experience fit into an existing
components not only represent the foundation # construct of the environment. We “dntinually
skills required for survival but also include the add to our store of knowledge and understand-
engbling skills that produce mature indepen- ing as we transform the unfamiliar into the '
dent learners. . famlllar, relate the unknown to the known.

. The goal is not to limit students to a narrow ‘The learner’s experlences represent the con-
view of the basics but to broaden their view so, . tent on which he or she focuses. In"schools this
that they regard the basics as a means to gaining may involve ‘the natural 'sciences, social sci-
access to the information required for successful ences, creative arts, and the functional content
living in modern society. This paper is intended of the survival curriculum.*A broad range of
to help teachers and administrators reexamine “essentials’’ should be included in the content
and reorganize the curriculum in order to in- so that students become informed, thoughtful,
tegrate, these basic components into a unified  participating citizens; in addition, no content

4 @ communications program. ' of interest and importance to the learner need
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be omitted %rom/ygschool éxperience. The pro-

. +~ similate this Content are the basic skilts — lit-
eracy, oracy, and mathematics.

) * = iteracy, oracy, and mathematics involve the
use and intefbretation of symbols that represent

« - our experiences through symbols is a develop-
mental process that begins at birth. The learner
first engages in activities and then can-discuss
those experiences (talking and listening), read

\and write about them, and solve problems re-

)lated to them. The same experiential base is
drawn upon, whether the communication is
through print or speech. The base can be used
as a point of departure for .studying topics of®
interest and importance to students in conjunc-
tion with activities involving the full range of
basic skills. . . -

L

.

Oracy, literacy, and mathematical problem
."solving involve the projection of meaning by-
. the learner. Readers and listeners bring mean-
ing to the content or message in order that they
may compreherd it. Writers and speakers pro-
ject meaning as they attemptto communicate
their ideas to others. ‘Mathematital problem
solving also-requires the projection of mean-
ing inthe form of prior knowledge and under-
standings about the concepts involved. On the
basis of these understandings, the learner makes
decisions about appropriate procedures for
computation. .

The range and quality of experienge, or prior
~“Knowledge, the learner brikgs to each new
learning ‘experience critically affect compre-
hension and production. The time spent, for ex-
ample, in, prepgring the learner for a task by
s providing backgrouid in vocabulary and con-
cept development will “pay off” in his or her’
ability to understand and apply the content.
Generally, the more concrete those preparatory
. experiences, the better prepared the student will
be to tackle the more abstract communication
processes. Preparation that takes into considera-
tion all the basic skills involved in a task helps
tHe learner gain access.to the content, compre-,
hend it, and use it effectively. o

Although listening is related to oracy and
reading to literacy, they share commor charac-
o tenstics as. receptive processes. The ability

cesses through which the learner attempts to as- .

experience. Thegability to decode and encode. '

_oral reporting, for example, are supporting the

" teachers attempt to ifitegrate the basic skills.

Teachers-who help students becomé\more profi-
cient readers help them become better listeners
as well. ’

Speaking and writing share comm\()n charac; ~
teristics -as expressive processes. Whether a
child camposes through speech or writing, cer-
tain abilities are required. The ability to gather
information, select what is significan;t to the
topic, orgawnd present it with clarity and
a sense of audience are significant to the com-
posing process regardless of mode. TQachérs
who help students develop these skills throygh

»

written compesition process as well. *
M-ath?ac@cs involves the basic skills of lis-

tening, speaking, reading, and writing. Under- ,
lying these abilities must be an understanding
of a specialized set of vocabulary and concepts,
as well as a specialized means of organizing'and
analyzing phenomena. Competency.in language .
is necessary to generate and analyze data for

~ mathematical problem solving ar;Momputa-

- @ . .
tionz?in other words, success in nathentatics is
directly related to oracy and literacV.

.

el @ \\
» . . g \\‘
. | .
to comprehend in‘}br'mation — to‘\recall it, in-
terpret it, and apply it —-is essential to both.

“w

Problems Associated with
Integrating the Basic Skills

" Two broad issues must be dealt with ‘when

Both present numerous challenges to the teach- . |
er. The first issue centers on those problems as- |
sociated with the need to téach basic skills in

muych the same context as they are applied —. }
not in isolation but in combination with one l

- - . .-
another. For example, except for recre‘atlonal

reading, we rarely engage in reading as a sepa-
rate communication skill. More often, we take
notes on what we are reading or use the mate-
rial for discussion purposes or mathematical
problem solving. Thus reading, writing, mathe-
matijcs, and oral language are seldom used in
isolation from one another. These basic com-
munication processes are so interrelated that

we move from one to another with ease as we

approach daily tasks involving them. . .
In departméntally organized school pro-

“grams, and even in most self-cofitained class-

rooms, the basic skills frgquently' are scheduled

oo ’ o .
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during separate periods of the day, with little
attempt to relate the content taught in one area
with that taught in the others. Reading, writing,
oral language detelopment, and mathematics
are planned for and taught as discrete entities.-
Such fragmented planning tends to perpetuate
teacherst and students’ misconception that what
occurs during a,mathematlcs or listening activ-
ity is distinctly different from the skills taught
during reading or writing activities. To the ex-
tent that this happens, students are less likely
to apply skills learned in 6ne setting to,a new
situation.

As much as possible, the baste-shills should
be treated as a unified whole. This is the way
they ‘are most often used in real-life situations
Greater coorgtination among departmental staff
in basic $kills instructional efforts, and more

ttention to coordination within the self-con-

.’tained classroom are essential. Students should *

purposely be given activities planned to involve
them in the use of two or more skills in combi-
nation, for example, listening and reading, read-
g and writing, or reading, discugsing, and
then solvmg a mathematics problem

As much as possible, the basic skills
should be treated as a unified whole. This
is the way they are most often used in
real-life situations. Greater coordination
among departmental staff in basic skills

instructional efforts andmore attentionto

coordination within tﬁe self-contamed
classroom are essent:al

v

Such dctivities will make both teachers and
students,more aware of how the various skills
support one anather. Sensitivity about the read-
ing skills required ina mathematics lesson qr

the kind of llstemng skills required to take notes. .
for a written report is strengthened. Everl when

lessons are focused on one basrc skill; -teachers

» .
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recreation, the basic skills wg employ are based

- on our need to communicate and to solve prob-
lems. There is a need to bring this same kind of
rele;xancy into basic skills instruction by teach-
ing the basic skills through content of interest
and importance to children.

Most teachers are keenly aware of the prob-
lems associated with 'appllcatlon of ghe basic
_skills in the content areas. In departmentalized
programs students are made to focus on a par-
" ticular subject area, such as- science_ or social
studies, with a specialist-teacher at specified
times during the week. Mastering the course
content is generally emphasized in these class-
es, with little thought given to instruction in the
processes required to gain access ‘to.and under-
standing of the content.

&
Even in self-contained classrooms fragment-
ed scheduling.may result in thé same type of
instruction. Often students receive regylal in-
struetion® in study skills in parallel settings
apart from the content area subjects. This may
be included in a developmental or remedial
reading program relying heavily on workbook
and worksheet exercises. The problem rests
with the application of skills. It is not unusual
for students to appear competent in skills in a
irtually content-free, narrowly confined situa-
(En apart from ‘“real” content in which thgy are\ .
interested (or at least for which they are respon-
sible), only to demonstrate an extraordinary
lack of proficiency in applying those very same,
skills when needed. , o

_Greater coordination between basic skills (lit- ’
eracy, oracy, and mathematics) .and content . ¥
instruction (physical jand social sciences, hu-
manities, industrial grts, and so on) is needed.

Students must be given opportunities to select
and apply appropriate skills under guidance, if
they are to use them as life resources. In depart-
mentalized settings, spetialized-area teachers ' ~
must give sufficient time to theMasic skills in-
struction required for students to gain access /
" to the content under consideration. Teachers of I
readmg/language rts and mathematics should
know w hat topics are under consideration in the
content areas so that they can support their stu-
dents’ efforts. Students studying_ecology, far .
example, may be given help in locating and or-
ganizing relevant mformat10n and in preparing

-t
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oral and written reports. Similarly, charts and
graphs describing numerical data can be gen-
erated along with mathematical probjems for
discussion and analysis using the mathematics
skills being taught.

The basic skills are only useful to the degree
.that they enable us to fulfill our need to com-
municate about content that is significant to us.
_These processes — reading, writing,. speakmg,
listening, mqthematlcal problem solving, and
compu{atlon — merely facilitate our reception,
expression, and application of content. At every
level of dinstruction, process and content should
be integrated.\ o ~ -

Integratmg the Basic Skills

The Basic Skills Integration Chart (Figure 1)
is designed to help teachers achieve integration
both among the basic skills and between the
basic skills and the content areas. ‘It has been
well received in staff development settmgs and
in classroom applications. Most teachers have
expressed the view that it offers an easy means

of ensuring full, integrated coverage of‘the basic

skills through a thematic unit of work.

The various basic skills are depicted in terms
of . mutually supportive activities. Since most
teachers prefer to deal with actual activities
rather than lists of objectives or subskills, this
approach appeals to them.

If* row 1, box 2, activities showing how

" ‘reading and writing support each other are il-

lustrated. Next, the interface betwgen reading
‘and listening is shown, then reading and speak-
ing, and so on. The grid presents the interrela-

tionships among the basic skills in a practical .

way for immediate teacher use. By dpplying the
grid to a specific grade level and topic, the
teacher can generate a set of activities specific to
the needs of a partlcular group. An entire unit of
work can be built in‘a way that accounts for both
content and basic skills instruction. To use the

chart teachers are asked to

s

1. Decide on the gradé level or levels to be
served.

_ 2.Decide a content theme. Science or so-

. cial studles themes work best.

3. Decide on a limited number of specific
. content and process goals and objectives.

’ -

v '

- _a.Content goals and objectives relate to
the substantive material under consider-
ation. Example: Study of how archeolo-
gists contribute to our understanding of
civilization. ) .

b, Process goals and objectives relate to the
basic skills operations the students are
expected to develop. Examples: Use of
the card catalog (reading/study skills);

- collection and organization of data to
make a bar graph (mathematics).

4. Use th® information in each box in the grid
to generate activities appropriate for 1, 2,
and 3. : )

Figure 2 shows an example of how teachers
can use the Basic Skills Integration Chart to
organize a set of integrated activities around a
theme. Positive.sutcomes associated with using
the chart include the following:  *

e Teachers are forced to think in terms of pro-
ities they plan emerge as the result of a
purposeful effort to integrate skills. They
are not activities planned for activity’s sake.
Teachers not only know what they plan to
do but why. ,

e By purposefy mefging process and content,
teachers car reduce the constant problem of
trying to find time in the day forall that 1s
considered lmportant

o If the students have been' properly moti-
vated, there is built-in interest in the appli-
cation and development of the basic skills.
-Desire to get at and apply the content pro-
motes basic skills instruction.

o Identifying at least some of thé objectives in
advance helps teachers to focus their activi-
ties on specific skills or subskills for which
they may be accountable. T

e At a time when dccountability for specific
skills is stressed, teachers can engage chil-
dren in interesting activities related to top-

“ics that naturally emerge in the classroom

and still feel in control of systematic basxc
. .skills instruction. '

. Specnflc subskills may be accounted for by
breaking down any one of the commu
cation skills presented. For example, if 2%

N ate I

cess apd content simultaneously. The activ-
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teacher wants to toncentrate orn ora -
ing as the type of speakin ivity to*be

stressed in a particular unit or theme, the

following subskills might be emphasj%ed
and evaluated. organizes information well,
speaks clearly, and has a sense of audience.
Some of the activities slotted into the
“Speaking™ boxes in the grid would allow
practice in and demonstration of those
subskills.

Conclus.'ion @

Integrating the basic skills requires curricu-

lurh implementation that not only stresses the
S .

*
P

tgaching of reading,_writingi mathematics, and
oral language’in conjunction with one another
but also emphasjzes that they be taught through

.content of interest and importance to the learn-

et. Every opportunity to interrelate instruction
in the communication processes with one an-
other and with the social and natural sciences is

* .critical. - - '

.,

~ > ;o
Arnyapproach that helps teachers to plan for.

intégration allows instruction to take place in
aynatural, holistic manner At the same time,
administrative requirements for monitoring ba-
sic skills objectives in an organized way can be
satisfied. -
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Reading

.- - Literacy : - Mathematical
' ‘Communication
Reading Writi Problem Solving
Reading s, and Computation
Reading serves as Listening to literature Reading provides mate- -Reading provides ac-

model and stimulus fof
written composition.
Children read each
other's matenal and that
of professional writers

read atoud strengthens
auding skills for enjoy-
ment and for special
purposes. Reading and
listening are receptive
pMcesses dependent on
comprehension,

nal and models for oral
composition' storytetling,
reporting, dramatic
readings, poetry.

cess to information

. requinng mathematical
solutions or attention.
Reading involves the
interpretation of tables,
charts, and graphs.

.

Writing

Wnritten composition
produces charts, stories,
books for classreom use

as readmg.matenals.

B

Professional- or child-
authored matenais may
be read aloud. Notes
may be used as basis for
oral reports. Writing and
speaking require ability
to select significant ideas
and organize with clarity
and sense of audience.

Wnitten composition may
be read aloud or tape
recorded for others to
enjoy and gain informna-

Writién composition may
involve taking a set of
circumstances and com-
posing a written problem
for solving. Information
written in narrative may
be condensed into
simple tables, charts,
graphs

Listening

Listening to literature
read aloud motivates ¢
{eading and adds to

* one's store of informa-

tion and enjoyment. .

" Listening tostones and |
reports provides the
basis and stimulation for
written composttion

~

Critical listgning to
spoken word strengthens
ability to reason and to
respond orally Listening
provides model for oral

Listemmng toa set of cir-
cumstances can lead to-
learning how to proceed
toward a mathematical
solution

Speaking

Stornies and poems may
be read aloud or drama-
tized. Oral reports,
descriptions, and expla-
nations may be aided by
written notes. Discusston -
may provide impetus for
further reading. -+

-

Storyfeling orreporting
may be the outgrowth of
of stimulation for
composition.

.
.

Reporting, sharing, ‘and
discussion provide mate-
nat for vanous types of

Iy i
ak R

Oral descniption of a set
of facts or real-life cir-
cumstances’may lead to
» adiscussion of alterna-
tive ways toapprqach
mathematical problem
- solving.

Problem Solving
and Computation

0 —

Problems and examples
may be read for analysis

. and problem salving.

Graphs, charts, math
examples may be
analyzed.

b d

Chuldrén write their own »
story problems for others -
to solye. Sentences may
be wntten 1n words or in
fumerals and math

signs.

£

Discussion of everyday
situations may be trans-
lated into mathematical
terms for problem solv-
ing. Children may orally
compose problems for

Purposeful listéning to
solve a problem may
lead to mathematical
solutions and the use of
mathematical pnnciples
to make predictions,

Figure 1. Basic Skills Integration Chart.
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* Topic: King Tutankhamen

]

Grade 5

n
b

- -

s Mathematical
Literac Oracy "’ i
y ) y Communication
*
_ ' _ ‘ "N problem Solving
Reading Wniting Listening Speaking. and Computation
o ’ = 1
¢ The learner will read the The learner will read a The learner will read The Isarmer#il reada
. 2 telegram sent by Lord descniption of the death about the wooden arti- time line in order to
- I's Carnarvon and write his mask and draw a picture cles found and discuss determine in what cen-
> ~8 “ or her own enginal . ofitfor shanng and therr possible uses. tury Tut reigned.
g « version discussion. .
= | 2
b : .
-1 The learner will wnte a The learner will wntg an , The learner will take The learner will help to
. story descnbing the first - original cinquain po notes on the kinds and create a mail order cata-
o day of discovery =« about King Tut to share uses of jewelry found in “ log of tems selected
g - with the class. the tomb and report from King Tut's tomb and
§ . . . orally to the ¢lass « write rglated problems
.- ¢+ for others to solve.
' f
) The learner will isten to The learner will isten to The learner will isten to The learner will listen to
- an explanation of the the descrption of the: the explanation of how an account of the num-
mummufication process game items found inthe each article was re- ber of hours spent un-
2 and then read the ac- tomb\and write about moved and then discuss covering the treasures In
c count of King Tut's what'games he or she : He process. the antechamber in order
. % 4 mummification would have placed there . to compute the hours *
i into days and to create
i " problems involving man-
. ' y power and wages
iy . X

: £ ; N . .

. o The learner will diScuss, ., The Iearnefr willreport  ~ The learner will explain - The learner will grally
and dramatize the dis- -~ orally onitems placed in orally the useof a give the dates of major
coverers’ dialogue at the the tomb for Tut's after- pomander in demonstrat- o events in Tut's Ife to

2 expositign of the burial Iife and thep write a story ing mummification and determine the Boy King's
x chambenand read fur- stating what he or she . then answer questions’ chronologic age ata
§ ther on articies found _would have putinthe and discuss the ghanges | ’ given event
@ inside tomb . that will take place :
. * . v .
. Figure 2. Use of Basic Skills Integration Chart. (After Linda Derrig, teacher, Seattie) . 2
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The Essentials of Education: Basic Skills in Context

»

Marjorie Farmer: ’

Executive Director, Reading/English Language Arts
The School District of Philadelphia

Editors’ Note. The Essentials of Education statement resulted from work by officg'rs%nd members of mest of the
professional associations immediately concerned with classroom instruction. This statement is different from the
statements of standards in mathematics, written communication, and oral communication in Volume 1 in that it
addresses the need for jnvolvement of all aspects of the curniculum in basic skills instruction, rather than suggest-
ing specific content to be included in any one curriculum area. In this paper Marjorie Farmer reviews the corl%erﬁs
that led to the drafting of the statgment, the statement itself, and some of the implic ations for practice She closes
with a description of the important processes of coordination that have evolved as the associations attempt to

. °

A

“The Essentials of Education” is a statemnent
of the interdependence of the basic skills of lan-
guage — reading and oral and written compre-,
hension — and mathematics — problem solving

and logical thinking — with content — the arts,

sciences, humanities, and technologies — in
contemporary education. Since the spring of
1978, leaders of aver twenty major national pro-
fessional educators’ associations have been
working together to develop, discuss, dissemi-
nate, and implement the concept of educational
interdependence, not only in curriculum and
classroom instruction, but in interactions
among educators and in communications be-
tween the schoogland the community. -

The impetus for'this effort was the participa-
tion of several association presidents in a Con-
ference on Basic Skills sponsored in March 1978
by “the Unijted States Office of Education and
attended by over 300 people representing gov-
~rnment, industry, and parent and community

MC}roups, as well as educators af all levels, edu-

] .

a

_ make.the statement meaningful in schoots, classrooms, and communities.

o

\
[

catnal rseachers, and evaluation specialists.. -

Through three days of repotts, recommenda-
tiong,.and discussions, these association leaders

becamé” increasingly concerned over the pre-

" vailing view about present and potential basic

skills achievement levels, especially for poor,
minority, and immigrant children. They be-
lieved that this point of view, evident in many
of the basic skills programs described and dis;
cussed in the conference, grew out of certain
powerful but unspoken assumptions about thé
learning potential of such children and the pro-
fessional effectiveness of their teachers. ‘

-Meeting and corresponding over, the next sev-
eral, months, the association leaders identified
and discussed “some of these assumptions. It
was out of this questioning and sharing that the
decision to develop a position statement, repre-
senting the collective view of those profession-
al ‘organizations, emerged. Five of the assump-

tions, all common to basic skills programs .

across the country, are included here, each with

»
oA )
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the common-sense response that guidéd the de-
velopment of "The Egsentials of Education.”

Assumption #1. The basic skills are reading
and computgtion.

Response. Teachers of reading and the En-
glish language arts know that students cannot
achieve mastery in readmg without instruction
and practice in all of the interrelated language
activities. Their overall goal is to develop in stu-
dents the-ability to communicate effectively in a
variety of situations through spoken and written
language.

Similarly, mathematics teachers agree that
thg “‘basic” competency in mathematics is not

simple computation. Students must develop

their capacity to use reasoning, to manage ideas,
to gather and organize information, and to see
the relationships among related items.

The:basic skills — keys. to other learning
and to intellectual development — are the skills
of ““using language and other symbol systems”
(including reading, written ahd oral language,
mathematics, the visual arts, and musical nota-
tion) and “‘the ability to reason’ (for example, in
problem solving, applying scientific principles,
comprehending text, and writing}, and they are
best taught and learned in the context of signif-

icant content. >

Assumption #2. The basic skills of reading and
mathematicsdhave to be mastered at a “min-
imum competency” or ‘‘grade-equivaléncy”

‘level befofe students havgutime ar ability to

study literature, sciences, arts, and humanities.

Many students who are taught in programs
based on this.assumption are giver sharply lim-
ited .access to literature; they read “reading
exercises” and controlled vocabulary readers in-
stead. Science courses for these students may be
reduced in scope and content because it is as-
symed that they need to spend more time in
mastering skills before they attempt to read sci-
ence textbooks The arts and physical education
activities are also likely to be reduced to make

~ way for longer periods of readmg instruction.

Q

Response. All of us know that we learn to,
read, to communicate, and to work out prob-
lems as we deal with ideas and information that
are interesting and important to us. Many ‘‘re-

EKC medial” programs ask students to learn skills

wll Toxt Provided by ERIC

.

before dedling with content. Many ‘‘remedial
reading” students continue in their pattern of
failure or of minimal (and often temporary) mas-
tery because the teaching is not connected to
their personal need to know answers, to enjoy
honest intellectual achievement. Planned use
of language — spoken and written — would
provide the needed practice in communication
skills, while giving these students access ta. the
literature, ‘arts, sciences, and technologles of,

- their world.

Assumption #3. Children of these socially dif-

ferent groups, that is. poor, minority, and immi-

grant children, are less able tu master the bagic
skills and less interested in learning. They jf
fer in these ways from their age-mates in more
favored socioeconomic groups and from earlier
immigrant groups.

Response. Most of these students actually.

‘demonstrate a high level of communicative

competence — even loquacity — in their home
language, using familiar linguistic styles and
structures. Many of them are more successful,
too, at understanding the language of their
teachers than their teachers are at understand-
ing the speech and writing of these students. We
can learn from our students to use more fully
our own natural capacity for understanding and
communicating across barriers of language and
culture. .

-4

Basic problem-solving skills are demonstrat-
ed in many ways as these young people develop
life skllls that sustain them in complex and dif-
ficult mtua‘fnons making it possible for them to
survive in environments that are often alien, un--
supportive, or actively hostile. These problem-
solving skills will serve these children well in
their efforts to acc]uire‘ the structured competen-
cies of matheatics.

Assumption #4, With limited resources for,
public education, it is necessuary to choose be-

tweer teachipgethe basic skills and teaching , -

guch “frill§" as the arts and such *‘advanced
studies” gs the sciences and technologies.

Response. In fact, neither skills nor “frills’;
can flourish in the absence of the other. Children.
learn what is interesting to them, what fills
them with wonder, and what provides them
with a growing sense of control over thelr lives

‘and their envnronment

P},, ’ -
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Assumption #5. The children of the poor and
of minority groups are best trained for a restrict-
ed range of vocations, for specific jobs’ rather
than for changing, expanding, life-long caresrs.

Response. Many of these children areactually
able to reach levels in their careers beyond any

that their parents or teachers could imagine for .

them. These chlldren need to have the oppor-
_tunity and enc.ourag'ement to imagine and to
dare to do new things, to develop a clear sense’
of the future and, of their own possrble role in it.
Literature, the sciences, and physical education

" can all play significant roles in this exploration

,glish, Alan
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of self for these children; they must be encour-
aged, through these disciplines, to test therr
own powers and possibilities.

-
* ke k Kk

Building on the discussion of issues such as
these, the association officers and their succes-
sors worked over the next two years to develop
a statement on which*they could obtain agree-
ment from the members of their organizations
and which their membgrs wbuld be willing to
support actively. Durirfg this period of time, the
number of subscribing associations grew from
an original half dozen, mainly in the basic skills
areas,.the arts, and the sciences, to.sixteen, rep-
resenting a full range of instructional, supervi-
sory, and administrative educators. In 1981, this
numberthas grown to twenty-three. The full text
of *“The Essentials of Education” is on the #éxt

page N '

-

" Organizations for the ‘ "
Essentials of Education -

The officeré"and staff ‘executives of the

1979 as The Organizatiens for the
‘AEducation, with the 1980 presi-
tional Council of Teachers of En-
es, serving as first chairperson.
Task forces heve been organi within this
coalition group\ to carry out the purposes of ex-
panding the nationsl,dialogue on what is essen-
tial for a balanced edycation, and to influence
educational practice and\supporting legislation
throughout fhe country. Thés
ations are llsted below: .

dent of the

American Alliance for
tion, Recreation and Dance

bscribing associ-

ealth, Physicz;l Educa- . -

T

American Council on the Teachihg of Foreign
Languages

_American Theater Association -

Arts Education and Americans, Inc.

Association for Education Communications and
Technology ‘

As$ociafion for Supervision and Curriculum
Development

Association of American Bublishers

Council for Basic Education

Home Economics Education Association

International Reading Association

Modern Language Association

+ Music Educators National Conference

National Art Education Association

National Association of Elementary'School
Principals

National Association of Secondarv School
Prmcrpals

National Business Education Association

National Committee for Citizeris in Education

National Council for the Social Studies

National Council of Teachers of English

National Council of Teachers of Mathematics

National Education Association

Natjonal Science Teachers Association

Speech Communication Association

As the work of the task forces apd the ac-

tivities of member associations have. developed.,

and expanded, dissemination concepts, activi-
ties to promote the statement, and a growing

 number of resources in print have contributed

to certain manifest changes in the ways many

schools are viewing basic skills. These changes

have been expressed in a broader understanding
of the interrelationships among basit skills and
of the interdependence between Skll‘lS and con-
wepts. Sorpe of the iffplications of ‘ Essentlals
concepts for “curriculum and mstructron are
summarized below.

‘Implication #1. Title [l ESEA le 1slat10n has

redefined the basic skills to include written and
oral communjcation as well as readingand
mathematics. Programs funded under this legis-
lation have been encouraged to refer to the
redefinition of the basic skills which has
been developed by the professional associa-
tions. The basic skills will be seen increasingly

as communication competencies and reason- -

ing competencies. : - -

". Implication #2. The: expansron of the *“‘read- -

ing in the content areas’ approach to include

the teaching of lg%hage and’ rea‘asonmg in all
P‘j e E ..
)
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Public concern about basic knowiedge and the
basic skills in education 1s vald. Society should con-
tinually seek out. define, and then provide for every
person those elements of education that are essential
to a productive and meaningful life.

The basic elements of knowledge and skiil are only
a part of the essentals of education. In an era domi-
nated by cnies for gonng "back to the basics.” for “mini-
mal competencies, " and for “survival skills,” society
shouid reject sumplnstnc solutions and declare a commit-
ment to the essentials of education.

The Essentials of Education

A definition of the essentials of education should

avoid three easy tendencies to imit the essentials to
“the three R's" in a society that 1s highly technological
and complex, to define the essentials by what s tested
at a t|me when tests are severely inuted intwhat they
can méasure, and to reduce the essentials to a few

“skills” when it 1 obvious that people use a cgmbina®

tion of skilis, knowledge, and feelings to come toterms

~ with their worid. By rejecting these simplistic tendeh-

cies, educators will avoid concentration on training in a
few skills at the expense of prepanng students for the
changing world in which they &nust lve.

Educators should resist pressures to concentrate
solely upon easy-to-teach. eésy-to-test bits of knowl-
edge, and-must- go beyond short-term objectives of
training for joBs or producing citizens who can-perform
routine tasks but cannoét apply their knowledge or skilis,
cannot reason about therr society, and cannot make

‘informed judgments.”

Wh_at, then, are the essentials of education?

Educators agree that the overarching goal of educa-

- tion i1s to develop informed, thinking citizens capable of

participating in both domestic and world affars. The
developmenit of such citizens depends not only dpon
education for citizenship, but als¢ upon other essen.
tials. of education shared by all subjects

The. imterdependence of skilis and content 1s the
central’ concept of the essentials of education. Skilis
and abilities do nof grow In 1soiation from content Rgall
subjects. students dévelop skills in using language and
other symboi systems. they develop fhe ability to rea-

son. they undergo expertences that lead to emotional
E

2

. ¥ ©
- .
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and social maturity. Students master these skills and
abilities through observing, listening, reading, talking,
and writing about science, mathematics, history and
the social sciences, the arts and other aspects of our

"intellectual, social and cuitural hentage. As they learn

about therr world and its heritage they necessarily
deepen their skills in language and reasoning and ac-
quire the basis for emotional, aesthetic and social
growth They also become aware of the world around
them and devéiop an understanding and apprecia-
tion of the interdependsnce of the many facets of
that world.

More specifically, the essentials of education include
the ability to use language, to think, and to communi-
cate effectively; to use mathematical knowledge "and
methods to solve problems; to reason logically; to use
abstractions and symbols with power and ease; to ap-
ply and to understand scnentmc?nowledge and meth-
ods, to'make use of technology and to understand its
limitations; to express oneself through the arts and to
understand other ianguages and cultures; to under-
stand spatial relationships; to apply knowledge about
health, nutrition, and physical activity; to acquire the
capacity to meet unexpected challenges; to make in-
formed valug judgments; to recognize and to use one's
full learning potential; and to prepare to go on Iearnlng
for a lifetime. . .

Such a definition calis for a realization that all disci-
plines must join together and acknowledge therr inter-
dependence. Determining the &ssentials of education

“1s a continuing process, far more demanding and

-

significant than listing isolated skills assumed to be
basic Putting the essentials of education into practice
requires instructional programs based on this .new
sense of interdependence. .

clety to specify the essentials, of education more

ducators must also fonn with many segments of
o
ull

y Among these segments are legislators, schobi’
boards. parents, students, workers’ organizations,
businesses. publishers, and other groups and indi-
viduals with an nterest in education. AII must now par-
ticipate in a coordinated effort on behalf 9f socigty to
confront this task Everyone has a stake in yésen

tiads of education.

.
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curriculum areas can be expected to be more
widely supported in school organization. For
example, Philadelphia, a major urban school
district, now réqu1res that each school develop
an academic_achievernent plan based on “the

- teaching of the basic skills through all subjects

" of a balanced curriculum” (The School Djstrict

.of Philadelphia, 1980, p. 6).

Implication #3. Increasing attention must be
given to understanding the language and cul-
tures of those we teach, so that we can more
accuratelv gauge the linguistic power and range
of our students, and so we ean pl

engage thpse abilities in our teaching®Ethno-

. graphic studiesf language and learmng sup/
_ port this work.

4

Implication #4. One of the best ways to con-
serve resources of time, staff, and funds is to
maintain the natural interrelatedness.of learn-
ing and interest. We are learning to w on
children’s natural interest in how ¢hings work
and how things grow. We are also becoming
skilled in drawing on the astonishing quantity
of sophisticated learning available t
dents through television and othe¥*technolo-
gies. Out-of-school resources are brought into
the schools in such programs ds Television
Reading, a program sponsored by Capital Cities
Communications, Inc., in which the scrlpts of
popular television shows aré.provided as read-
ing material, with,teachers’ guides to support
instructional use; Newspaper-in-the- Classroom
sponsored by the Educational Sgryjges Depart-
ment of the Philadelphia Inquirér; and Parent

Partnership, a comprehensive effort of the =

ScHool District of Philadelphia. *

. The importance of attention
to the physic vironment and to the social
context of lea is strongly supported by the
“Essentials” statement and,%y the subscribing

-
-~

Implication

associations. School staffs dan be reassured of
their instructional importangce by this consen-
sus, and, best of all, neither of these is a cosi
item for schools.

Implication #6. Parents’and teachers, as well
as students, can gain_a new segse of their own
capacity to learn, grow, and change, and to sée
this learning as rooted in their own strengths

.and as defining their own changing roles in

_society. The concepts of life-long learning,

!

"%.

to fully™

ur stu-

" voung people — literature rel

continuing career development, and mutual in-
terdependence are supported by the “Essen-
tials” statement. ’

A Local Example

In Philadelphia, leaders of local affiliates
have been meeting thréugh 1980 to promote
lic understanding and discussion of *“The
Essenfials of Education” and tggincrease the
strength and effectiveness of tlgfr individual
associations. Their work is guided by the prin-
ciple on which the “Essentials” statemefit is
based — the principle of interdependence.

Their first objective — to promote public un-
derstanding of the interdependence of elements
in a balanced education for all learners — has

led to & cooperative endeavor with a major pub--

lic radio station, which emphasizes classical
«music. A series of three-minute public service
announcements is being prepared for broad-
cast, each estalghshmg a connection between the
arts and specﬁ’ft:‘élements of acadentiic, intellec-
tual, vocational, or career knowledge or skills.
For example, music educators, librarians, and
teachers of reading and English may suggest to
parents selected literature for children and
d to music and
the arts. Teachers of the language apts, mathe-
matics, science, physical educatign, business
education, ‘social studies, foreign languages,
and the arts are working on the project, with

® help on prodiction from teachers, of communi-
cation technologies. All are rediscovering their,
ssional interdependence as well as

A

own Ppr
the int;
ties in t

ndence of their teaching special-
ools.

The “second major objective of this local

“Essentlals consortium is to develop mutually .

supportive programs in professienal association

# leadership. Officers of the associations have co-

operated in the preparation and presentation of
official statements at meetings of groups con-
cerned with legislation, funding, and suppdrt

of education. For example, presentations have

been made before the local Board of Education,
at the state department of education, and at
regional -public hearings on regulations of the
Department of Education..

In addition, the officers &f these associations '

.-
X
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are developing plans fdr leadership develop- ~~Conclusion

ment workshops that will provide opportunities

_for sharing ideas. especially about successful
practices designed to increase th# number of
members in the association and A0 inspire mem-

»bers to be active in the association’s activities.
‘In this effort, as in their cooperative effort to
promote "“The Essentials of Education,” officers
see an opportunity to invojve teachers in their
own career development. Teachers will make
the decision to participate in these associations
when thev see clearly that this work will help
them teach more effectively and with greater
personal sdtisfaction, and when they realize
that the associations will work actively to
effect needed changes in the conditions of their
work dand in the attitudes of their colledgues
and students.

The overriding purpose of the local consor-
tium is to provide a structure through which
professional groups can practice;.disseminate,
and expand the ghared understanding of how

ducation can best serve this changing society.
[ts central concept of interdependence is essen-
tial not only for real learning in the schools but
for the building of the human ‘community,
which is the ultimate goal of education.

-
~

»

-

°

«

»

. L]

The word essentials was chosen by the first
group of planners after much reflection and dis-
cussion. It is intended to convey an understand-
ing of the essence—the *being—the nature of
learning—meaning —order-—making cornnec-
tions amgng separate elements of exper(énce,
shaping our own lives, understanding our per-
sonal power to experience our lives fully, and
realizing the opportunities we have to contrib-
ute to the lives of others.

“The Essentials of Education” is an evolving
redefinition of education as a comprehensive
social process, involving all members of society
as well as education professionals in ways that
enhance the unitjue contribution of each to the
interdependent community,

°
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) State Leadershlp in Basic Skills

: ‘ . N ]ohn L. Meehak S

Senior Adviser, Communication Arts . -
Bureau of Curriculum Services, i -

; ~ Pennsylvania Department of Education ’

P

Editors’ Note. John Meehan describes the development of a state program which coordinated reading, writing,
and oral communication instruction. He uses four shgrt case reports to illustrate the use and effects of the state
program in schools and ends with a list of assum tfons and recommeéndations based oq their experience As with
the Ontario example in the next paper, Pennsyivania was chosen because of its efforts to coordinate instruction in
basic skills. Although the author 1s describing activities in one state with its special traditions, staff resources, and

staff beliefs, many of the principles underlying this state program are being used or can be used in other states

Any discussion of a department of educa-
tion's role in improving basic skills must be
placed in several contexts: the department's
function as an arm of the executive branch of
state government its operational leadegship as
expressed in its, working relationship with
school districts, its response to national trends,
and its administration of federal programs.

As an.arm of the executive branch of the gov-

ernment-a department of educatlon ensures that"

school districts comply with the laws pertain-
. ing. to education. These important regylatory
responstbllltles involve monitoring school dis-
trict compliance with school law, b;rt a rich tra-
dition of communication with and ‘assistance to
school districts testifies to an lmportant second
. role, service. The emphasis .on service is. Te-
flected' in the work of ‘curriculum specialists,
who publish cufrisulum guides, sponsor and
conduct teacher and 'administrator workshops,
and visit schools, riot to conduct evaluatlons but
to observe exemplary programs and provnde
EKC Consultant assistance. . -

L

wll Toxt Provided by ERIC

With the ‘back to basics” movement and
widespread criticism of public education, many
state departments of education, disenchanted
with service-style leadership, began developing
lists of student competencies, competency tests,
and graduation requirements, all dramatic steps
toward a strong regulatory type of leadership.
The Pennsylvania Department of Education has
been influenced by this new leadership style
and the national trends associated with the back
to basics movement.- Its response to both has
found expression in four major efforts aimed at
effecting school improvement, particularly in
the area of basic skills.

In 1976 the Pennsylvania Board of Education
announced its intention to revise the state’s ten
goals of quality education to emphasize basic
skills. (The Educational Testing Service devel-
oped the original ten goals of quality education
for the state in thé mid-sixties. They resulted
from a survey of business leaders. the public,®
and educators and clearly reflected the spirit of
the sixties — thé first goal was “self-esteem.™’)
b'; ,3 >
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In 1979 the revision task was coni{leted (lists of
the ten origihal goals and the twelve revised

gudls follow this paper). The first two of the new
twelve ‘goals addressed basic skilts_as defined
by Congress in Title Il of Publie Law 95 561:

¢ Quality education should help everv student
acquire communtcation skills of understand}g
speaking, reading, and writing.

¢ Quality education should help everv student
acquire skills in mathematics. L
!

State Efforts toolmprove
.Basic Skills Instruction

To assess achievement in each of these goals,
the state developed a battery of tests for grades
5, 8. and 11 to provide schools with an idea
of how they compare with other schools in
the state as well as with schools that have simi-
lar community, socioeconomic, and educational
profiles. At first® school districts partici-
pated voluntarily: recently the tests were made
mandatory.

Two separate Department of Education proj-
ects reflect the national trend toward the devel-
opment Qfstudent competency statements: Proj-
ech 81 and the Student Outcome Project. The
primary goal of Project 81, which began in 1976,
~was to identify life-role competencies, that is,
competencies young people need to succeed as
adults. Over a five-year period, ten model
school districts and two integmediate units were
to identify life-role competen(%s, build a cur-
ricular program to teach them, and explore al-
ternative requirements for graduation. In 1979
the Department initiated the Student Outcome
Project, which involved representatives from
twenty-five professional organizations, PI‘OJeCt
81, and the Department of Educatjon in the
" preparation of a statement about the attitudes,
know ledg,e and skills students can be expected
to a(qunre ‘during twelve.years of schooling. A
working draft of these expectations has been
completed The final products of both projects
will form the foundation for new curriculum

regulatipns orgamzed not accordmg to tradi-

tional content designations but in terms of the |

twelve goals of quality-education. It is not clear

_at this time whether the outcomes of these

projects will also lead to specific graduation
‘equirements, : .

-

These efforts, as well as the Basic Skills pro-
gram discussed on the following pages, are

bemg coordinated through the Department's .

newes dership” program, School gmprove-
o (Soaci

w this program came into being, but its Tole
in linking previously séparate projects and ac-
tivities appears crucial in providing for effective
state leadership.) The School Improvement Pro-
gram requires each school district to develop a
five-year, long-range plan with ap action plan
for each of its schools. Department staff have
been assigned to school districts as field rep-
resentatives providing both services and re-
sources. This is a statewide coordinated effort to
achieve quality edlcation. ™ .

»

In addition to theése four major efforts, Depart-
ment staff are administering two federal pro-
grams. Right tq Read and Basic Sills. These
programs have provided content leadership in
reading and oral and written communication for
the Department. In response to Title II of the
Elementary and Secondary Education Act (Basic
Skills), a state plan was developed around two
programmatic frameworks, one for mathematics
and one for oral and written communication.

N ’

The School Improvement‘Program re-
quires each school district to develop a
five-year, long-range plan with an action
plan for each of its schools. Department
staff have been assigned to school dis-
‘tricts to provide both services and re-
sources. This is a statewide coordinated
effort to achieve quality edycation.

v
’

s -

%‘he framework for mathematics has just been’

completed and is being distributed to school
districts. The framework for reading and oral
and writted communication has been available

since 1977 as the Pennsylvania Comprehensive -

Reading/Communication Arts Plan (PCRP).

Hisuiy.of PCRP ’
PCRP's development, implementation? and

impact illustrates how federal leadership (Right
to Read and Basic Skills programs) and state
6/} : . \

ace does not permit a description of
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leadership, through its management of these
federal programs, have provided and continue

to provide school districts iith servites aid re-

sources that stifnulate currlculum development
and improvement. .

In 1975 the U.S. Office of Educatron required
that each state in the. Right to Read program
prepare and submit to Washington*» compre-

_hensive state reading plan. At first we were re-

luctant to do so. The task seemed gargantuan

.and superfluous, diverting us from other more

. wmy

.

important tasks. We obtained copies of other
state *plans to find out just'what a comprehen-
sive plan looked like. This further discouraged
us because those -we looked at were witheut
exception huge compendia of systems, PERT
charts,” commitiees, objectives, cempetencies, .

and -activities concerning reading that covered -

hundreds of péges of print. Two things partlcu-
larly bothered us about these state plans. They
foc solely .on reading did not address

the other language¥arts of lisl_ening, speaking, ’

and writing; and while apparéntly comprehen-

" sive, they seemed to lack ' conceptual center.

°

A

]

~ERIC

Full Tt Provided by ERIC.

Thus, bv looking at ‘what others had done, we
bégan to put together-ideas concerning the con-
tent and formrat of PCRP. These ideas Crystal
lized 1nt0 four simple prmcrples !

CL The plan would lnclude all of the language
arts, not just reading. -

2. The plan would be written in a style that
could be read and understoo,d by any lit-
grate person.

3. The plan would address certain in*portant’

educational .jésues, such 28 gvaluation,
testing, accountability, leadershlp and cur-
riculutn balange. - .., i,
4. The plan would be brlef and it would be to

" the pomt . .

' In 1976, a consultan} undertook the worl< of .
wrm‘ng stich a plan. He conceived of the plan as
a framework*ahd idenfified its goals as Pl) to

advance -student competence in reading and \

listening’ and ‘in oral and written’ /expressron,
and (2) to nufture positive attitudes toward
reading and the effective use of language Ex-
cerpts from. the' plan aré included: here to pro-
vide readers with an understanding of the plan;
and of the’ role it plays in state leadershtp in
basic SklllS

A ]

PCRP proposes processes for advancing its goals
under the active leadership of the principal of
each school in the state. Its main eleménts have
considerable support from experimental and
other research. but jts implementation must be re-
sponsive to the uniqueness of each school.

It is a plan- of shared.accountability — from
administration to the staff,-from the staff to ad-
ministration. and from both to the students and
community. The administration provides for
the staff a flexible plan (PCRP) for continuous

strengthening of the curriqulum and the resources
" for implementing it. including materials and a
staff develgpment progfam. The staff. in turn.
brings its collective-energies.and wisdom to im-
plementing. ev#luating and improving the pro-
gram. The more limited notion of accountability
as scores on a series of tests, with the teachers
alone being accountable for improving them, has
pro'ven bankrupt 1n recent vears and has damaged
the collaborative potential of the admnmstratron
and staff w orkmu in concert.

N

‘

Tll‘e schoolwide and classroom management .

objectives for both administrators and (by infer-
ence) teachers are set forth in PCRP s four major

. cate°0r1es of actlon

~

1.The institution br lmprovement of preschool
through adult reading/communication arts cur-
<« o riculum based on four gxperiences (each using
and cultnatmﬂ the basic skills of llstening,
'speaking. reading. and writing) whicH students
. ‘cannot do without if they are to develop opti-

" mally the arts and skills of language: ¥

a. Responding fo, llterature {heard. +ead visual-
_ized, or dramatized) ;
b. Sustained silent reading- of selfaselected
bocks "t
" c¢. Composing:ofal and Wrmen .
.. d.Investigating and mastermg language pat-
" terns: Sound/sgellmg, syntax, and meamngs
2. The institution or’ improvement of a curricu-
lum-related and st@ndardized test evaluation
+ design for management of instru®ion: proper
placement of students, diagnosis of student

needs and measurement of student progress.

3: The. institution or improvement of informal
measuresof student growth’in interaction’(talk-
ing together) skills, writing skills, study skills
“and positive attltudes toward readmg‘

4, THe institution ‘or improvement ‘of systematic

methods for obtaining teacher observations'and
evaluations asqa prime basis’ for the continual «
- P evaluatlon and developmen? of tlle curriculum.
2

1

.
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The completed state plan (PCRP) is a 42-page

» document that has, since its publication, serv red

as the philosophic foundation for all related
educational programs, projects, and activities
throughout, Penns§lvania and within the Penn-
sylvania Department of Edueation. .

*On December 5, 1977 PCRP was mtroduced
as a.''working paper” at 'a statewide Right to
Read conference, where it was analyzed and dis-
cussed by representatives from schools, colleges
and universities, and professional. organi
tions, After considering The many suggesfions

* offered, we revised, edited, and thén printed the

' plan for general distribution. After PCRP re-
ceived the endorsement of the Commissioner of
Basic Education, we conducted a number of in-
house seminars so that all department staff in-

volved in basic skills programs were not only -

informed about PCRP but also had the oppor-
tunity to thoroughly understand it. We also in-

volved department staff in a two-year informa-.
* tion program aimed at introducing and explain-

ing PCRP to all Pennsylvania administrators
and teachers This two-year effort included state
conferences and workshops, as well as the rede-

Our work within the Department of Educa-
tion brought people together and resulted
in working relationships with other offices.
that had not existed before, including Early
Childhood, Adult Education, and Title l. .

a

-

signing of the state’s Right to Read Leadership
Training Program and its related' technical
assistance program: We further promoted PCRP

* by contractirg for ptiblications: that expanided -

on Key elements of the plan or that served as
vehicles for examining curriculum and’ mstruc-
tional materials according to the plan’s princi-
ples and major categories of action,

Our work within the Depar;tment of Educa-
tion brought people together and resulted in
working relationships with other offices that
had not existed before. The Early Childhood Of-

fice eﬂployed PCRP in both its workshops and,

its pubhcatlons <The Adult Education Office en-
ugaged us in their planning and workshops and

KC dlstrlbuted PCRP to all its adult basic educatlon

centers. Title | staff were interested in but
skeptical about the use of PCRP curriculum pro-
grams with' Title I- children. Together our

offices planned an effectiVeness study in six;"

Pennsylvania schools. In the study subskill in-

. struction is deémphasnzed and Title I teachers ‘

are trained to instruct their students in oral and
written communication as well as read1qg~They
build their instructional program around the
four critical experiences of the plan. To date re-
sults have been promising. Eventually PCRP
should effect major changes in-Title I instruc-
tional programs. -

b o . . -

PCRP in the: Schools*

Since the introduction of PCRP late in 1977,
hundreds " of school districts throughout- the’
country have implemented all or somé of the
plan. This year our state directery lists over one
hundred PCRP schools. Three implementation
reports are described below (two from districts
and one from an intermediate unit). Each of the
authors of these reports played a major role i in
the aCthltleS they describe.

PCRP m a small rural district. Thig small
rural community is located in northwestern
Pennsylvania, far removed from the Department

- of Education.

" Our initial introduction to PCRP was at a I‘ght to
Read Academy on Curriculum ¢onducted by the
Department. When a staff member from the De-

partment suggested the possnblllty of being inour”

area, we asked for an informal presentation t6 our
supermtendent and to selected staff. Sustained
silent teadingythe second critical experlence was
selected as the goal to be lmplemented in*grades
kmdergarten through twelve the next year. -

\

*The followmg persons contributed accounts of dis-
trict activities. Because of space limitations, the
editqrs were not able’to include all o}‘them Dr.
Heidi Gross, Reading Supervisor, Norristown Area
School Bistrict, Norristown; PA; Dr. Patricia A.
Guth, Administrative Assistant for Curriculum,
Penridge School District, Perkasi, PA; Evelyn E.
Kahle, Director of Elementary Edycation, Kane
Area Elementary School,” Kan¢, PA; Dr..Marion
Rosecky, Project Director, Project CARES, Chegter
County Intermediate Unit #24; and Fran Sabo and
Andrew Zahratka, Directors of Language Enrich-
ment Activities, Norwin Schootl Dlstrlct North
. Huntingdon, Irwir, PA.

g
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Embracing the plan’s underlying concept. which
suggests that children learn by doing based on
past experiences, we could easily move foward
a learning
approach.

A state Right to Read Conference enticed us to

pursue the plan. and an administrator at each
. level took a course on PCRP implementation at

the University of Pennsvlvanla As a result of this

training, all teachers in the dlSll‘lCl were exposed
to the plan. Because the state had - -given us the .
option 6f implementation. it seemed wise to give
tl_]at choice to' teachers. Approximately half the
volunteers solicitedrat the elementary level chose
to 1n1plement the program.

The goal of the first group was to learn as much as
possible about the four critical experiences and to
incorporate each of these on a datly basis as soon
as feasible. This group chose to meet every other
week after school for instruction and-sfaring.
These sessions of administrators. and teschers

working together over an exended period.have o

proved beneficial to the succegs of the program as
well as to total staff development .

At the start’ of our second vear. another group of
interested teachers was invited to join us. Because
of the influence and success of the program. near-
lv all teachers are now nvolved.

v

‘PCRP in a medium- sized, seml-ru[al district.
This district of 5570 students and 344 profes-
sional staff is located in a sémi-rural commu-

nitv. The, district's efforts to implethent: PCRP:

took place between 1978 and 1980.

The district’s Admrmstratne Assistant for Curric-
ulum reviewed PCRP prior to 1ts final draft. When
PCRP was disseminated by the’State Department
of Education.

“department chairpersons. and reading staff mem-
bers. They indicated a commitiment to provides
leadershlp and support for the development and
implementation of the program in the district.

Awareness sessions were also cohducted for the
staff members of each butldrng <.

A district task force was ‘organizedeto plan the

lmplementatlon of PCRP it the district."The task )

force. composed of two elementary tegchers. thrge
secondary teachers a reading’ teacher. the, lan-
guage arfs, supenrsor ang the administrative as-
sistant. party
sponsored by the State Department of Education
during Eebruarv 1978. The task force planned the
integration of the four critical arsas of the PCRP
inte all areas of the school currrculum

o e

Y

the adminjstrative assistant con-
. [/ .. v
ducted awareness sessions for all administrators.

lpated in a Rightdo Read Academy ~

model encompassing the holistic (

X

. ' N
[n Mayv 1978 the task force survesed the total staff
to determine those skills considered important in
each of the four critical areas. The survey indi-
cated that the critical areas were included in vari-
ous phases of theinstructional program. A needs
assessment was thun conducted to determine the
teachers’™ perceptions. .of the students’ perfor-
mance and of the need for staff development pro-
grams. The results indicated a need for inservice
trairting in the areas of c0mposrt|on skills and
study skllls During the summer of 1978. the task
force prepared materials which provided specific
‘directions for all staff members in each curric-

. ulum area regardin the teaching of composition

* and study skllls .

During the 1978-79 school term. staff develop-
ment activities .in®olved de\elpplng an in-depth
understanding by all staff members of PCRP and
of the district’'s plan. Suggested strategies for
teaching compositien skills and study skills were
dissemindted to all staff members. On November
10. 1978, a staff development program on imple-
mepting PCRP*was conducted for all staff mem-
bers. during which eight consultants presentéd
workshops on effective strategies for. teaching
conmimunication skills in all-areas of the curricu-
lum. All administrators received specific training
in the teaching and supervision of languaoe arts
throught the.county intermediate unit's nght to
Read prog ' .

. ) '
In 1979 staff members were trained -in the lndi-
vidualized Language Arts Program which
aimed:at improving written' composrtlon skrlls

~.Thé content area teachers were trained in strate-
gies in the teachlno ofsreading ahd composition
desrgned to improve students” achievement in ‘the
content areas through language arts skills.

The task force for PCRP mieetson a reg,ular basis to
- evaluate progress and plan activities for fully im-
plementing PCRP. .o

PCRP.in an intermediate unit. This county,
intermediate educational unit serves a total of
twelve districs and ginety-nine schools encom-
‘passing urban, suburban, and rurdl areas. The
intermediate Gnit has developed a program to
support the implementatiof of PCRP and is
piloting it in seventeen schools. The inter-=
mediate unit staff offers a wide range of services:
to teachers to support their teaching of the four
crltlcal experiences. ) ,

Planning and implementing PCRP actrvntles in
.each pilot schol is done through a building fead--

. ershlp team. - The building principal. several ,, -

~
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teachers. reading specialists. and bthers serve on
the team and provide leadership in their building.
In the first vear of the anticipated five-vear
project. the teams developed their own individual
school plan, attended three Ileadership Acad-
emies and a thirtv-hour inservice ?urse on PCRP.
were provided with weeRly suppoft services from
the CARES {Communication Arts Resburces and*®
Educational Services) staff, and kept a log of ac-
tivities, problems. and succésses. "

Each schdol team was unique in the ways it in- ,
volved the students. faculty, and parents. One
school set up a schoolwide program of sustained .
reading and writing The team brought’in disttict
administrators to read llterature aloud to students
to, emphasize the value and rmportance of daily

reddmv. arid thev set up a schobl ~publishing
‘house” to encourdge student pride in writing.
Many pilot schools have “dppted” another

school to help that sohool implement PCRP.

Among the many results obtained 1n this fi¥t vear
through extensive documentation and evaluation,
several importarit features emerged.

1. Students improved their competencies and <t-_
titudes in reading and writing when exposed 10
PCRP. activities by v enthusiastic, mformetl
t,eachers

+2 The lmplementatlon process (USmg lhe butld‘ ;
ing leadership team approach) can™vark in .
" almost_any school setting. Initially, secondaﬁ/

‘schools have greater difficulties-in adﬂptm

3 The prmcrpal s leadership is crucual'to sucgeSs-
ful implementation. It is the prmcrpal"s .com--
mitment to ‘and understa'ndmg ‘of the under—
‘lving ph:lowphv of PCRP- {lxat,determmes suc-’
cess in makmg,, long term C'Urru‘ulum (,hang .

/

j

- ‘tome habltual part oftlxg

PCRP to ,school schedules and, phtlomphnes g

.
L&Y

4: Using the PCRP hélistic framew&x&fo imp) \le K

“instruction,in -readipg and wrltmg provrde ,"m
effective way to authentlcalh Integraje the.lak-
wu:xt,e arts in gl gradas and mp- all subjects.

ThS i most jmpurrant fllldm}': J)ov.’cver may_be that \ *
PLRP implemnentafibr; htough. state, and® inter-
médlate-umt effarls. .has brqught absht a much;
nc*edecl gooperahmv.effon of .sl'udents parents
femchefs,.prmmp.;ls .(.pgnmun‘lts g‘roups state-and

‘ T ;,egwnal edaml’foﬁal .agenciesy, and. university
.' ‘. faculty, tqivdrd” thg cqmmon&;oa'l caf 1mprm‘ed

‘as

l’»m.e skllls EOr aH 9t-trd9n1s Q

.!.

¢
CrnTe

sumptipgs‘and Recmunendaﬁ’ons.

The.planirm;, and zmple\mmfatrdn of‘PCRP ‘
as, dosf,nl’;ed abzxv(f has son!ed to emphoch .

.
A e

<
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crucial assumptions relating to admlm.strators
teachers. students, the - schpol t,mflronment
and the community. Brlefl\ stated theware as
follows: :

-

03

¢ Principals are the‘ﬂcurrlculum leaders of the
schools they ser‘Ve “They shape the program
yith their tead}mg staff. They know “and
understand w hat ishappening in “classrooms.
They are drreotly mvol.ved with planning in- -

. service anda. rough iwservice. keep-them- .
selves abreast of thedties, research, promising
practices. “Nd suedessful programs. They par-
t1c1pate in and endorse all decisigns related to ~
thejr:school’s ‘educational progyam. -

*Qna 1tv edUCanon depends "on how ‘well
. teacherg make, use of the resousges students
bring. 10 the lgammo situationi. These re-
sources " inciide their l¢hguage, attitudes, -
tmderst“and‘lngs perCeptrons and study skills.

o §s they matt‘lrwudents take on increas-
‘in repor;srlnlrtv and initiative for their own

_ldarning. Théy ‘are actively inyolved dally in

readlno and writing so that-these activities be-

pattern of their daily
. ‘ .

1)

- lives.
o Tlte, school

classrooms ‘make up the ,
:physical enyir nt .where formal- educa-
- tion takes pMie ¢ 10 ‘establish an appropriate_
learmno em?rronment requires more than jyst
adequate facilities -and educatronal interibr ,
xdecoratlon The comgitment of the prmmpa}.
teachers, students, and community. mugt be
pervasgv@"not only in classrooms but through-
,out'the, wholo school. It must exist in the com-
"fmuni n styles. employed by tea&]ers and,
students among “themselves and ‘with ‘each
.- others-The school must-be a community, of
' learners : o

ymrhunity and parents are’ informed about -

.

s .
. K

and participate in school programs. Without * _‘

community 1nsrstence a school will hot-realize
a quality program. That insistence will not
be forthcoming if the commiimity is not thors-
; oughly informed and eontinually involv ed:in ,

e

¥4

o

£

¢

Rl
.

_ways that fosterpmde commltment and open ¢
discussién.” Parents understand the sehiool’y *

' prograi and extend and supportiit at-horme by ;
their own commitment o reading ‘and writing
“and to assistmg thelr chlldl}en when they are§

v
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The -leadership role of the Pennsylvania De-
partment of Education in basic skills as, it has
evolved from our Right to Read program and
PCRP: can best be expressed by-the’ followmg
five principles. :

First, state leadership and service should

rarely take the form of a mandate: rather it

should focus-attention on kev curricular and in-

structional, issue# in a manner that fosters dis- ;

cussien, inquiry, experimentation, and research.
The role of the Department of Education is to
create *dynamic centers of thought and action
Lhrough the “kinds" of &ssistance_that make
"schools more responsnble. n*IOre independent.
and betfer able to pursue their goals wnthout
specific direction from above. .

Second. schoot disfricis and the communities
they serve have the fmal responsibility for pro-

. viding a quality education for their children.

This respensibility finds its concrete.expression

e in eagh schocy building and in every classroom. "

TRird, qualityetucation is more than the sum

. of the courses offered. It is a program whose

wholeness is_'ev,i_denced. in each of its parts and
their interrelatedness. especially in the basic

skills. In, sucly a program students have sor®®

sense’ of how each course has a part in helpmg

S - '

i s

them realize the goals their school ‘and %om-
munitv have established for them ‘

Fourth, basic skills will not be mastered if
thev are taught only in some classes by some
teachers and reduced to a mumber of subskills.

i A qualltv basic skills program recognizes the

mterdependence of skills and content. Specifi-
cally, reading, listening, and the effective use of

language- must be’attended .to across the cur- |

riculum, not only as skills to be taught but as
skills to be.applied in the learning of the content
of all dlsmplmes

Fifth. literacy involves. more than becommg ;

an astute consumer or reading at the fifth-grade
level. Literacy ‘inyolves ability in and regular

appllcatlon,of each of the language arts. Literacy.

'is possessing theskills and attitudes needed to
further oneself. -

These principles carm(pt be ignored if states
are to achieve effective educational leadershig.
The way they conceive of basic skills and their
place in the curriculum, the way they define
liRracy the dégree of their commitment to
quality, education for everyone, and the way
they pereeive their leadership role will dramati-

cally shape the destiny of public cation in
the 1980s. - : L

~
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- . ) ‘ Pennsylvania State Department of Educatién
: The Twelve Goals of Quality Educatlon . .

? - - Preamble ’

The constltutlon of the Commonwealth of Pennsylvania states, “The Ggneral Assembly shall provide for
the maintenance and support of a thorough and efficiert system of pubhc educatiomnto serve the needs of
M- the CommonWEXh . This prov:slon m3ndates a quality education for each child in'the Commonwealth.

The schoals-have, the primary responsibility for the achievement of the goals of quality education as

established by. the State Board of Education, but they must work In close and continuous cooperation

with the family, community and other appropnate social, religious and governmental institutions to insure
- the hlghest possible achievement aof the goals. - .

To foster achievement of a"quahty education, the school environment should be safe, attractive and
orderly; promote a willingness to work for objectives, stimulate a readiness to continue learning through-
out Iife, and encourage the fullest possible educational developmgdli of each student.

o " To foster ach:evement of a quallty education, the school ‘program should reflect the’ followang goals. .

’
. ' .

. - .Ggals ,v%“u

) . .

- Communication Skills - .
Quatity education should-help every student acquire communlcatlon skills of understandlng, speaking,
! reading.and wntlng '

)
.\ . -

Mathematics. '
Quallty education should help ev,ery student acqulre skills |n ‘'mathematics.

Self-Esteem
‘Quallty education should help every student develop self- understandlng and a feeling of self-worth. «

. - Ahalytical Thinking .
Quallty education should help every student develop analytical thinking skills. o

~ Undersland/ng Others * : ’ )
* Quality education should help every tudent acquire knowledge of aﬁerent cultures and an appreciation.
of the worth of all people. ’ .
Citizenship . < : T .

Quality education should help every student learn the hlstory of the nation, understand its systems of
government and economics and acquire the values and attltudes necessary fof responsible eltlzenshlp

P

-

» - »

. Quallty education shoeuld help every student acqulre knowle?lge apprec:atlon and SkI"S in the arts and‘
the humanities. . N

- Science and Technology -
Qualnty education should help every student acquire knowledge understandlng and appreciation, of
-~ science and technology. . . Ve

- Work toet ' ’ x
uality education should help every student acquire the knowledge Skl||S and attitudes neCessary to
ecome a self-supporting member of socrety .

) . L

v -

Family Living ' - -
. Quality education should help every student acqmre the knowledge skils and attitudes necessary for
' successful personal and famlly living. @ . ,
. ’ Health - " ‘ R
) Quallty education sﬁould help every st%nt acquire knowledge and develop q&actlces necessary 10
maintain physicai and ergotional well-be I
=~ Environment

A
- Quality education should help every student acquire the knowledge and attitudes necessary to ma|nta|n
the quality of life in a balanced environment. . ‘

Arts and the Humanities . * .1

: L - , P Qo' S
ERIC—— — S N




" o Pennsylvama State Department of Education
The Original Ten Goals of Quality Educatron

. b J
Self-Es ‘ ’
Quality education should Thelp every chald acquire the greatest possnble underjtandung of himself or
herself and appreclatlon of his or her worthiness as a member of society.

Understanding Others
Quality education should help every chrld acquure understandrng and appreciation of persons belongung
to other social. cultural and ethnic groups.

Basic Skills
Quality education should help every child acquire, to the fullest possrble extent, mastery of the basic
skills 1n the use of words and numbers.

Interest in School and Learniiig- ” ' ‘ .

Quality educdtion should help every child acquire a positive amtude toward the learning process

Citizenship
Quality educatign should help every chuld acqurre habuts and aftitudes associated with responsible
gitizenship : .

Health
Qualty educatlon should help every child acquire good health habits and an understandlng of the
congitions necessary for mgarntaunlng physical and emotiona) well-being. : )

"’ .

Creative Activites .. * ) ‘
Quality education should give every child oppo,rtunrty and encouragement to be creative in one or more
fields of endeavqr. -

Carebr Awareness : o
Quality education should help every chnld understand the opponunrtnemhum or her to prepare for
'a productive life and help each child to-take full advantagé of these opportun| tes )

Appreciattig Human AccompI/shment
“‘Quaﬁty education should help every.child to understand and apprecnate as much as possible of human
‘ achuevement in the natural sciences, the soc|aI scuences and the hurianities and the arts.

Information Usage to -
Quality education should help every child to prepare for a world of raprd change and unforeseeable
demands in which continuing education throughout adult life should be a normal expectation.
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Forward to the Basics — Ontario Style
\ o * * Jamés R, MacLean  *
. . Research and Eyaluation Branch
Ministry of Education, Ontario s -
Toronto, Canada

A N

- /
Edttors’ Note. In a search for programs in which basic skills instruction is cotydinated throughout the curriculum,
we Iearned of work being done in the Province of Ontanio. In this paper James MacLean provides background and ’
rat/ona/e for /nclud/ng educational expeniences in which students simultaneolgly increase their knowledge of
several of the basic skills as well as other instructional éontent in coordinated Ins /onal experiences, often
focused around problem-solving situations. He also reviews "Ontario’s experience in plann/ng with parents and
profess;ona/s for curnculum revisions. These revisions, planned over a two-year period, were based on the beliefs

‘that different children learn differéntly and that hg in today's society requires adaptability’and capac;ty to,

analyze and solve problems — skills often net seen as educational priorities.
. o /- .
i ' - L . o
Parents have expressed concern about the Adaptability and the capacity td analyze and
geha\’lor the attitudes. and the skills zy:qu'lred " solve problems have not been educational prior-
y their children in schools since the time of the ities in previous generations. They are now (On-
ancient Chinese, Greeks, and Romans. Parents tario Econgmic Council, 1976). We cannot hope
foday are no lgss concerned. Alarmed about the  that such skills will come naturally to our citi-
apparent deterioration of the basic skills, par- ~ zens as they reach adulthood — these skills are
ents are placing mcreasmgly heavy demands on  diffigult and painful for adults to learn, because
the schools for -a more effective educational they require an entirely new way of thinking. It
system is during the preschopl and school years that
children must develop and sharpen these com-
plex skills, which are basic for survival in our -
rapldly changing envnronment Tt

.

But what is thé‘responsibility‘of the schools -
with respect to these concerns? Parents’ judg- *
ments are often based on vague‘'memories of

their own school experiences; they assume that Over a period of seven years the govemngpnt ‘
a more efficient application of the principles  of Ontario has attémpted to reshape its” school
popular when they were young)wﬂl provide the system to meet the challenge of the twenty-first
best educatlon for their childfen. In. crises, too century. With a school population of just under

| many parents, and school administrators and - 2 million and a teaching force of about 100,000,
teachers ‘as well, tend to want to emphasnze the organized into some 150 school districts spread
+ practices that caused the difficulty in the first : "throughout the province (415,000 square, miles),

Dlace. . the task of designing and implementing sub-’

KC The fact is that’ the school’s respons’lblhty is - stantial curric’lum changes was a formidable
ammem o prepdre students to live in todays society. one. ’ N

1) L
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For generations Ontario’ schools were orga-
nized on the "getting readv for” principle —
grade 13 readied students #f university: grade
12 prepazed them for grade 13; even kindergar-,
ten was designed to get children feady for grade
1. In 1970 the Ministry of Education announced
its intention to begin a major updating of its
curriculum policies, beginning with .the pri-
mary and junior divisions of the school s\stem
(chlldren 4 to 12 years of age) and followgd by
reviews of the programs in the intermediate di-
vision (students 12 to 16 years of age) and the

'senior division (16 to. 19 year olds). The first

tasks were to collect data on then current prac-
tices 1n the schools and,on ‘the expectations of
parents and the general publlc and to 1dlentify
trends i in other provinces and countrles

A multlmedla presentation de&gned to elicit _
reactions and to stimulate recommendationd*
was shaivn to over 700 audiences of Btudents,
teachers, administrators, parents, trustees"ﬂ;nd
umvers1tv and teacher college personnel within
a period of two years. Simultaneously. research
contracts were awarded to the Ontario Institutee
for Studies in Education and to other investigga
tors to collect information orieleméntary s"chg&
currlcula in Ontario and alsewhere. .

Next came the formatior” of the largest
and most representative curriculum committee,
ever organized -in the “province. Sixty people,

"including teachers. principals, superintendénts..
_parents,

and college and university .profes-
sors; were appointed to analyze and interpret
the data collected and to revise the curriculum
guidelines. develop appropriate suppogt mate-
rials, and design strategies to im ent their
recommendations.

Organ‘zi'ni’ the’ latge -committee so that the )

energy and expertise of each member could be
efficiently applied to the task was a major prob-
lem. In addition, the pressure of deadlines and
the fact that school persormel servmg on the

" committee were given only fifteen days of re- .

lease tlrnsmade it élear that full-time Ministry

nel\would have to be responsible ‘Tp}
much of the coordinatiori’and synthesizing of
data. Five education officers were assigned to
draft reports and to” make' revisions after each

EKC curriculum committee meeting. Parallelmg the

wll Toxt Provided by ERIC

" reléased the material in two documents. The

<

development worlz, an ongoing publicity cam-

paign ipformed the public of proposed changes

and the reasons for them. The committee pre-
sented its report to-the Deputy Minister of Edu-
cation in March 1973.

In 1975, after a series of validatiog/ exercises
and further, revisions, the Ministrf. officially

3

Formative Years set out,the goals of the new
program and the Mlmstr) s e)(pectatlons of lo-.
cal school districts with respect to those goals.

- Education in the Primary and Jurior Divisions

provi\ded\allzextensive philosophy and rationale
for the program and described how the goals
might be achieved in an integrated and child-
centered framework. The government of Ontar-
io pledged to support an educational program
that enabled each child to pursue education

"with satisfaction and to share_ in the life of

the community w1th competence, integrity, and
enjovment. K ’

Rationale for a New Curriculum Model

. In the Report of the PJ Curriculum Revision
Committee (1975), the curriculum revision com-
mittee outlined four assumptiods on which
their recommendations were based:-

1. Curriculum is a cycle or compRx system in
which every part depends on the other and is
concerned with all those experiences of the
child for, which the school is responsible.

2. A curriculum guideline is a plan or map for the
teacher. not a course or a program. [t provides
-the rules but does not dictate the variety of.
moves that may be made

3. Principals and teachers within the’ framework
of general aims and objectives, must have free-
dom to decide what is best now for the pupils
in their classrooms, with regard to the choice of
specific objectlves materials, learning experi-
ences. instructional methods, and evaluation
procedures. .

4. Many sectors of the cbmmunity must be in-
volved in defining the overall objectives of the
curriculum and in assessing its outcomes for

" children and for thewlmunity. {(p.1} -

After intense deliberation on such‘questions,
as why we offer certain content and.experiences,
what content should be 'identified, how it
should be organized, when it should be present:




ed (timing and sequence), and where facilities
and equipment were needed, the committee de-
cided not to use the Tyler curriculum-develop-
ment model (Tyler, 1950), which it had been
considering, and designed instead a model
which represents a powerful strategy for devel-
oping a curriculum: appropriate to youn Chll
dren’s needs (Figure 1*).

As shown in Figure 1, the building/of a cur-
riculum is a complex process invoking inter-
" related 'and carefully balanced eomponents:

'® Aims and objectives are based on knowledge
and beliefs abeut children’s and society’s
needs-and the sohool s role ih meeting those'
needs.

o © Content reflecting the aims and objectives is
selected from .the environment and exists to

. pr0v1dq significant leammg experiences. It is
much more complex than subject matter or

* textbook. . "

-

Y 4
. P
-

“the major authors of the Report of the PJ Curricu-

lum Revision Committee: Mr. James R. MacLean,
* Miss Sylvia M. McPhee, and Dr. Griffith Morgan.’

The copyright for the figures is held by the authors.

L

*The flgures used in this paper were developed by

. .
. Teach’ing/leamin‘g processes, derived.from the
content, involve the child and the feacher with
the content in that dynamic, reciprocal rela-
tionship thaigein fact-the only real curric-
ulum. The ‘cal significance 6f the way
in which children in the primary and juhior
_ divisions think and learn led to the introduc-
_tion of the subcycle of interaction: the child —
nature and needs; the teacher — strategies and
“resources; and teaching/learning processes. -

e Assessment of outcomes is concerned with the
effectiveness of the: decisions made and ac-
tions undertaken in the teaching/learning ex- '
perience as well as with the appropriateness

and relevance of objectives.. .

In view of the model developed, there seems
ll;tle purpose in describing the content only‘in
terms of the traditional subjects, which are often
arbitrary divisions of knowlegdge that cut across
kinds and levels of learning and do not account
sufficiently for children’s. needs, interests, and
styles of learmng Too often, the subject ap-
proach separates the skill from the idea, or the
learning from the application in real-life situ
tions. In éxtremes, the child can come to believe
that learning is simply a series of arbitrary
activities®.

$
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Children learn because of their own purposes

» and interests. They learn major concepts, skills

Q

RIC

and strategies, and themes and topics that °
" bridge
" Children observe, discriminate, classify, order,

“subjects~and*“areas of knowledge."”

judge, and estimate. They listen and talk. They
evolve their own communication, symbolism,

‘and language forms and acquire more-effective

ones. They make factual: observations of their
environment: try out experiments on their own
terms; apply their knowledge of location, place,
shape, measurement, and number; and discuss

what they are doing with teachers or with .

friends. A child dealing with a topic in environ-
mental studies or with a problem of measure-

ment in mathematics draws on a wide variety of

ideas, competencies, and ways of logking at the
world in order to create a meamng,ful web of
* learning (Figure 2). S

Children integrate learning, whatever the se-
quences or methods used. The ogganization of
experiences can, however help a child to'see

. relationshipstand patterns in learning as well

{ v-)

as the reasons-for acquiring skills and when to
apply them. Although.a completely integrated
program would be the ideal learnirfg situation,

. the public and a sizeable number of teachers

would not accept it. The committee chose to
organize content into three major, areas: commu-
m(,atlon. the arts, and env1ronmental studies,

- Communication includes the whole range of
expressive and receptive language, symbolism,
and graphi¢ and numerical forms of communi-

. cation. THe arts ‘involves activities that focus

on the child’s response to people and things and*
to the world of ‘color, shape, sound, order, and
pattetn. Environmental studies introduces the
child to the physical, biological, and social rela-
tiohships of the world. in time and space (struc-
ture, relationship,, location, change). THis in-
cludes the concepts and methods of science and’
- mathematics, the study of sociology, geography,-
and history, and independent study and re-
gearch skills. The child se® these; not as sub-
jects, but as meaningful aspects of his or her
interpretation of the environment.

e

.
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Because tht committes viewed curriculum as
having realtty onfv-in the interaction between
pupids’and the learning enterprise and between
pupils and teachers, the model stresses an inter-
play between the child’s learning styles and the
teacher's strategies and resources (Figure 3). By
enlarging the teaching/learning processes cell
(see Figure 1), we can list some of the forms of
child- environment interaction and match these
with the roles children assume in- their learn-

ing. The interactions are ordered, ro@ghly, from -

top to bottom on a scale from environment-dom-
_ -<inated to child-dominated. Training, memoriza-
tion, and imitation suggest major pressure from

the environment, to which thefhi-l-d—respoﬂds'— —

Play, exploratlon and experiment suggest pri-’
mary inijtiative by the child in engaging the en-
vironment. The three interactions in the center”
suggest a balance between the two. T

The 31gmflcance of the teacher’s role in the
various forms of the child’s interaction with the
" envirdnment is demonstrated by extending the

cell again to show the correlation between child -

roles, teacher roles, and outcdmes (Figure 4). In
addition, we can see how theassessment of out-
comes complétes — and begins — the teaching/

learnigg process. - . '
The

The Minister of Education expressed the
Ontario government’s commitment to the cur-
riculum in this manger: . ‘ -

urriculum in Action

The turriculum will provide op'poru;nines for
each child, to the limit-of his or her potential, to
(1) acquire the skills fundamental to his or her,
continuing education; {2) develop and maintain
confidence 'apd a sense of self-worth; (3) gain the
knowledge and aéqmre the attitydes that he or she.
needs for aggne pammpatlon m%anadlan soc1ety
and (4 develop the moral and aesthetic sensitiv-
ity necessary for a complete and responsible life.
(Ministry, of Education, 1975b, p. 4)

‘Determining the, effect these goals should
have on the daily ?kperlences of children in our:
schools and identifying and assessing the nec-
- 552y conditions for achievement of these goals
* is not easy. The goals are so interrelated that it

— is lmpos&bTe ‘to choose one and list the kinds

o f experience needed for its fulfillment. Also, a

]:KCmgle learning situation can contribute to the
==, chievemnent of several goals. The best approach
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Figure 3. Intérplay between child’s lzarning
methods and teacher’s strategies and resources.
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R
may be to consider the characteristics of those

schools that havé demonstrated suc‘cess in at- .
tammg the goals.

Characterlstlcs of- Good Schools s e

The school s first priority" should be to aé
knowledge each child as an individual. This can-
be demonstrated in many ways. First, to know
each child better thére must be close and con-
tinuing liaison with the home. Not only mist
the teacher know about each child’s out-of-
“school experiences in order to plan appropriate
learning opportunities at school, but all those
who care about the child can profit from sharing
their ‘observations and understandings so that .
the child’s ‘growth is aided by supportive adults!
with @ common goal. Knowtgdge that preschbo]
experlences ‘set ‘expectations, motivate and re-
inforce malwdual styles of learning, and affect
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language patterns enables. the teacher to plan’
programs that take advantage of the home influ-
ence. On the other hand.. underbtdndmu of the
. teacher’s objectives for their (hlld helps par-
o ‘ents to reinforce and extend the learning taking
pldce in school. This partnership in the process
of_education is vital to all students from the
beummno to'the end of their formal schooling.

* From the appreciation of each child's indi-
viduality comes an understanding of hisor her™.
basic needs for security and a feeling of self-

~worth. Teachers should apply this understand-
ing both*to classroom organizatipn and to their
personal interaction with children. Several
school enyironment features demonstrate this
conter™~or the security and self-worth of chil- ,
dren. Rirst, there must be teachers who care for
*¢.hildren and show that they care, by responding
to eachechild’s unique ability, phy$ique, and

epersonalltv Acceptance, leading to the growth
of mutual trust and respect, is the key lo meet-
ing these basic needs. It is shown in the objec- *
‘tives chosen, the tasks set, the materials avail-

. able, and the rules applied. One outcomie is that
children are willing to risk uncértainty, to'make
mjstakes amd to learn frorg them..No longer are .
thev threatened by the {lght answer the first
time” attitude that has’ dljapped effective
education for years. An_faginative display of
children's work, the choice of books and.other
learning materials, and the use of space both -
inside and outside the classroorn all contribute
to this essentia] teacher-pupil relationship. John
Blackie describes it best: “The children feel free
and relaxed and at the same time in the care of
someone they respect and to whose authorlty
thev can trust themselveS” (1964, p. 57).

o>

. %
.

All ¢hildren do not learn in the sam&way. .
From the time they begin trying to make sense
.of their world, thev exhibit different strategies
.. for gathering information. Some strategies are

reinforced by success: others are, discarded or

modlfled when found inappropriate for solving . 5

problems. Parents who have raised more than
one child are well aware of the wide differences
n temperament among infants. Children range
.. from the very active — even diapering themisa,.
challenge — to the docile and easy to manage;
. from the ‘child whose rest and hunger periods
U are predictable and e,asﬂy accommodated in the
E MC family Schedule to the one who seems dedlcated

-~ .

_to disrupting any and every routine both dd\
d.nd night. The variations in gttention, per- .
sistence.” responsizeness. distractability. and
ddd[)tabl]l(\ of voung ehildren aré well known.
The challenge for adults is to create an environ-

ment that enables the child to interact so that >
these basic temperaments can be_developed
constructively. Out;and-out confrontation be- =~

tween adults and_ children commonly: results in
serious behavioral and emotional problems. The -
teacher has a major responsibility to find out as
much as possiblg about thldren s basic natures,
competencies, and learning stvles when they
come to school. Responsibility for meeting
these Basic needs must be shared by the sch-ool'
and.the home. N ) ’

G#®en these .fundamental differences. . Ita

makes little sgnse to expect all children to learn

to read, to le{fn mathematics, to learn to write,

and especiall™\o conform with the rules of the
classroom in the same way and at the same time.

And it is vital that the purposes of tedcher- * ~_
planned progrqu and* expectations for~each
child be understood hyv the parents “This under-
standing cannot be achigved thrqugh report
cards, parents’ nights, or annual ten:m¥jute '
parent-teacher interviews. Without a solid part- -
nership based on genuine concern for the well- )
being of each child, schools’and communities ~ ~ .

14

. will_ continue to waste their energies blaming ’
. each other and’creating additional anxieties for .

chlldren Ways to bridge’ the communicatiot ¢ *
"gap that so frequently ex1sts must bﬁ found” '

o

Assume that the school and the’ home have

' accepted, the individuality of each child and

have stopped trying to mold the child into that -
mythical, “average” person or into the image of -

an olde:b{i]er sister. or cousin ang that steps* . ’
have eofl taken topsh,ape an‘{environment bpth-

at school and.at home that accommedates differ~" , =~ -
ent learnirig sfyles and: personalltles The- next
step is ,to examme what” motivates a’ ¢hild- to " .
learn. @ *

Many paignts and’ teachers thinkf coercion -
gets results, [that is, order is ‘maintaied, rou- .
fines are -autpmatically performed. the> house-
hold or classroom is quiet. Parents and feachers Y
“must, realize that chlfdren learn little of value
from such experiences excedt how to please.
Children raised this way do little that will help o,
" them equlore aﬂd‘ expand their own qapabllmes !
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. or develop the self-reliance and resourcefulness

needed for the management.of change in our
society (see Manpower Services Commission,
1977: Ontario Economic Council, 1976: UNES-
CO. 1973).

Participation is a better way of mvolvmg chil-

dren in learning. It allows them to invest part of
themselves in the task. But participation cannot
be unstructured. accidental, or “'free choice"; it
requires a very complex sfructuring of the pro-
cess rdther than the content. The following il-
lustrates a simple learning activity sparked by a
frequent happening in manyv families:

Child Mom, mav | have 35¢ for an 1ce cream

cone? |
. .Mother: Let me see if I have enough change.

Child- . Oh. You have lots of money! I can see a
quarter, four dimes, three.nickels, and six
pennies. -

Mother Now, show me how. many ways you can

put the money together to get the exact

e o amount for the ice cream if I give you all
- . this change

- ThlS kmd of respagse to a child's question will
help the chjld learn how to.learn. Almost any
oggasion can be used to stimulate thinking in
children. In the case abgve, there is no single
“right” e situation, which is real

‘for the child. glves the adult an opportunity to,
observe the child's p_roblem solvirrg strategies =

" and, with further questions, to lead the ¢hild to

Q

a deeper understanding. of number and an ap-

“preciation of patterns. There need be no sense of
failure or frustration, because the coins are on

hand to be arranged as desired, .and the solution °

_does not have to be written down, within a spec-
1fnad time. In short, all of the qonditions neces-
“sary for meaningful learning are met. The situ-
ation is of interest to the child, is significant
mathematically, involves real objects, requires
some action by the child, allows for, different
levels of sohtion. builds on past experiences
and leads to'new and more powerful kinds of
thinking, and emcourages the growth of self-
confidence, perseverance, and competence.

It must be admitted that we, as adults, ha\;e

not often followed the interests of children in .

stnuctu.rmg learning " situations. Bellevmg that

“father [miother. teacher, or some other signifi- _

" cant adult| knows best!”” we have neglected the
: Q

e +

4

.

most powerful motivating-factor, gne that 15 in-

trinsic to the child: curiosity. More than 2000
vears ago. Plato offered this advice;
* exercise does no harm to the body, but enforced
learning” will not stav in the mind.” Donald
Hebb of McGill University claims that “the
brain ‘craves information as the body craves
feod.” This statement has been confirmed many

times. both in formal research studies (see -

HMSO0,.1967. pp. 128-150: Yardley, 1973, p. 29)
and in dailv intéractions between observant
adylts and active. growing children. The chal-
lenge ligs in applying thns kno“ledge ‘to plan-
ning and creating*an environment — both at
home and in school — -in which real Jearning
can. flourish. TNt

Many factors that schools can.do little about
influence children’s learning. Foremost among

these is parents’ ambitions or their hopes for .°

their children. Too often. this has been in-
fluenced or shaped by- false assumptions about
-inherited. intelligence, aptitudes, and person-
alitieg, Difficulty in mathematics, for example,
may be excused because the parent alse.had dif-...,
ficulty with mathematics "as a child (“Don't

'~ wofry, I was never any good at it either.”). Such
* a parental attitude assures that the child will

<carry on the family tradition.

** Variation in intelligence accounts for less
than 25 percent of the differences in achjeve-
men} among students (Kellmer Pringle, 1969,
p. 151). In addition, most of our assumptions
about the capabilities of young people are based
on crude measures of‘intelligence. Yet one of the
most destructive outcomes of test scores is the
thoughtless assignment of labels, such as *'slow
learner,” “retarded," or even “dumb."

The influences that significantly affect the
way children learn are (1) level of aspiration of
the parents, (2) degree ‘of ‘acceptance felt by the
child, (3) quality and kind of motivation, (4) ef-
flclency of learning styles. and (5) ‘general abil-
.itv. All of these influences must be considered

and applied in assessing the spe(‘1a1 needs of"
, each child.

«

The Issue of Basic Competency

It makes good sense to structure learning sit-
uations that take full advantage of the major
influences that affect children’s learrting. Al-

Gy
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though 1t is true.

by reading and
mathematics, the
be questioned. Ex
ics can illustrate

Traditionally.
mean” or ‘‘aver

ber of addends.

were provided
bricks. string. tow
were assigned the
was the fastest. 7|
of age. applied faj
to this problem

Having chosen th
termined the slop
thev were not sat

=

I
that chlldren learn to read
k mathematlcs by doing
ality of such learning may

les taken from mathemat—

notion of ‘“‘arithmetic
has been described as
then dividing by the num-
one experiment children
short "pieces of lumber.

task of determining which.car
he children. about nine vears
ore ingenuity and precision
an the teacher anticipated.
ength of the lumber and de-

t

sfied with merely one trial but

carried out many. Several “judges” verified
computations. and no unreasonable outcomes.
such as a mean fime greater than the slowest”
trial, went uncorfected. Tenths of a second. or
', decimals. were ddalt with naturally without any
previous formal. Instruction. Subsequentlv, both,
the length and the slope of the ramp were var-
ied before the children were satisfied they had
1dent1fked the fastbst car. The amount of highly
“motivated practicg with addition and with divi-
<sion, to sav nothing of the thinking and under-
standing that occl rred would have been diffi-
cult to accomplish in any other way.

eu

The influences th\at significantly affect the
way children learb are (1) level of aspira-

_tion of the parents, (2) degree of accep-

“tance felt by the child, (3) quality and kind
of motivation, (4) efficiency of learning
styles, and (5) general ability. All of these
influences must be considered and

. appliedin assessmg the special needs of

each child. 5 .

Contrast this with a common approach to
teaching, that is, giving a few examples to de-
velop the algorithm and then assigning a great
deal of practlce The outcome -at least for many
children,’is mindless performance of a ritual,
arid fundamental misconceptions go unnoticed.
For example, a student who multiplies ¥4 by V2

© nd’gets Vg as the answer,is correct. However,

- R

s Fl

e &\

ars. and a stopwatch and.

e (two bricks under one end). .

Py (]

.if. when asked to tdentifv the largest fraction.

the student unhesitatingly answers 's because
“when vou multiply vou always maKe 1t larger,”
he or she has a serivus misunderstanding of

ﬁractlons .

Current practlces deswned to secure “'mini-
muim Lompetenmes are of no help either. The- -
tradition in mathematics teaching of reoardmg ‘
mistakes: simply as things to be corrected must
be abandoned. Mistakes, anid even correct an- .
swers. should be taken as an invitation to ex- '
plore the learner's thought processes. Only by
removing the barriers created by these false
interpretations can we ease the anxieties and
frustrations that manv stadents" experience
when dealing with mathematics.’

- . -

<

Evaluatien Policies R ‘ .

- . v "
. . .« -
X3

It has been more than ten vedrs.smce anv stu-
- dent jn Ontario has beén .sub]ected to external
\examinations. At various times in-this mtef\hl
there have been waves of protest about drop- .
pirépu standards and the inability of graduates to . -
" demonstrate mastery of the basics. Despite solid
research ov1dence (Ministrv of College$ and
Universities. Ontar;o 1977) that the marks pres-
entlv provided by the schools are better predic- .
tors of success at university than our former
Orade 13 provincial examinations, “A™ level ‘
scores in Great Britain, or college entrance .
examinations in the United States, pressures
mounted for some form of provincewide assess- .
ment activity. : ¢ ) o .

Careful investigation revealed that nrany of . .
the evaluative practlces(hoth in the past and in
other ]urlSdlCthﬂS have served neither te im*
prove educatiopal policy, nor to stimulate and -
extend student learning. There is little evi- :
dence, for example, that the mere introduction
of large-scale assessment programs fo allow
snmple comparisons of studént or school ger-
formance will assist students teachers, qr ad- )
ministrators. At best the effects seem neutral; at ‘
worst, harmful. Ironically, many of these testing
programs have not even succeeded in their ini-
tial intention of reassuring parents or reducing
public criticism. .

In November 1976 the Minister of Education
announced a program, the Ontario Assessments .
Instrument‘Pool_, to improve the ability of all

.
’
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thuse engaged in p/ublic education to perform
the evaluative and reporting tasks for which
they were responsible. One of thefirst steps was
to provide a wide variety of assessment strate-
gies that have been carefully prepared tested,
and refined to correspond to the goals and cb-
jectives of education in Ontario. Techniques are
being developed to ensure that thé data collect-
ed \\lll be used wisely and efficiently to’ im-
prove educational processes, whether these be
individual student programs or the broad pro-

vipcial polrcres that support and regulate such -

' programs. ' .

¢

Banks of test. 1tems are to be/ a major cpmpo-
nent of thet program. The guidglines for the ew:

o turriculum give: feachers the pecessary flexibil-
C ity tg irda‘pt thclr ptograms t
- dents No- single test or small group of tests in .

the needs f stu-

atch the fexibility;

- the gom, eptignal sense can
- xiitem banking. It allows'the teacher, principal,

e partlcular objec-*

admmlstrator to select
tives to be assessed and provides test items de-

~ signed for those b]ectlv s. Because the items
* will have been

roughly pretested, they will
be callbrated so that useful comparisons can
be made between different groups of student&

In addition, because not all important learning,

outcomes can be assesged by written tests, the
Pool will contain other types of assessment in-

struments, iricluding ( J methods for improving

the reliability. of classrobm observations and
structured interviews; (2) methods and refer-
ence materials that will provide.standards for
assessing student growth in areas such as listen-
ing, speaking, writing, music, and art; and (3)
methods for assessing stude,,nt growth in affec-

tive.areas such as attitudes toward others, self- |

image. moral development; and. self-discipline.

Every effoit is being rhade to convinceé teach-
ers that the Ontario Assessment Instrument Pool

‘will be used to help them improve their

judgments about student achievement and the
quality of their programs. The Ministry of Edu-
cation, of course, has the ultimate reSpons1b111ty
for ensuring the provision of appropriate educa-
tional services and for establishing the general
nature of these services. The Pool will be used
by Ministry personnel to monitor the effective-
ness of provincial policies and programs and

_to make judgments about what furthér develop-

~ments or refinements are necessary. Data fer this

- -

3

~ y !

latter purpose, will be obtamed from a represen-
" tative sample of students rather than from all
students in all schools. If, as interrded, the Pool

. meets the needs of the various participants, the
Ministry will not have to add to this any routine .

Y

. words of James L. Hymes, Jr.," let

assessment of individual stud,ents for account-

™

ability purposes. SR } GT
We hope that this po‘llcy on. eValuatlon w1ll

prevent the repetition of other sltuatlons in’

which assessment prdcedures hay effectively
" stifled what were promising cufri eEular inno-
vations- The inclusion of evaluathn in the
curgiculim cycle and: our attempt to. make it
‘compatible with programs that stress an inte-
_grated approach to learnmg may, well enable us
to succegd in developing schoogs' that, in the

child be now
the very most that a child can be, so that twenty
" yeats from now and ‘ll through his life he can

" be the very igst a human can be” (1978). .
. [ E - N "
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Learning in Real-Life Contexts B

N

Betty M. Beck* vy

o l-- , Education Development Center ’ e
PR Newton, Masstichusetts” . .
. ot L adY _ ’__/ . . »
' .

Editors’ 2Note One apprgach to coord:nat:on of instruction so that two or more basic skills are taught together is to
arrange instructign arof d problem-solying situations. Such situatibns often also require learming science or social

studies concepts In this paper Betty Beck describes the development and use of curriculum focused around the
solving of realistic problems. She discusses outcomes and some of the lssues assoc:ated with lmtlatlng such

cocg'dlnated instruction.

< -

In 1967 a group of highly respected educators,

mathematicians, and scientists met in Cam-

+ bridge, Massachusetts, to consider the possibility

" of integrating mathematics and science instruc-

tion in the elementary school. Participants

stressed the importance of instruction that is re-
levant to the child’s interests and needs:

In applying the ... “scientific method” to-interest-

\ing situations in everyday life, one may hepe to
{ Temove some of the academic flavor of mathemat-
ics and cience. The use o.f everyday situations
may encourage children who resist abstraction or
are impatient to see the relevance of what they are
learning..., An integrated mathematics-science
program should tend to make it feasible to have
every child get most of his practice in arithmetic’

interest, that is, numbers which he has fpund in
his own experimentation.{Cambridge Conference,
1969, pp. 30.13)

.

“through hdndling numbers in which he has a real

© Asa result of this conferenee, the National Sci- .

_ ence Foundation supported the documentatron
anid evaluation of classroom use of the scientific
"method to solve students’ everyday problems.
This type of instruction became known as real-

© HOroblem solving. ’

t -

I the mi_d-19703,' parent and community
groups “began demanding a greater stress on
.mathematics‘ and language arts skills in -the
schools. Professional educators were concerned;
because- they also saw the need for continued
emphasis on inquiry skills — skills that enable
students to think critically and solve problems.
The evaluation of Teal-problem-solving' classes
has shown that there is more effective leammg of
both mathematics and language arts skills and
inquiry skills when students learn them together . .
by dedling with real groblems:This paper will
elaborate on real-problefn solving, indicate how *

" mathematics and language arts skills, as well as

" inquiry skills, are learned within the cp ;next of
working. on real problems, describe the 'evalua-
tion studles which have: been completed, and
suggest ways that real- problem ‘solving can be
included in the school program

i

Y

. *I wish to express appteciation to Eatle L. Lomon and
others who contributed to the development and
refinement of thesé 1deas _ , )
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Real-Problem Solving

Problem solvlng means different things to dif-
ferent people. For some, problem solving means:

.finding solutions to the word problems found in

most textbooks. For athers, “problem solving
“means. working on hypothetical .problems that
may never really happen in real life or on prob
lems presented as. case studies that have no di-
rect relation to stuclents’ lives:,

Real-prblem solving as described in “this
paper means student involvement i 'school or

community situations they would like to see "

~ changed, for example, the school Junch program
- (students dislike the food, have to wait inline too

long, or think the lunchtoom is too «crowded),
traffic near the sc;hool or theft or vandalism in
the school. Working on such problems is highly
motivationd] and requires a wide range of in-
quiry skills: defining the problem, deciding on
avenues of investigation, collecting and analyz-
ing data, communicating and making decisions, *
evaluating possible solutions, and implementing

.-the chosen solution. This long-term process

utilizes a wide variety of mathematics and lan-
guage arts skjlls — skills that éan be learned and
practiced repeatedly as the students move from

- stage to stage within the process.

Dr. Robert Gagné defines cognitive skills as
“‘the internal controls which make [the student]

an eff101é‘ht learner, an efflclent ‘rememberer,’ an

-~

mgenious problem solver.”” He states that these

cogmtlve skllls ‘are not learned quickly. . , #In-
stead, they probably undergo continued refine-
ment’and sharpening as the md1v1dual acquires ,,
greater experience ... [A] teacher . .. must pro-

L, vide many opportumtles throughout the course

A

o~

&

[Kc

wll Toxt Provided by ERIC

of instruction for [the student] to encounter, for-
mulate.and solvé problems of many varieties”
(Gagne, 1971, p. 522). ., . e

" Real- problem solving has been used succeés—
fully at-all age levels «(Unified Sciences and
Mathematics, for- Elemental‘y Schools [USMES] .
Currigulum, 1976- 977). The students, not the
teacher,xchoese the .problem to be tackled, de-~
'cide what factors need to be investigated, search
out 'the facts, try out p0331ble solutions, and
judge the effectlveness of their results. Primary-
grade students may work on problems such -as
fmdmg the best way to the school library, the

‘s

]

~ the,

‘best way. fo pass out supplies or’assign jobs in
the classroom, or what animals can be kept - °

successfully in the classroom. The type of in-’
vestigatjons and the level at which they are car-
ried out varjes with the children’s age and
abilities. Likewise, solutions that aré acceptable
to thee students vary with the sophistication of
the students. )

Skills Involved in Real-Problem Seolving

Table 1 describes acttvities that-may occur as
students work on one or more aspects of a
school lunchroom problem (USMES Curricu-
lum, 1976), along with the inquiry skills and the
mathematics and language arts skills learned.

"and practiced .during these activities. Not all
‘classes will participate in a]l of the activities

listed — the students decide which aspecis of
the.problem are important to them and collect
information only on those aspécts.

The teacher famlltates the real-problem-
solwng process by prondyrg time for discus-
sion and small-group investigations, by asking
questions to stimulate students’ thinking and
encourage comprehensive work,,and by teach-
ing specific skills as they are needed. The
teacher also’ makes written resources available
to help students with data collection and
analysis (USMES Curriculum, 1977). In addi-
tion, people from the community can be asked™
to help the students with their work. In this ex-
ample fthe school dietician, health orgarriza-
tion personnel archltecls and others could be
contactedﬁ'

Real-Problem-Solvlqg Evaluation

The evaluation of real-problem-solving
classes has focused on three areas. subject area

skills, problem-solving processes. and student

attitudes. The evaluation reported on Here was
carried out by groups at Boston Umversrty, the
University of Minnesota, Michigan State Uni- «
versity, and 'the staff-of the USMES Currlculum
project. = * . .

o e

Subject area skills. Studles by evaluatlon
teams from Boston University were. baséd on
pretest and posttest scores orf a standardlzed
test. In 1972-73 and 197.3-74, comparlsons on
Stanford reading comprehension ‘and

e ®
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[ - Table 1. School uinchroem problem. : L

Activity o, ‘ Inquiry Skills .

N ’

Idemufyung and deﬁnung the problem
(LA,-S, SS)

In the inihial session, students identify possible impor-
tant aspects of the lunchroom problem (unpopular
food, crowded tables, too long a wait in Jine, itter,
v etc.). Session may be repeated after observations

: and/or student questlonnaire ' . t

Deciding on information and lnvesngatlons
needed (LA S, SS) M)

. Classes may decide they need to find out what foods
students prefer, what the state nutritional require

‘ ments are, how long students wait'i in line, scheduhnﬁ"

of classes in lunchroom, etc.

Classes may be split into smaII groups to de3|gn and |- Organizing to obtain needed information

- carry out the various tasks: As the groups report their (LA M, S,.SS)
- ° progress to the class, students may see the need for .
.new Information (what foods are thrown’ out, nutri- > e -
tional vatue of different foods, measurements for a . o
scale drawing of the lunchroom). - : T '

QuastionnXire design (LA)

Sample detérmination (M, SS) _ X
Interviewing, (LA) )
Research (LA, S) (SN

Procedureg design (S) '

Measuring (M, S)

Counting, addition, subtraction, multlpllcatlon (M)

"Graphing(M,S) . !
‘Rercentage calculation (My . ¢
Stansncs (M) - - )

Investigation$ carried out. (1) design and administra-
tion of student surveys, (2) interviews with dietician
and Iunch;gom personnel, (3) researc'h into nutntional
values of feods, (4) interviews with principal, (5) mea-
surement . of. waiting times, dmensions of room,
tables, benc“nes etc., (6) gounting of portions of dif-
ferent foods thrown out, Igor on floor.

Data analyzed and repor{ed to class: (1) bar graphé
made and percentages calculated from data on sur-
veys. food wasted, (2) histogranfs made and medians,
calculated of iming data, (3) interview and research Organnzung and reporting (LA)

data organized, (4) scale map made of lunchroom .| Geometry (M) - . .
. : ) Inferénce (M. S, SS)

Report writing'(LA)

Communicating (LA)

Setting up-trials (S, SS) :

Data collection-and analysis (M, S. SS)

- After discussion, classes may presént reports and
. recommend changes in food, lunchroom arrange-
ment, or schedufng to “the prineipal and obtain per-
-misston for a trial of proposed changes.

‘\

-~

LA, language arts, M, mathematics; S, science; SS, social science. -
. »
» > * - r
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mathematlcs computation subtests were made overall real- problem.—solvmg class mean was

\ R .
T ; 3 soc1a . A /

.

between classes ‘ith real-problem-solving ex-
perience and classes with no experience. The
1973-74 results showed that most of the real-
problem solving classes -attained somewhat
higher posttest mean scores, adjusted for pretest
differences,  both the reading and mathem'at-
ics subtests (Shann, 1975). The 1974-75 testmg
mcluded six subtests. reading comprehensiort,
mathematics computatlon, mathematics appli-
cation, mathematics concepts, science, and

Q sacial suence On all six posttest measures the

" higher than the overall control mean. Although-
these overatl differences were small, the trend

favored the real-problem-§o s)ying classes. In
addltlon, the report on 1974-75 testing
oints to an especially noteworthy trend “favor-

_ ing réal-problem-solving classes in ‘the seventh

and lghth grades. While the real-problem-
solving ,group exhibited continued growth in
each of the six subfest areas, the control group
exhibited less growth or even showed a decline
in performance” (Shann et al., 1975, p. 124).

"
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- Three other types of basic skills investiga-
tions .in real-problem solving were made. At
Michigan State University a nine-week in-depth

* study was made»of every mathematical topic

arising in four classes working on four different .
It was found that almost every’

problems.

mathematics skill that could be associated with .

elementary schoo{ came up in the real-problem-
solving context dnd that many came up fre-
quently (Krairojananan, 1973). Arstudy at the
‘ University of Minnesota compared students’

' knowledge of basic economics according to .

four treatment groups: real-preblem solving,
contrived-problem solving, discussion/work-
book., and control. At the conclusion of four
weeks, the Test of Elementﬁ Economics was
given to each group. Students in the two
prablem-solving - groups had significantly
(p :05) higher scores than the other two groups,
with. the real-problem-solving group higher
than the contrived-problem-solving group (Ellis
and Glenn 1977).

The flnal investigation of sub;ect area shills

. was based on data collected in 1976 from fifty
teachers in thirty-two communities. These
teachers recorded which skills were learned
in each real-problem-solving session- When
grouped into, categories, the results were as

follows: 67.1 percent of the sessions employed.

mathematics skills; 65.9 percent employed lan-
guage arts skills; 62.3 percent employed social
science skills; and 48 percent employed science
skills. Correlations were made. between sessions
offering exercise in subject area skills and the
inquiry processes being used. Ten problem-

solving procegses were divided into three’

categories:

~1. DiscuSsion .
g a. Identifying and defining the problem
b. Deciding on information and mvestlga
tions needed -
c. Determining what needs to be done flrst
'd. Deciding on the best way to obtaln the
information needed .

—

<

2 Investlgatlon , .

a. Carrying out the data, collectlon
procedures

b. Detecting flaws in “the data-gathering
process or gfrots in the data

) I:KC ) ) ; ' )
- L .
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c. Organizing, analyzing,’.{md interpreting
the data ‘ .

d. Suggesting possible bOlUthHS haséd on
the data collected - « , ‘

e. Trying out various solutions and evaluat-
ing the results

3. Implementation ‘
a. Working to implement the solution’ de-
‘cided on by the class

In this'study two 'i§sues were investigated: -

1. How ‘much is the probability of instruction
in- each of the four, skill categories in-
‘creased or decregsed in the presence of
each of the ten problem-solving procedses?

2. What is the probability ... that this in-
crease or decrease shows up/ .as a result
of chance alone? (Education Dev elopment
Center, 1978a, p. 32) : '

It was found “that instruction in each of the
subject area skills was more likely (an increase)
in séssions focused on some problem-solving
processes and less likely (a decrease) In sessions

\focused on other problem- sol\ing processes.
hone\er there was a net gdln in basm skills
instruction. “One of the most striking features
is the sttong effect ... which investigative
processes seem to have on \mathematical in-
struction’” (Education Development Center,
1978a, p. 34). \

Pro‘blem-solvihg processes. A unique ap-
proach to examining problem-solving-process
ability is the situational test developed by Dr.
Betard Shapiro of Boston University. A small |
but real problem involving choice of variables,
observation, and decision making is given to
one or more subjects at a time. The subjects are
observed while they are dealing with the prob-
‘lem. Then they are asked some structured ques-
tions. Because each test administration can take
no more than one-half hour, subjects’ persis-
tence and refinement of procedures are not
measured. In the first situational
Notebook Problem, a student is given three
notebooks with differing numbers and sizes of
pages, quality of paper, color,.and price and. is
. asked to recommend the best for quantity pur-
Chase by the school Pens, pencils, erasers;and a

. 1y T

test, ' the ..
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ruler dre available to the student, and the price in real-problem solving, On three outcomes
is stamped on each notebook. The process vari- (number- of factors considered, number of in-
‘ables ‘tested are ‘whether the student used vestigations carried out. and reason used to con--
(1) measurable or nonmeasurable reasons for .'vince others) students who had worked on real
selection or {2} opinion. suggested tests. or problems did better. than those with no experi-

actual tests. The test was adhrinistered sépa- ence (Edycation Development Center. 1978b).

rately by Boston University staff in 197172 . Ty othei types of evidence collected by
(Shap1r0 1674) and by University of Minnesota _ goston University staff bear on. problem solv-
staff in 1976 (Ellis and Glenn. 1977), The Boston - ing process attainment. When an insttument to
University test sample consisted of students in measure types of student-teacher and student-
fifty-three-classes from grades two thfough six  giydent interaction was administered, the re-
in seven school districts, which were chosen for sults showed that in real-problem-solving
variety in socipeconomic conditions. and geo- classe§ students suggested many more ideas
graphic locations. The University of Minnesota and chahged the sub]ect or made random com-
. sample was limited to one school district. ments many fewer times than in control classes.

. Both groups found that the number of objeg- .The second kind of evidence restulted from
tively measurable reasons given for selecting a analyses of classroom activities: results showed
particylar notebook increased significantly after more small-group work and group changes in
students had_had expérience working on real real-problem-solving classes than in control
problems. The Boston University report con- classes (Shapiro, 1972). .

cludes, it would-appear that interms of the
.two independent var;iables studied, the [real-
problem solving] experience had, irrespective

Student attitude. The evaluation of student
. attitude offers evidencgiof the motivational
aspect of real-problem solying. This was inves-

* of problems or teachers involved, a marked and- tigated three times: in 1972-73 with 900 stu-
positive effect on students’ problem- solvmg be- dents in Lansing. Michjgan:'in 1974-75 with 85
havior” (Shapiro, 1974, p. 13). students in Edina'! Minnesota: and in 1976-77

. : with. 600 students in four schools in different
» , ~geographic and socioeconomic situations. The

:. .the ideal role for real-problem solving ' results are significant in their similarity. A
in the school is a combination of two larg,e majority 'ofstudents (92% to 98%) thought
emphases: re.al-problem solving can be that real;{)roblem solving was fun, few (4%

to 12.5%) found it boring, about half (45% to
53%) thought that real-problem solving was
hard work.

used for both development of the ability to
. apply quantitative skills and development
". of student \r\es}p’onsibility‘ and initiative.’

] In another part of the 1976-77 study, a longer
. — - * quedsllonnaire was adminiftered to students in.

: ’ - -both real-problem’ solving and, control classes.

The Rgn‘cil Probl‘e\rp, a vatiant of the Notebook  The questionnaire foqused on attitudes toward
Problem, vas administered by the USMES Cur- (1) working on real problems and producing

riculym project staff in 1976-77. The problem  offective solutions, (2).group intéraction, and
involved having students recommend .o a (3) specific problem-solving activities. In all
principal which of 'six national brands of pen- three _categories students with over twenty
cils should be purchased. Four schools of dif- -real-p.roblem‘sol_ving class sessions were more

ferent sizg geographic location, and racial/ positive in their attitudes than other, students
ethnic composition were chosen for extensive . (Education Development Center. 1978b). .

study. Because of time and budget constraints, N )
‘the Pencil Problém was administered only-once,
near the end of the'sthool year. The test was
given tp groups of three students each, random- X
ly picked from classes in the same schwpol Much of the focusof the two 1976-77 studies .
o lccording {o whether the students had engaged was on four schools in different parts of the na-
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tion {Education Deuelopment‘(fenter 1978a,
1978b) This in-depth exammatlon revealed that
the mtengent and, enthusiastic support of the
school principal is the most important require-
ment for the implementatiori of real-problem-
solving work in a school. In addition, because,
the studies mqluded the admmlstratron of
a problem-solving instrument (the Pencil "Prob-
lem) an evaluatian of studept attitudes, and

problem- -solving processes tal(mg place, there is.
evidence that the role given fo real-probjem
solving in the school curriculum affécts the type
Yof learning achieved. -

In one large city school which used real-
problem solving to complement a strong and
highly structured basic skills program, students
sco\Led higher than "average on quantitative
pro lem-so ving outcorneg but lower than aver-
age-on attitude outcome In contrast, in another

* large ¢ity school. which focused réal-problem-
‘sol\mO work on the development of student

reSpon51bll|t} and'sense of schoo] ownership.
studénts scored higher than average on 4ttitude

as‘_ a tearm for’ teachiné real-problem-solving
activities.

In a survey of 160 teachers_ who had real-
problem solving as an in'structional strategy, 54
percent of the teachers felt that ‘real-problem
solving was a useful support for the mathemat-

.ics program, 57 percent-felt that it provided

useful support for the social science program,

7 t felt that it h d th
- g correlation of ‘the skills learned with the X} percent 1e it enhance e science

ogram, and 43 Percent found it useful’in the

Jlanguage arts program. The survey also showed

that 68 percent of thé teachers used real prob-

lem solying as. part of more than one subject,

and 56 percent used it for more than: two
subjects. . . “

.For real-problem solving to have an optimal
value in the sghool program, content schedul-
ing in the varigus subject areas should be done
with reason an'd forethought. Because all activ-_

" ities in real- prohlém solving are initiated by

students™in response to the probdem, it is d.l‘f
ficult to state unequivocally what activities will

- take place and what skills will be learned.*How-

ever, lists are available of activitiés that have

outcomes and loweér than average on quantita-
tive problem-solving eutcomes, -

" From these studies. it can be seen that the
idea role for real-problem solving in the school .
curriculum is a-combiration of two emphases: -
real-problem solving ¢an be ustd for both de-
velopment of the abllnty to apply quantitative
skills and development of student responsibil-
itv and initiative. .

Because real- problem solving is mterdtscrpll
nary. Some adjustments in the time devoted to
the traditional subject areas may-be necessary in
order to make real-problem solving an integral
part of thé schoolday. As much as one fourth
to one third of the time nofmally spent on
mathematics, language arts, science, and social
science can be’safely assigned to, real-problem- *

solving activities, because of the large amount

of both subject area skill and inquiry skill learn-
ing that takes place during these activities. In
some schools this re-allotment of time has beén
successfully accomplished tll\rough team teach-
ing~4n other schools teachers in self-contained
classrooms rearrangethe normal schedule by
themselves. Ofher ,teachers use back-to-back

“scheduling of tlasses to allow them to operate -

’

been used to solve many specific problems
(Shapiro, 1972).

I-nitiating Real-Problem “Solving

~

Real-problem_  solving requires different
teachmg strategies from those used for manyy-
traditional learnmg modes The teacher acts asa

- coordinatof rather than ‘an activities director.

This Tequires flekjbility, good questioning tech-,
niques to encourage good problem-solving pro-
cesses, and the ablllty to work with sevéral
small groups of students, each of which.may be
v»og;lsmg .on a different aspect of a problem.
Thesg, ‘strategies come naturally to teachers

rWhOSE classes have been involved in student-

cllrected projects. Al that is - ‘needed is am
overview of the basic 'phllosophy of regl-
problem solving, discussion of real- problem-
solving strategies that have worked well for
other teachers, and a review of the'available
résources. Other teachers can obtain firsthand
experience with real-problem solving through
inservice workshops tpronded by education
departments in many Knnersrtles Whether
teachers attend inservice workshops or not, it is
important that they meet regularly to discuss

11
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4 dlfflcultles theycare having and to ghare thelr
suCcesses
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Conclusmn . . . Y

’

.

Learning in real- llfe confexts — real- problem-

solving — offers students the opportunity to de-
velop inquiry®skills while learning and applys
ing mathematics and language arts skills. The
first real-problem-solving project is not easy —
the clagswork is not as structured,as most other
work, and specific-skills are not tatight accord-

lng to a time, schedule But the results are well -

‘Worth the effort and, with the suppoxt “of the
school principal and the commumty, much can
be accoﬁnpllshed

ot
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Editors’ ‘Note. Miich research on child development has smplicatiops for how children learn and how they can be

helped to /eam Thomas O'Brien diaws upon that research, mc/udmg th; work of Piaget, to highlight factors'to be-
considered in.basic skills m§([uct/on O'Brien’emphasizes that indivi uals each have their own personal construc:

tion which determ/nes wha

y see’and leafn and that learring involves revising of thosé constructions (or

constructs). O'Bren also'emphas:zes the distgstion between. the learning of isolated facts and the learning of

general pnnc/p/es. He suggests”that ‘acfive articipation N problem solving is the mos#effective way to help

: ,pchr/dren revise-thew constructs..This-conceptof constructing pemona/ Structures of the world,Js consistent with the

. 'discussion -of schema thegry.in the T/em?y and Pearson

AN L
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.Did \og\ee the film Casa%ﬂca? Or The.

Deerhunter? Did,you see t.hem with a friend? My

wife arid Ialmost alw ways.come away* frgm A film

with ditferent redctions.. It was about war,” she
" salds’oLTile Deerhupter.

nature,” I said. ;'It was about‘frlendshlp,v she

said. It was hlstorlcally inaccurate,” I said. To

this day our 1mpress10ns of this film differ, al-
» beit with somé points’of agreement.:

We do agree, however, aboutCasablanca we”
. the- film for the third time recently. As
usual, we agree that we’saw very different films. -
) Moreover, we_agree that each of us saw a very
v different Casablanca from the Casablanca we’
remembered. -

)

. +  Issues to Consid'er'
. in Thinking abonjt Basics

-
.

Constructloﬂs ‘

-

People do npt mere(Ly. store*what they expe-
rience. We =ate not cameras or photocop'y
@ 1achines. What we\ﬂ"do is interact with the

LRIC™>
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p&per but draws upon a different research tradttion .
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world. We screen\reality. We act on it. We in-
terpret it. We’modify and re—forri(_it according te,
the h'e,\tworks of ideas we have dlready formed.
But- the things af the world act'gn us, too:
Wiren we see Casablanca. for” examble the old
networks of ideas about government about
.Humphrey Bogart, about war, change te incor-
.\ porate-the new information we efigage. So it is
~ with all our dealings with, the world. '

P .

. Such a view —a cor;struct1v1st view — sees
people as actlve, not fassive, .in dealing with
reallty. It sees knOwledge as a constriction, net

an accumulation. It sées pgople Tot as- con- » ..

drolled by stimuli but as controllers of the stlm-
“uli, in.the.seqse that’they select arid interpret
ang re-form the stimuli. ITsees.ideas as complex
networks growing any alivegs not as straighy/
lines. It sees people’s main’ mtellectual activity
as organizing, and it sees the organizing, from
the newborn’s touching and seeing and sucking
actions to the physicist's elaborate equation”
making, as tending toward coherence, stability,
economy, and generalizability. Finally, it sees
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126

'4

- .,

'3
.

.



86 -

<S -

v 3"

/
the human mind ag not satisfied when it has
-achieved coherence but as actively séarching for
and creating novelty to. engage, dissonance to
conquer, risk to 4ake. The mind is an organism,
not a mechanism.

It's as though we should all, children es- -
pecially, be, seen as.wearing sandwich boards
saying “Under Construction,” or even better,
“Under Construction — Self-Employed.” But
that is not4t all to say that parents and schools
have no rol¢ to -play. They provide the raw
material — experience — from which the con-
strugtions are built. And they must match the .
building materials to the builder.

Developmental Aspects B

When I was five years old, I made a tie ragk
for my father. The tie rack I would construct
now would be very different. Similarly, the men-
tal constructions one makes from age to age are
“very different. They are different in amount, of
course — experience accumulates with age. But
theyv are also different in kind, and it is this dif-
ference that has interested.resedrchers over the
past sixty years.

The research is far too lengthy'and detailed to
report here; one can only hint at its richness.
“The research ranges from the actions and co-
ordinations of the ngwborn to the growth of lan-
guage and organizing principles (number, time,
causality, etc.) in yoting and school-aged ch% 2

. dren to the logical abilities of older adolescents.
It generally concerns the questions, “What do
-people make of the warld?”’ How do they or-
ganize-the things of the world that they experi-
ence? How do they organize the things that they
know already? And how"does:this organizing
develop? Instead of asking about the.effect of
the stimulus on the organism (the usual ques-
tion), the research asks about thereffect of they,

., organism on the stimulus.

The method of research is often surprisingly
~ + simple. Much of the research inyolves careful -
observation of individuals as they solve .prob-
lems. How does the infant reach for a rubber
duck placed near his right hand when he al-
ready holds a rubber frag in his right hand and
his left hand is free? He drops .the frog and
" . reaches for the duck with the right hand. Until
o about 6 months of age, infants rarely reach,

IText Provided by ERIC o -
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across the midline (Bruner, 1973, pp. 254-258).
How does the child formulate the rules for
a game of marbles? How does the seven year’
old infer how many candies are hidden if she
saw ten originally, some were taken, and

she now sees three? How do’four year olds, -
~ seven year olds, and twelve year olds answer the -
question, “Why do clouds move?” How do the .

ten year old and the eighteen year old define-
,propaganda”? ’

The results are often striking. In one project
(Inhelder, 1969) children aged five to six years
were shown either a drawing of a bottle or an
actual bottle partly filled with colored fluid.

| -

A Y

* Af-hour later, a week later;-and six months later,

they ‘were asked to draw what they had seepf
Commonly, children drew situatiorts that they
had’ not seen and ' could ver <have seen,
because -they could not existein the real world.

oy

. Such findings (and they are abundant) make

. it clear that the mind is not a camera, that the
mind selects, interprets, and reconstructs what
comes to it in terms of its éxisting'mental net-
works. Moreover, the findings show develop-

mental change.’In the research cited, 30 percerit

of children progressed at six months (without a
new look,at the bottle), 53 percent remained the
same, and, in general, correct drawings after one
week remained correct after six months.
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4
Flow of Events

The research — sixty years worth in various
cultures on a wide range of issues with the same
general results — suggests that a construction is
at once the coordination and elaboration of pre-
vious constructions- and_ the .springboard to
future constructions. Some of the main events
in the development of thmkmg are described
below.

From roug'hly ‘birth "to twenty -four months,
the child constructs and coordinates actions
(looking, reaching, grasping, looking and reach-
ing, etc.) that progress from being ends in them-
selves to being medns to ends of purposefal be-
havior; begins symbolic and fepresentational
thought and action (imitation of people or

ob)ecls no longer present, symbolic play, draw-

ing, and language); and construds one‘of the
milestones of intellectual growth, the notion of
object permanence. This notion that an ob)ect
exists independent of 3 perSoi¥s observations or
activities is one of the fundamental supports

-of rational life. (Imagine what life would be like

if objects were thought to lose their existence
when we ceased contact with them.)

Just as the two year old is different from, ot
merely more than, the newborn, so is the six or '
seven year old qualitatively and quanptatlvely

lfferent from,the two year old. From two to
six years, the child constructs a wide variety
of abilities, the most extraordinary of which is

the acquisition, elaboration, and coordination of

language and communication skills that enable
him or her to interact more fully with the world.
What an incredibly complex job this is!

ut the. child still has a 18ng way, to go. -#*

Dyring the school_ years still new advances

_of fundamental importance take place. One of

childhood’s dominant characteristics is ego-

centrism, the view that one’s concepts, percepts, ,

and pomts of view are the only ones possible
and thus are shared by the whole world. (Ego-
centrism is dominant in, but by no means con-
fined to, childhood.) The following examples,

both from research and from eVeryday llfe

should be famlllar

While driving to a picnic we get lost, The six year
old points to the car in front of us. “Follow him,”
he savs. *‘He’s going to the picnic.” “Why?” “Be-
cause we are.”

19

Two children scrapping ini the scigoolyard are
called by the teacher. Each tells her storv. Each
sees no sense at'all in the other's storv. |

“Jane. do vou-have anyv sisfers?” "'Yes, Sue.”
“Does Sue have_ any sisters?”” “No.” Or, “Do vou
have anyv enemies?” “Yes,” **Are vou an eneqy?”’
“NO.” x . h

Second-grader John writes “Iohn" at the top ofa“

* swritten schbol assignments, despite the fact that
there are four children named John in the class.
He kriows who he is.

Egocentric monologue is “conversation™

listener, no give-and-take, no cpmmunication.
<

<
Egocentric dialogue 15 **conversation™ with a lis-
tener but with referents clear only tu the speaker.
You_telephone vour friend and the friend’s child
answers. "Who s this?” vou ask “It's me.” The
child knows who he is, so obvivusly sou must
know, too.

It seems that young children are unable to con-,

_sider a point.of view other than their own. Later,

they are able to admit an alternate point of view
but are unable to coordinate it with their own.
As they meet and engage various points of view,

-especially those moderately different from their

own, children develop this coordination.

‘Coordination plays a domingnt role in other
affairs as well. It is not only concerned with
one’s view vs. others’ views. A series of classic
experiments shows this. Fill two jars with col

ored water as shown: . "
e
c—
c &
A ‘B B

&
>

Then pour B into B’ as shown and ask which jar
has more.

with no .
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As with the earxer construction of ¢bject in-
varnance, over the elementary school years the
child constructs th"nption of the invariance
of properties (in this case, volume) of objects.
Younger children commonly say that- B’ has
morg, although they freely admit that when B’ is
poured back into B the wolumes are the same.
They tend to be dominated by how things look,
to center on ‘one dimensipn (here height) rather

) thalg to coordinate dimensions, and to have no

" .sense of reversibility.

2 two alternatnes sim

.'I4he< following less formal observations of
school-aged children are familiar to parents and
teachers:

1
""Hold up five fingers. Child counts. “One. two,
three, four, five.” Hold up the same five fingers
and oné finger of the other hand, and the child
starts over aguin, “One; two, ..” Five is one
issue, six is (thher.

* Young childrén are often not willing to admit that

a persan can hve in Chicago and in llhnois orthat )

a person can be a doctor and a mother.

Plaving tic-tac-toe, voupg children are often
incapable of coordinating offense and defense.
Further. children gre often unable to-attend to
neously. X will often play
as shuwn, ignoring the chance for a double Kkill.

3
~ Originadl situation  Child plays ! Rather than

X X
1X Of [X O] X

-
Play “I Am Thinking of a Person’' a version of
Twenty Questions. At first. children’s questions
are likely to be unrelated to one another or incon-
sistent with available information. In time, chil-
drén move from atomistic questions (“Is it Miss
Jones?” “Is it Helen Smith?"") to questions involv-
ing classification (It is a male?”") and which are
consistent with previous information.

-2 lof
(@)
(@)
(@)

\ .

Play ““I Am Thinking of a Number.” The number-
is between 1 and 100, and children are allowed
only qubtions such as “Is it greater than ...7" or
“Is it less than ... ?” Children will gradually con-
struct transitivity; if the mystery number is known
to be greater than 50, fIs it greater than 407" is a
wasted question. )

A .
£ s

S

The period of elementary school coincides,
with the child’s construction of thought opera-
tions in which concept triumphs over percept,.

. in, which children decenter from their own

point of view, and in which coordination of
variables and the reversibilily of arguments be-
come established. ‘

With adolescence begins.the period of the

possible. The child becomes increasingly able

* to deal with all the possible variables and com-
binations of variables in a given situation
" (“Here are five differently colored liquids. Two
or more of the liquids can be combined. One
combination of the liquids will be celorless,
What ‘combination?’). The child is also able
to construct the scientist’s all-things-but-one-
being-equal argument and can transcend the im-
mediate hefé-andfnow by creating objects that
cannot possibly exist. (In assessing the effects
of variables influencing a, pendulum.— bob
weight, string length, angle of arc, etc. — the
-adolescent can effectively create a zero-length
pendulum string by running successivé trials
with different weights but with string length
kept constant.) .. ’

Thinking does not sfop developing in ado-
lescence. Some researchers are at work on even
higher levels of development, However, many
adolescents are’ firmly rooted in copcrete ex-

fpel‘i?;(:e or are only at a beginning stage of

the ‘period just described. The “Four Island
Problem,” adapted here, was fully solved by
only fourteen percent of high-school students
(Karplus, 1970). ‘

Pretend that vou are going to take a vacation trip
to some islands that are new to vou. You are par-
ticularly intérested in four islands: Bean Island,
Bird Island, Fish Island. and Snail Island,

Bird

Snail




You" have to determine whether you can travel
between these islands by plane. You ask a travel
agent first whether it is possible to travel by plane
betiveen Bean and Bird Islands. The travel agent
says that (1) pegple can go by plarne between Bean
and Fish Islands, but he is not sure whether this
is"a direct route or a route with stopovers, and
(2) people cannot go by plane between Bird and
Snail Islands. :

From _this mformatxon you must determme
whether'you can fly between Bean and Bird Is-
. lands. The possible answers are ''Yes, for sure,’
“No, for sure.” and “I can’t tell from the two
clues.” -

You next ask the travel agent whether you can go
by plane between Fish and Bird Islands. He gives
vou the two clues again and now adds that he can
say for sure that people can go by plane between
Bean and Bird Islands; again, he does not know
whether this 1s a du;,ect route or a route with stop-
overs From this information, figure out if you can
go beddveen Fish and Bird Islands. The possible
answers are “"Yes, for sure,” ““No, for sure,” and “I
scan't tell from the three clues.”

Your thitd and last question 1s whether you can go
between Fish and Snail Islands. Use the informd-
tion vou already have to answer this qwestion
Again. the possxble answers are’ “Yes, for sure,’

*“No. for sure,’ and 'l can’t tell from the three
clues . -

Memory“and Knowledge

An increasingly common view holds that
there are different kinds of memory, for ex-
ample, memory in the strict sense (I remember
that George -Washington was born in 1732) and
memory in the wide sense (I remember that a -
jar's capacity is not determined merely by its
height). In addition, there are different types of
retrieval, for example, recognition (Didn’t I see
you at the picnic last week?), recall (Who was
the twelfth president of the United States?), and
reconstruction (31 X 20 is 620, because 30 X 20
is 600 and 31 is one more than 30).

Related to these distinctions is the distinction

between knowledge-in the narrow sense and”

knowledge in the broad sense. A child can
."learn’”” number facts, for example, by rote and
* can probably, in the short term at least, recall
them. It is unlikely, however, that the child will
be able to_reconstruct the number facts if her
strict memory fails. (An almost universal teach-

Q r complaint is that children return from sum-

‘

mer vacation remembering little of what they
learned in June.)*

On the other hand, if the child constructs
number facts in a relational way (2 + 3 is 5

because 2 + 2 is 4 and 3 is one more than 2), " *

she can reconstruct the 2 + 3 if need be. She
can use memory in the wide sense to help.
Moreover, knowing that 2 + 3 is constructible
suggests that (1) knowledge is something other
than random facts to be stored, (2) it is some-,
thing one has control over, and (8) old knowl-

edge is capable of being combined to make new ,

knowledge.  ° - y

Factors Leading to Intellectual Growth

Knowledge in the wide sense is a person’s
collection of organized processes brought to
bear on the environment. Four factors contrib-
ute to knowledge development: maturatjon, ex-
perience and activity, social transmission, and

<

self-regulation.

Maturation is necessary for development but
is clearly not sufficient by itself. Not all eleven
year olds (or two year olds or forty year olds)
have the same quality or quantity of thinking.

Experlence is a major factor, espec1ally ex-
periente and activity involving manipulation
and interaction with objects. (One definition of
thinking is “interiorized action.”) When a child
sorts beads, for example, he is beginning the
underpinnings of classifying. When Lie counts
blocks in various configurations, he learns that
the number of blocks is independent of a partic-
ular configurationt. (Why is so much of school
work limited to paper-and-pencil tasks?)

Social transmission is important, especially
as it involves give-angd-take and genuine, ex-
change of ideas, information, and viewpoints.
In engaging points of view different from her
own, the child alters her mental networks fo in-
corporate the input.

- Self-regulation, where the child (or the adult)
engages a'new situation, assimilates it, and ac-
commodates his mental networks to it, is most
central to learning. Intellectual development is
a form of adaptation, and learning in thé wide
sense is provoked adaptation. The match-up
(better, moderate mismatch) between the new
situation and a person’s present mental net-

. works is critically important, as is the context in
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situation occurs (Wason et al.,
1972). Thxs is \*here teachers and parents play
their rolé, lest children be léft to the random
everits of everyday life.

What Is Basic?

What, then, is basic in a child's school edu-
cation? Perhaps it is helpful to distinguish
between knowledge in the narrow sense and
knowledge inthe wide sense and to realize that
the two can be mutually supportive. (They can

also be mutually indifferent, even destructive.)

There are.dangers at both extremes. Knowl-
edge in the narrow sense can amount to lists of
trlual or atomistic facts or to a surface laye/of

‘right wprds” with few, if any, underpinnings.

“And the notion of knowledge in the wide sense

can be so airy that it has né substance, gives
no direction to educators, amounts to vague

“though well-intentioned generality.

L]
o . .

"I strongly recommend a wide view of what

. tow us at present. Further, they:s

Q
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,is basic. We should see self-regulation as

basic. That is, children should be prepared
to deal with the problems that arise in their
world, even though much of their future
world is unknown to us at present. Further,
they should be self-sustaining. They
should, in general, develop an internal
roadmap of the world that is coherent and

stable and useful and oppg to new growth.

“

LTS

I strongly recommend a wide vie\(lof what i?‘
basic. We should see self-regulatioh as basic.

That is, children should be prepared to deal -

with the problems that arise in their world, even
though much of their future wold is unknown
ould be self-
sustaining. They should not wait for nutriment
to come to them but should be able to find their
own. They should, in general, develop an inter-
nal roadmap of the aworld that is coherent and
stable and usefal and open to new* growth

Perhaps the most ambitious attempt at rede-

fining basics in the history of American educa-
tion was the curricular revolution of the 1960s.
The chief characteristic of the “new curricula”

- ¢

was an emphasis on the structure of the various
content areas. This aPproach has been discarded
for a variety of reasons (for example, teachers
were rarely encouraged to engage the structure
to make it their own, there was*a wide gap be-
tween ‘the adult content specialist’s idea of a
discipline’s structure and the interests and men-
tal networks of young children, and the “new
curricula” reached children largely as_knowl-
edge in the narrow sense). But structure e should
not be discarded, lest we have mere bits and
tI‘leS

' Robert B. Davis, 1r;a 1967 introduction to the
Madison Project, states a position in math edu-,
cation that captures the best of what the “new
curricula” tried to do.

If we devote grade 1 to addition facts up t6™10,

grade 2 to addition facts up to 100, &nd so on 4

we are putting one foot in front of the other, left,
right, left, right .. Th1s approach is weak in
power. . <

If,"instead, we seek those basic mathematlcal con- .,

cepts, techmques and attitudes which play im-.
portant structural roles in the development of
subject, we have a far more powerful approdch.
Cartesian coordinates, introduced (say) at grade 2,
give us an ability to relate any afithmetic or alge-
braic problem to a geometric one, and vice versa.
For all the rest ‘'of our lives we shall be able to
unify algebra and geo?hetry into a smglé coherent
subject. This is power.

°

Once we learn such basic structural concepts as |

variable, function, mapping, and so on, wehave a
strong structural framework to which all of our
subsequent mathematical learnirig can be related.
This, again is.power! Here we are building cogni-
tive structures that<can well serve as foundations
for improved structures in the future. (p. 9) *

A constructivist.is likely to be more- con-
cerned with the child’s construction of thinking
abilities than with the discovery of the structure
of content (or with the passive storage of struc-
ture). Perhaps Davis’s statement should be re-
vised as follows:

If instead, we seek those basic operations, tech-’

niques, and attitudes that play important struc-

tural roles in. the child’s intellectual growth, we.

have a far more powerful approach. For the rest of
his or her life, the child will be able to continue to
build a coherent roadmap of reahty, one that en-
ables the child to construct and test relatxonshxps
" to infer, and to withstand the seductive domi-

li; '.

.
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nance of percept over concept (or propaganda:
over fact). This is power. Once the child learns
such basic operations as classifying, ordering,
logically multiplying, inferring, and so on, he or
she has a strong structural framework from which

subsequent knowing can evolve. This, again, is -

power! Here we are building cognitive structures
that can serve as wellsprings of improved and
more complex structures in the future. -

In general, I suggest, the goal of education should
be to_cause intellectual growth, not merely to
teach children the facts, rules, procedures, con-

ventions, and nomenclature of narrow knowledge

What are the components of this intellectual
growth? They include those operations listed
above and, more generally, an ability to organize,
to coordinate, to pull into coherence the disparate
entities of environment, experience, and infer-
ence, and to regulate between one’s internal, net-

works and the demands of external reality. In

classrooms this would gall for children to be in-
volved in issues that genétstg an ability to discem
relevant from irrelevant; to dstinguish between
necessary and plausible and sherely possible; to
generate, to exhaust, to test, and to cancel alterna-
tives; to.know, given a situation, the necessary
conditions and the sufficient conditions and the
difference Between necessary and sufficient; to
golve problems and to generate new ones; and

.

*

to inquire and to become, self-sustaining in that
inquiry. \ . '

@

To call for such an approach is to'say that

static knowledge — pat answers — will not suf- -

fice for chlfdren who will spend the greater part
of their lives in the twenty-first century, and
whose thldren will be alive in the ‘twenty-
second century! ’

A constructivist approach is by no means at
odds with traditional content areas, though it is

at odds with the view that knowledge is static.

The approach is widely, thoygh unofficially
(and often surreptitiously), espoused by Ameri-
can teachers, and it goes to the heart of what it is
that really is basig in the education of children.
Brearley captures this concept in thefollowing
words: . )

The main work of the school igfsurely the foster-
ing and developing of mental life, enabling
children to experience more fully and consciously
all that life has to offer. This large, overall aim is
to be achieved by an infinity of steps small. The
material we provide, chilc\iren can ‘seldom be
thought of as an end in itself but rather as a means
through Which effective thinking and feeling are

fostered. (1969, p. 7) . -~
A\
- .
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See the classroom activities following the list of references.
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‘Classroom Activities

Below are some locally developed classroom activities
that show a constructivist point of view in actiors in that
they call for the ‘construction and testing of relatiShs
and alternatives Do not merely read them. Do them,
preferably with group discussion; then extend them or
adapt them to local situations.-

1. A monkey went from tree to tree as shown Where
did he start? Where did he finish? (Problems of this
sort can lead to serious mathematical study. No less,
they get children involved with trial and error as a
problem-solving tactic, with alternative searching,
and with the beginnings of a concept of proof.)

°
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- (By Dr. Jerzy Cw;rko -Godycki, Warsaw, who used this

problem at the: Eighth Annual Teachers’ Center Resi-
¥ dential Course, August 1979.) .

2. Can you change a bird into a horse? (You can
change acat into a dog by going cat —+COt —~COg—»
dog.) In changing a bird into a horse you canchange

) or add one letter at a time. All the- words you use

must be real words. The dictionary is the referee._

Here are some others to try:
cat—mouse dad —~father ‘
Iove—»despise mom —mother

(By Teachers’ Center participants from East $t. Louis,
_ linois. Included in SEEDBED, vol. 1, no. 2, available
at cost, $1.00, from the Teachess' Center Project.)

3. Here are some headirfgs for lists: ’

- Things that fly - < ';8
© ' ,.Things used in cooking : s
Things found in a kitchen . 3

Things associated -with Christmas .

" Things that are often hot
Thlngs used for transportatlon

Make up some headings like ihis. Then.pair the chil-
dren in your class. Give one heading to one of the
children in each pair. His or her task is-to name
things that belong on the list (without using any word
@ given in the heading). The second child’s task is to

ERIC T
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guess what the heading is. Then children exchange
roles with a new heading.

(By Teachers’ Center participants from East St Lous,
Minois. Included in SEEDBED, vol. 1, no 2)

4, Kere 1s a figure drawn on inch-square graph paper.
What is thé area of the shaded square?

(By.David S. Fielker, Lond'bn, who ysed this problem
at the Seventh Annual Teachers' Center Residential
Course, August 1978.) d

5. dne child builds a building from blocks, one block at
a time. The building i1s hidden from a second child.
The first child gives a verbal description of his or her
actions, and the second child's task s to cons;rd’ct
an identical buuldmg (The descriptions can also be
given in writing.) '

(From Elizabeth Thomas, East St. Louis, lMinois. In-
cluded in SEEDBED, vol. 1, n0. 2.)

6. “There are lots of hice on my street.” Strange sen-
tence, isn’t it? The plural of mouse is mice but the
plural of house i5 not hice. Write some strange-sen-

tences of your own. Try them out on classmates and -

see if the chlldren can figure them out.

(From T.C. OBr/en SoIve It, Chicago: Da/gger/ETA '

1977) !

7. Pretend that you have just moved into your neigh-
borheod and want to be prepared for emergencies.
‘What phone numbers would be useful to have? Get
together with some friends and make. up gn emer-
gency telephone directory.

(From T,C. O’'Brien, Solve I, Chigago: Da/gger/ETA

1977)

8. The right cube is the same as the left cube, but the
vartist was in @ hurry and dldn t finish his work. Finish
* it for hlm . .

. °

a

(Frgm TC O'Br/en Solve It, Ch/cago Da/gger/ETA
.1977) ' o ‘
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9. "When children do write, they often feel that they're * 10. Hers-‘.am; two multiplication grids. Compiete them.
L writing only Tor the teacher's approval or disap- :
proval. ‘The teacher doesn't read it. She*pnly marks

it,’ said a second-grade Canadian child who had just Left = © Left
written abeautiful story about a bird building a nest. | T X top x top 4
Thus, children learn quickly that wntlng is a distaste- Lot ‘ Left
ful chore, not a chance to communicate |deas x1op 3 g 5 ~ xtop 7 O
“The main job of a teacher concerned wnth children’s
writing 1s to invite ‘the ‘expressive mode.’ It is im- 4 ’O 20 O .O 16
portant to create trust between writet ‘and reader, L 8-
something that I1s often accomplished when achid .~ . 7 ’ 2 O Ky

— knows that what is written will be read, respected, . 4 O 32

.- and responded to. Children should be encouraged L . ! _ "

to take risks in their ertlng, not JUSt produce ‘Dick (From T.C. ‘O'Brien, Puzzle Tables, Cuisenaire Com-
and Jane’ sort of pap. *+ pany of America, Inc., 1980.)

“Children’s wntlng was successfully encouraged'in
Togonto schools by setting up a_mailbox system,
whereby children wnte notes to one another (and to
the: teacher) in some twenty-minute period during - ' “{
the day. The mail, addressed, is placed in &class -
mallgox and delivered, without the teacher's inspec- . .

. tion, at the end of the day. A situation like this will .
" .draw out the most reserved of children. “ .

. “Teachers are under constant pressure to make ]
\ children conform to adult grammar rather than to ~

encourage fluency of oral and written language. Cor- . ~

rectness of grammar is important, but it should fol-, . ..

low, not precede, fluency.- Emphasis on grammar ’ . <

can stifle fluency completely. . i

“One way of ‘enceuragifg correctness of grammar,

as well as introducing-new vocabulary and” Bnngungv C ,
abouit good writing habits (the fluent use of descrip- . RN : .
Jors, etc.) is for teachers to read quality books to 7
children at least half an hour each day. This i a L . e
must for Toronto teachers who work with me. * ., , . )

. “Children can enrich themselves and one another by
' writing books for the school library. Artistically tal- o .- t .
ented children can ilustrate the bodks. The books, . ' . ‘ ” ) .
bound safely in hard cover, go into the library with a - o . B
card cataldg entry. To make._the child-author know . . . T N
. heis succeeded, as well ‘as to get the books more Y . :
. widely known, children’s books are farmed ou# occa- : ~ . ’ .
-sionally to teachers in the school — riot the child’s ) ’
. ;v?zeacher — whose job it is to read the book and S " '
Fite a short note saying something like, ‘I read your - )
~ .. hockey book, John,“and | like it very much.’ John o '
<« will carry that note with him throughout the school ) ‘ .
year and the teacher will tell othen children. about” ' . . @
e Johns book.” - =

(F John H. Bates, Toronto /ncluded/n SEEDBED S .
K vol 1 no 7 ) . - . e

"
.




R . . T e , .
. :&_\ . » R » o °
, . v . ¢ N
, L et *
. % ¢ < .
* g s '0}?“{”‘1:' - 5 ° - .
-2, - - 4 :
. . b - P v - : ’
e v h ) y 9
. . -~ ﬂ{ R e, ‘Y A‘J‘ ' e
i . g L. . ’
- PIRY < v & * )
X 3 * ‘ )
< Sty ‘ ’
. . N ’\.Q; L E L e e ’
. ( -... . ~ ¢
' N - 3 ’ ¢
) . & o7g 5 :
. .
< ' T S - ’
] I . \
.6: LY A ? v ' * ° ’ *
, -
.

-
-
-
+
:
T
h
"é
-4
~
)
®
~
9
L
9
.
.
[

| ISSUGS#‘, o
S. Ou\tcomes :

. ¢ and Classi'oom Planning
and Assessment | .

. -

‘)

. . v - P . ’
. .-. P WY N o, ‘m.4:~.

\




2

Overview: Papers in this section provide background to help schools and school districts
determine what skills students are to learn and how they ar?o be assessed. The first three
papers — by Robert Stump and Nina Selz, Georgine Loacker’ and Marcia Mentkowski, and
Lena Lupica — explgre from different perspectives the skills needed for success in work
and aduit life, nowsard in the future. In the fourth paper; Vifo Perrone and Walter Haney
desciibe different approaches to assessing student progress and analyze some of the
strengths and weaknesses of those approaches. Pat Weiler’s paper deals more broudly with

planning and assessment of instruction in the classroom. .
e v " ’ ! ’Q N
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Robert W. Stump = - :

Formerly with the National Institute of Education___

’ .\ . NinaSelz ,
National Center for Research in Vocational Education

- -

important skills/knowledge, and attitudes heeded in the world of work. The information is presented here as
background for persons planning basic skills programs which, among other things, might be expected to prepare
persons for the world of work. The data gtgge t what skills are needed and how home, school, and work must

Editors” Note. /;Q‘ws paper Robert Stump a&c\l Nina Selz summarize results of several studies designé'd to identify

cooperate in leaching or remforcmg the skills.

o~

Teachers, parents, students, principals
school boards, and everyone vitally concerned

~with maintaining and improving the high qual-

ity of our nation’s schools face a tremendous

challenge in responding to recent federal leg-
islation calling for basic skills improvement.
As the various papers in this handbook demon-
straté, there is no clear-cut path to success. But
we can identify a reasonable starting point —
basic skills improvement must-begin with the
fundamental quéstion, ‘“What are the basic
skills?** We will address this jmestion in terms
of the basic skills needed for the world of work.

.-Traditiona}ly, high school curricula range
from vocational training for a specific job to

college preparatory courses for a liberal arts

education. In between are general curricula and
pre-professional education.. At the one extreme,
specific skills training in vocational education

~ is.seen as too narrow and not sufficient prepara-

tion for theforty years of work that students can
expect to face after leaving high school. At the
other extreme, liberal arts graduates are some-

" times viewed as well educated but incapable of

rlomgf anything practical in the-Work world.

This paper will report on a project funded
.by the National Institute of Education at the

\ National Center for Research in Vocational Edu-

cation. The project’s starting point was “the
uestion, “What are _the basic skills for the
warld of work"" The answers we found are de-
_scribed here with implications for improving
. basic\skills instruction.

- What Axe the Basic Skills?

A very common 'phenorpenon in the world of
work is‘that\people change jobs. Studies by the

. U.S. Bureau of the Census over the last ten years
have reported tRat at least nine to eleven million
ccupations within a twelve-

people -change
month period (Byxne, 1976). . .
" We reasoned thdt if people are geing to
change occupations throughout their lives (and
there is ample data to suggest that they do even
up to age 50-59), schools should be équipping
students with the skillsand abjlities that are
useful across a wide vari¢ty of* occupations.
These are called transferable skills or occu-
pational adaptablhty skills.\Our inijtial task

*f
“
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was to identify these skills and abilities. We
approached the task in several ways.

Our first step was to talk with employers and
working adultsin a series of meetings a¢ross.the

" country. We began each meeting by asking par-
" ticipants to answer three questions:

1. Since you started working full-time, how many
different jobs have you held?

2. Considering all the different jobs you, have
¢ *held, which were the two most drssrmrlar? 3

3 In sprte of the dissimilarity, were any of your
skills 'and abilities useful in both )obs? Which
ones?

. !

The number of different jobs held ranggd .
from two Yobs to one hundred and included a-.
full range of blue-collar and white-collar jobs.
Employers and working adults easily identified
a great number of skills and abilities- useful in

-very different jobs. A summary of these respons-

es is given in Table 1. In addition, althouglt the
question asked respgndents to identify skills
and abilities, the responses were quite diverse
and included all eléments of performance in

"the world of work (ksowledge, skills, and atti-

tudes). The frequent mention of attitudes mot
only confirmed a prevaﬁant notion that one’s at-
titudes are basic to success in the world of work,-
but it also suggesteg that when terms like lack
of skills or unskilled workérs are used to de-
scribe recent school graduates, they might mean
more than the surface meaning implied by the ~
terms. Although knowledge was sometimes
mentioned by itself as a -factor, the concern
was almost uniformly with the’ capacrty to per-
form — skills and abilities — and with attitudes

assocrated with performance: No distinctions

. WEere made in the importance of the three cate-

L

Q

ERIC

wll Toxt Provided by ERIC

the sides of the triangle is

gories.of tfansferable skills listed in Table 1, all*_
three being considered essential for sucgess. tn
the world of work.

As shown in Figufe 1,_adequate performance
in the world of work can be pictured ‘as a tri-
angle. Each side’ represents one of the.three
components of pgrformance, each of which is
- potentially transferable. The trlan,gle illustrates
the interdependence of the three — if any one of
rfmoved the other

two will collapse.
Our second approach to the task.of identify-

»y O

Adequate
Performance
in the World
of Work

. Attitudes£Values

.

Figure 1. Requirements for adequate "
performance in the world of work @

S [

.but may not receive explicit attentj(l)jg

ing the basic skills needed for work was to loo

at prev10us research on skills and abilities co

mon to many jobs (Sjogren, 1977, Pratzner, 1978;
McKinlay, 1976), Th‘bse stydies differed in the -1
level of detail and the range of _occupations (
or jobs that they examined. ;The results can be
summarized by lookmg’ at one study condLLcted
in Canada (Smith, n.d.). The study was bastd

P

RS

". op a survey.of representative skilled and semi- °

skilled jobs (blue collar and clerical) throughout _
the economy. Workers and supervisprs were
asked to i ntify job performance 1:equ1rements
The skills# categories included mathematics,
communication ?wrltten and oral}; 1nterperSon-
al and regsoning. Table 2 summarizes the s ills™

‘each of the categories that aré common to the
]obs Table 3 does tke same for the tasks thatzare ., .
common for supervisors of t

e

e

.

. Looking at these lists, it is easy tolsee things
that are included in most school cufricula, for
example, multiply arid divide; know: plurals,
prefixes, and suffixes;. and read notes, letters,
and memos. Students are often tested on their
performance in these areas. In addition, how-
ever, these jobs have in common many perfor-
mances that are part ‘of the school experience
in the
curriculum or testing in school, sucH¥as give
directions and information, participate-in group
discussion, read forms, establish task priorities,
and determme relevant information for problem )
solying. }

. 110 e
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‘ _ Table 1 ) :
4 L4
[ :
_Composite List of Transferable skilis Identified by Conference Participants*-
J.. N . . . . : )
! . VN -
, P » h - 2
L] g )]
lnteller‘:tual/Apptudmal . Interpersonal . Attltudlnal -2

. ComMunicating (44)
Problem soming (17) -

- Analyzing/assessing (15)
Planning/layout (14)

Working with, getting along with, *
or reldting to others (28) -
Managing, .drrectlng, or supervising
o (13)

Diligence, or a posmve gmtude

foward the value of work (11)
Receptiwty/flexnbrlﬁy/adaptability
Determination/perseverence

Decision making {(13) * - Empathizing, or berng sens;tlve (o Acceptance/appreciation/conéern
. Creativity/imagination/innovation others- for others
. Problem identification/definition Teaching, training, or nnstructlng Responsitlity N )
~Managing ohe's own timé ¢ Counseling w ! Willingness to learn * .~ ¢+
Basic computation AL Motivating Ambition/motivation s 4
~Logical thinking ~ . Garmngﬁ‘acceptance, or building Self-confidence o . @
Bvaluating - ‘rapport " Self-discipline -
. Ability to, relate- CQmmon‘ knowledge Helping or coopgting Prde -
op ¥ahsfer experigpées # Cultivating cooperation EnthuSiasm  ° : T
+ }'s  Coping mith the (gbor market and = Selling . ‘ + Patience - .
job rhovement  * , Accepting supervision < Self-agtualization -
Understan thers * ° Delegating Assertiyeness e
‘ Synthesizing ‘ Instiling confidence ~ * Honesty .
Marshalllng able resou * _Team buiding, ~ ° { . Loyalty - ‘? .
. "™ccommodatiig iple degr nds : Rehabilty
- " Judgment . , Risk taking « .
Foresight . N . * Comipromiging / Vs
°, " Trouble shooting & » T P ' .- Kindness .
N / Job awarefiess N 3 - e ’ L T g ..
/ . Mechanical aptitude " ~——_ _. . ) L. s -
Typing - ;s A . .
« ! - *
Accounting . _ R
lmplementrng ~
Self-uhderstanding, awareness LT ! ) . N
= actualization ~ N ! < ’
! tuational analysis- ) » ’ .
fA‘sses§ing environments/situations - N - .
. Understanding human system- e, - .
¢ interactions - o . .
Organzational savwy | 1 . )
. ConcepMalization v~ P - ' .
. ~ Generalization Bt ! — -
. Goal setting : ‘
.. Controlling.. ' : . . ’
- ‘Quanttative thinking * e - L ', .
Dealing with work snmatloﬁ's , ,
Finance 3 L, . v -
~ ~Tool usage-’ , - . N . ’ \ v
Bookkeeping r, ¢ - ) R
o Artistio ablhty . .. 7 . . .
7| . Business sense ’ - Co-
Tolerance of amblguity . » . : - r
- 3
. ‘ltems are listed in approxrmatg order of frequency- within each category Most frequently mentioned items are
followed by a figure in pareritheses to indicate relative frequency, thus, Commumcatlng" was mentioned about
. 44 nmes as often as “Tolerance c% ambiguity.” s ,
Source. Sjogren, D.D. Occupanon lly Transferable Skills and Characrerrstrcs Review of Literature and Research
- Columbus, Ohio:'The Center for Vocat|pnal Educauon March 1977, p. 7 -
- W
) : — '
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- Table 2 , ) .
) Content of Core Skill Clusters of Nonsupervisory Occupations in Generic Skills Projects .
) . Skill Areas ’ _ ) /‘
- Mathematics _ . Communications . . Interpersonal ' Reasonlng."/ .
1. Read, wnte, and count whole 1 Know plurals. 1 Attend physically. . 1. Obtain information about tasks,
numbers. 2. Know prefixes and suffixes 2. Attend cognitively. « materials, and equipment.
2 Add and subtract whole numbers. 3 Contractions and abbreviations . 3 React to others . 2. Obtain information about methods
3 Multiply and divide whole numbers. 4. Use dictionary. 4. Elementary one-to-one . and procedures.
4. Solve word problems with whole & Synonyms, antonyms, and conversation. . gy 3. Obtain information about
numbers. ° -homonyms. . * » 5. Task-focused conversation sequence.
5. Round off whole numbers. 6. Meaning from context. * + 6. Express point of view. - 4. Obtain other job-rela
6. Read and write fractions. v 7 Use books. 7. Persondble conversation ) "information.
7 Add and subtract fractions 8 Comprehend ora| commumcatton . 8. Participate in group discussion. - 5. Recall theories or principl
. [ 8. Multlply and divide fractions. literally. . 9. Respond to information or * 6. Sort objects. "
+ 9. Solveword problems with fractions. " 9 Interpret oral communication direction 7. Estimate time.
10. Compute dollars and cents. 10. Pronounce words correctly. 10. Give Instructions ) 8. Estimate weight
t1. Read, write, and round off 11. Usé good diction and word choice. 11 Demonstrate. . 9. Estimate distance.
4 .deblmals . 12. Speak fluently. 12. Monitor . 10. Sequence tasks. :
12. Multiply and divide decimals 13. Organize ideas while speaking. 13. Give diréctions. . 11. Estabhsh task priorities.
13. Add and subtract decimals. 14 Ask the six W questions. - * 12. Set goals. s,
/1 14. Solve word problems with decimals. 15. Give directions or information. . . 13. Determine activities fo reach goals. |™
~ | 15. Re'ad and write percents ., . 16..Use the telephone.. . : 14. Decide about alternatives ’
.| 16. Compute percentage. ° ’ 17. Literal comprehension of reading. 15. Set critenia. ’ )
17. Detérmine equivalents. - 18. Interpretive comprehension of : 16. Set prionties.
18. Know order of operations. , ’ reading. LR 17. Analyze situation.
19. Solve word probtems (mixed ' 19. Read forms. . : ! 18 Make deductions. .,
™ operations). . 20. Read notes, letters, memos . 19. See Gause-and-effect relationships.
20. Do quick calculations. 21. Read charts’ and tables. ’ 20. Identify possible problems. -
21. Compute averages. 22. Read manuals. ' . . 21. Set priorities in terms of diagnosis.
¢| 22. Read graduated scales. - 23. Write phrases on forms. 4 . 22. Explore possible methods
+| 23. Perform operations with time. 24. Write sentences on forms. A 23. Ask probing questions.
24_Operate calculator 25. Write senté nces R . - 24. Use senses.
‘ 26. Write short nétes, - ‘ 25. Determine relevant informatioh foe...
o . 27. Take notes. B ) problem solving. [~
“ - . . ’ 26. Arrive at alternative statements !
L ' , . - 27. Select statement. ‘
. ‘ b i . . K - 28. Determine alternativétsolutions.
‘ ) . . . 29. Select alternative.. )
A L. , ) L 30. Update plans. ... j )
- i L4 < . - -
i T ; .
| "Source Sjogren, D.D. Occupat/ona//y Tranéferab/e Skills and Characteristics. Review of tgterature and Research. Columbus, Ohio: The
Center for Vocational Education, March 1977, p. 15. . . - . _—
Q 4 v ‘ . '
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Table 3

N

Content c/ Core Skill Clusters of Supervisory Occupations in Generic Skills Project

. Measure distance.
. Measure capacity.
. Know geometric forms and

figures.

. Computation on angles.
. Draw/sketch geometric forms

and figures.

. Compute perimeters.

31. Write paragraphs.
32. Write form letters,
33. Write single paragraph letters.
34. Write internal memos.
35. Wnte business letters.
\ 36. \\%ﬂte information reports.

rite recommendation reports.

38 Wnte technical reports

-

18. Lead group discusston. 36. Estimate capacity.
19. Maintain groups. 37. Estimate cubic measures.
20. Prepare oral presentation. 38. Estimate costs.

to group. -

. Give factual iriformation in oral

presentation. , *

. Get attention and response to

oral presentatign.

» . Skill Areas
Mathematics Communications ¢ Interpersonal . Reasoning
1-24. Same as nonsupervisory 1-27- Same as nonsupervisory 1-13. Same. as nonsupervisory 1-30. Same as nonsupervisory
occupations. . occupations. . occupations. occupations.
25. Compute ra't.uos. - . 28. Evaluative comprehension in 14 Attend cayvertly or unobtrusively. 31. Sort data.
26. Compute proportions. . listening. 15. Persuasive conversation. 32, Rate objects.
27. Compute rate. 29. Evaluative comprehension in. 16. Prepare group discussion. 33. Rank objects.
. 28. Compute pringipal. ) reading. 17 Present information or directions  34. Develop classifications.
29. Measure weight. 30. Write paragraphs on forms.

. Estimate area.

and sequences.
. Outline plans.

41. ldentify resources.

. Plan and ceordinate act:vmes

. Compute areas.

. Compute volumes.

. Read graphs.

. Read scale drawings.

45,

. Read assembly drawings -
. Read schematic drawmgs

. Draw graphs. -

43.
44. Draw to scale.

Measure from scale drawmgs

Solve ‘algebraic formulas.

A\
»

23. Give a conceptual oral - 42. Estimate resources. -
presentation. 43. Determine critical activities.
24. Give a persuasive oral 44. Make a detailed plan.
) presentation. 45. Make resource requisitions. .
- - 25, Get redction to oral presentation.  46. Mggmtor results.
26. Establish training program. 47. Determine standards of quality. -
27. Evaluate instructional 48. Determine standards of quantity.
communication. 49. Determine’ standards of
28. Demonstrate to others. completion. ¥
29. Give praise. ' 50. Establish priorities of standards
" 30. Give discipline. ) 51. Exercise authority and
31. Prepare evaluation reports. responsibility.
32. Prepare for interview.
33..Ask closed questions in interview. _
' 34. Ask open questions in interview.
35 Deal with confrontation situation.
36. Interview customiers/chents. -
: 37. Interview job applicants.
38

. Negotiate.
+

Source: Sjogren, D.D. Occupatlonally Transferable Skills and Charactensncs
The Center for Vocational Education, March 1977, p. 16.

- ‘

Review of Literature and Research. Columbus, Ohio: . ’
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= Our examination of the available research and

our conversations with employers and working
adults convinced us that it is possible to& n-
tify skills, abilities, and attitudes that are com-
mon to a number of occupations. Many of the
skills and abilities identified are taught in
schools. However, many may not now be taught
or tested through regular school curricula. A
particular concern is that the kinds of attitudes
needed to survive in the world of work are not
emphasized in schools.

With the increasing interest in oral communi-

cation as a basic skill area, it is important to note .

the prominence of such skills in these data. In
Table 1 items at the top of the lists of intellec-
tual and interpersonal skills invol#e oral com-
munication. In *Table 2 oral communication is
promjnent in both’the communication and in-
terpersonal columns. Even more impressive is
the predominance of oral communication skills
in the long list of additional interpersonal skills
needed for supervisory occupations mdmated in
Table 3. :

—_— { ‘
Are All Skills, Abilities an Attitudes
Equally Important? T

Although research poisted out what skills,
abilities, and attitudes are common to many jobs

and tan be considered bdsic requlrements in the *

world of work, we suspected that all skills, abil-
ities, and attitudes are not equally important.

We were also not certain what the public-con--

siders the school’s responsibility to be in teach-
ing them.

The National Center for Reséaréh in Voeation-
al Education conducted four national surveys to
determine the opinions of several groups con-
cerning the relative importance of many of the
skills identified in the prior studies, as well as
who was thought to be primarily responsible for
teaching them. The four groups we surveyed
were the general public (a househeld survey),
employers, elementary and secondary school
teachers, and eighteen-year-old high school
seniors. .0

.

To determine skill importance, we asked, “Ifa
person did not have this ability, how well would
he or she do at work?” Respondents were en-
couraged to use their knowledge of the world of

~ work rather ‘than of a specific job. The possible -

-group. There, were gteater differences among

x N
N s

answers were, ‘Do well at work,” “Have some
problem at work,” and ‘“Have great deal of
difficulty at "work.” If the opini .the respon-
dents was that someone would have a great deal
of difficulty, we classified this as an important
ability to be taught and iearned.

‘The survey also asked, “Where should a
person be taught this ability?” The-possible-re———
sponses were, “At home,” “'In school” (with no
indication of what level -of sohool] “On the
job,” oro;‘f.g_rryxz'here else” (that is, not at home,
at schoot; or on the job).

The responses of the general public to these
questions are summarized in Table 4. They are
listed in order-of importance, begmmng with
those abilities without which an individual
would have a great deal of difficulty at work.
The three most important abilities were found -
to be (1) using the reading, writing, and mathe-
matics skills the job calls far, (2) using tools and
equipment the job calls for, and (3) getting along
with others. ..t

The entire rank ordering was about the same
for teachers, employers, and students, although
the actual percentages differed from group to

the groups as to where specific abilities should
be taught. This can be seen clearly in the partial
listing of the responses of all four groups in
Table 5.” A full report of* the results of these
surveys is available from the National Center
(Selz et al.; 1980).

In the opinion of the general public, all the
abilities in Table 4 are important. In no case did
more than one quarter of the public think that
people would do well at work if they did not "
have any one of these abilities. The differences
were in terms of whether or not the-individuals
would havé “some” or ‘“a great deal” of diffi-
culty. It should be emphasized that the highest
ranked skill is “Use the reading, writing and
math skills the job cdlls for.” Thus, although not -
stated explicitly, the concern is for applied or
functional skills as used in the world of work.

On all'sKills there was a spréad of opinion
about where the skills should be taught. In some
cases, such as “Use of reading, writing and
math” or “Dressing and acting properly,” there
was a clear preference for one area over the
others. However, even in those instances, 20

235 | ‘
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Table 4

Responses of General Public to Occupatlonal Adaptabillty Survey Questions

of importance and ReSpONSlbﬂlty . .

(]

/

L
i

work a person shouldbe ableto .. . difficulty-at work. "«
Use the reading, writing and math ‘ .
skills the job calls for 54 3 82, 13 ., 0
Use tools and equipment ]Ob R § » R B
calls for 52 o 4 26 67 2
Get along with others 51 . 75 15 5 4
Deal with pressures to get the ;
job done > 48 33 17 41 5
Follow rules and policies " 48 37 19 41 2
Have a good work athtude 45 58 A7, 19’ 3 -
Do parts of job one may not like to do ' 4 31 13 48 3.
Follow job safety and health rules \ 43 - 20 13 64 +
- Hold' a job that matches one’s ¢ H ’
interests and abnlit‘ies\ - 4 “a 1 40 39 5"
Get a job for which one has the - | .
training and background — S . 16 60 24 8
Get information about what is ‘ . )
expected of you when starting I
a new Job 37 5 19 67 .+ 7
WorK without supervision,
" if necessary . 35 38 23 33 3
\Fill out forms as required by law . . )
. O employer ) K1 4 56 - 29 .8
Dress and act properly 32 80 9 7 2
Deal with unexpected things that s > - '
happen 32 50 7 12 28 6
Know what kind of work one wants ) ' :
to do 29 21 55 15 5
List job interests, skills and o t
experience for an employer 29 4 55 =~ 26 11
Tell others what you are doing r = Lo, -
what you want done -~ ', 29 31 23 33 6
Know'if one wants to own a .
business or work for someone 28, 16 22 42 13
Interview for different job positions .
when necessary 28 4 47 28 16
Mandge one’s own time and activities 28 62 17 13.” 5
Know one’s rights as an employee & 27 5- .13 71 6
Know where to Jook for information - - )
_ about jobs one has or would like ¢
to have . 26 7 46 . 12 30
Figure out a better way to get ' ’ . " !
things done . 24 s ! 27 25 37 8
Know when one’s own work is - -
being dege well ‘ 24 33+ 18 43 .3
. : . < \
. > . 8 continued on nextpage ...

NG

in order to get along in the world of

Percent reporting that if an
individual were not able to db ths,
they would have a great deal of

Percent reporting that this ability
should be taught at

Home School

Onjob Elsewhere

—

[

[Y4

B



t

O

“erlc

104

Table 4 (Continued)

~

In order to get along in the world of
work a person should be able to . . .

Percent reporting that if an -

individual were not able to do this,

*they would have a great deal of

Percent reporting that this ability
should be taught at
Onjob Elsewhere

Home School

Understand wages and deductions
on onels,paycheck or stub )

Get support from others to change
things that need changing on -
the job .

Use matenals and knowledde of
other people to develop job
interests

Learn new skills to get a different
Jjob or position

Decide how and when to leave a
job for another job

Understand the extras or benefits

¢ offered at work

A§k for a raise in salary

Get promoted on the job

Use what one already knows to do
anew or different job

Be a member of a unionor -
professional group . g

Do things at werk in a new way
when one gets thé chance

Flgure out the cost of using one’s

~OWn car or public transportation
in gemng to and from work

Take ,c,hances that may result in
rewards

X

g‘ Persuade others.to one s way of

thifiking
$°

-, difficulty at work.
24.

234

22
22

22
L4 "
20 .

19

18

15 )

7 39
© 13 12
' 7 41 _

3 41

13 10

3 14

8 o 11

3. 12

+8 22
RETERETE S

1 13

© .30 - 35

28 . 16

32 23

O
.« g P

48

60

42
44
52

78
69
77

53

66

64

21,
137

17

4

10

10 -

14

Aruitoxt provided by Eic
St .

¥
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FqllfSet' of Responses of All Four Groups Surveyed on the First Seven Skigs Listed in Table 4*

-

\ ’ Table 5 - -

1

-

~

<

® : . : If a person did hot have
., a @ | Where should a person be : * this ability, how well
N o S taught this (most «mponant Where do most people would he/she do at
.- | @ | placef? ) actually leam this? work?
. A
H s, J EY H S J E DW SP "GD
Use the reading, . 1. 3 82 13 ,0 3 69 24 1 6 34 54 -
wnting and math skills | 2~ 2 89 8 0 T 73 24 1 4 .18 77 -
the job calls for.  ~d, 3 3 87 8 2 3 78 17 2 17 22 60.
T4 2 90 8 0 0 76 24 0 6 18 77
. Use tools and - 1 | ~4 26 -67 P 4 15 77 2 7 38
equipment Job calls 2 1 29 67 1 1 13 84 1 3 21
fgr 3\ 5 25 64 6 4 19 VA 5 15 27
4 3 30 65 1 0 18 81 1 1 28
Get along with others | 1 7+ 15 5 4| 50 29 11 6 9 37
2 72 23 t 2 32 51 8 7 4 23,
e 3 |* 58 25 . 8 7 38 ; 40 10 10 20 . 30
. 4 79 13 8 2 42 ) 33 21 4 . 2, 25
Deal with pressures 1 ‘33, 17 4t 5| 20 14 _ 55 » 6 41
te get the job done 2 27 27 38 4 15 28 46 9 2 33
. 3 27 27 38 8 16, 26 49 7 11 36
. A4 39 25 ° 32 3 15 14 65 5 0 43
Follow rules and 1 37 , 19 M 2 23 23 48 2 8 39-
policies 2 51 30 18 1 20 . 45 32 2 4 , 33
3 .34. 29 31 4 23 34 36 4 17 - 30
4 ~ 59, 18 22 0 25+ 283 50 1 5 .36
Have a good work 1 58 17 ' 19 3| 43 19 3 4" 10 40
attitude -2 ‘71, 21 5 2 40 31 21 6" 3 30
. 3 ‘s4 22 17, 51 42 24 27 6y .18 32
1 4 80 10 7 0| s3 7 B 5 2 344,
Do parts of job one 1.1 31 13 48 3|*18 13 60 4 4 46
may fot-like to do 2, 43 23 . 32 2] 14 24 58 34 2 39
‘ - 3 27 19 43 10| 17 18 56 8|10 45
. J 4 50 11 ~3 , 2| 2 7 69 3] .2 52

-

1, General populatlor),2 teachers; 3, students; 4, employers H, Home; S in school (any level); J, on the 10b
E elsewhere DW, do well; SP have some problems; GD, have a great deal of dmlculty,b

*Percent glvlng each response on lhe three questlons (percentages not addmg upto 100 due to no response or ., '
rounding error) . ’ .

.. - -~

[y . "
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percent of those surveyed thought --q‘ ills ..
" shéuld be taught in ‘the other two areas.

.. Some persons may see the data-in Tables.
and 5 as suggesting that one or another of the
three — home, school, orjgb — h

do not support such a conchigion, The respon-

dents were asked to choose only one of the three .

locations®and could not indicate two or threg
locations or a shared responsibility among all
three. The s1gn1flcant spread on almost _every
skill reflects the lack of ‘agreement on the sole
responsibility of any location for teaching ‘the
skills. Thé presence of the spread of opinion,
moredver, dogs not support any one area being
given, or taking, sole responsibility for a partlc-
ular skill.

- »

Another possible misperception is that the
data in Tables 4 and 5 suggest where the skills,
should be taught. It must be remembered ‘that”
the data are thé result of an opinion survey, and

sktll The data -

ther® is no research which indicates that any "

_one site is best. The authors believe that an ef-
fective preparatiorﬁfor the world of work would .

require those in the home, the school, and the
work settings t7work together .

Improving Basic Preparation:

for the World ‘of Work

Teachers, admk{ustrators employers, and par-
ents can 'tfse the“results off these studles in a
variety of ways to improve the basic preparation
of students for the.world of work. Keep in mind
that the information presented is based on re-
search and surveys from across the nation. Since
we found very few differences among geograph-
ical regions, or between rural dnd urban areas,
there'is a good chance that wha]is reflected here
is true in your community. Nevertheless, we

would encourage you to verlfy these results

lﬁgally

Such verification need not be elaborate oL,

expensive, One approach.would be to usesthe
accompanying tables and available docunients

to stimulate discussion among teachers, par- .

ents, employers, interested community leaders,
and other resppnsible 1nd1v1duals Their reac-
tion would be a barometer of the extent to which
local needs are similar to or different from those
eported here. Such discussion's will also lead

to a better understanding ef some of the skills
involved and how the school can teach or rein-
. force them:-

" If the skills, ablllﬁés and attltudes dlscussed
- are as important to doing well in the world of
work as our studies indicate, they probably have
a place at every grade level 4nd in mast subjects.
This would be especially true of some of the
communication and reasoning skills listed in
Tables 2 and 3. Teachers_and students need to be
aware that these skills, abilities, and attitudes
can bg learngd and used in a variety of classes.or
subjects. Wﬁile acquiring the knowledge of an
academit subject, students are also developmg
these more furldamental SklllS For example, or-

Perhaps the most critical and least

: understood event in the transition from
school to work is how students do — or do
not — transfer what they know and can

. do in.a schoo setting to what they do on
the lbb B

£

o

ganizing ideas while speaking is a skill which
is both learned and used in such’subjects as.En-
glish, history, and science. Students also need to

realize that skills learned i 1n one context can’be

used in “Sther settings.

Perhaps the most critical and least under-
“stood event in the transition from school to
work is how students do — or do not — tramsfer
what they know and can do in a school setting
to what they do on the job. School, community,
and business leaders in a discussion might"
focus on” the similarities and differences be-
tween the use of skills in school and on the job.
For example the basic reading, writing, and,
mathematics skills are important in both work
sand school, and the public expects these to he
taught and learned at school. But reading on the
"job may not be the same as reading in the class-
room. What is read and why it is read may differ
drastically between school and work.

Using mathematics on the job may also be
quite different from its use: in school. For in-
stance; in school, word problems are often used
to teach application of mathematics skills to
practical situations. The word problem is writ-

4 »
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ten, and it conta1ns~all the facts the student

§ .
needs with a minimum of extraneous 1nf0t‘ma- &

tiol. On the job, *however, instructions ‘and
information are exchanged verbally: all of_the
pertinent information mav not be given. and" in
some sltuatlons extraneous information is maore
abundant than the 1mphttanl facts (for.example,
dealing with an irate customer: over a bill).
Thus, on the 10b if may{be as important to know
what figures should bé used. and where to get
them, as it is to be ablé to do the rnathematlcal
operations once the ,nqmbers are available.

|

.. . students should be given the éppor-

tunity to practice important job and school .

skills in different contexts, and they should
be made aware that they are transferring -

" skill use and performance from onetaskto ’
the other. ... .

. £

Our suggestion, based on. these and other
studiess is that students be given the opporfu-
n‘t_x to practice important-job and school skills
in different contexts. and that thev be made
aware that they are transferring skill use and,
perfermance from one task to the other (Selz
and Ashlev,.1978: Brickell and Paul, 1978). The
practice itself will help students become more
proficient, and the conscious practice of apply-
ing the skills in different.situations_ will make -
them better able to transfer the- use of -these
skills to the many wdtk and non-work situations
thev will face as adults ’ .

Finally, there is the issue of shared- resp0n-
sibility. Our survey clearly showed that the.
American public th0u0ht responsibility for
teaching these important world of-work skills is
shared amang schools, homes, and employers.
Shared responsibility requires ceoperétign
among the responsible parties if the task —
preparation of our children for“the world of -
work — is to be done properly. The community-
wide discussions mentioned earlier'might be a
good forum to address the issue of-shared re- .
SpOl’lSlblllty The emphasis should not be on.
. who is to be blamed for failure — if there is any
allure — but rather on how the three parties can

<

.should focus
- essenfial abiiitids:

work together for the adequate feaching.of skills
for the world of work.

— . »

In summary, our studles to date su gest that
preparmg today's student for the'world of work
nown set of important and
hat can be part of the school
currigulum at almdst évery stage of elementary,
middle, junior. and high school. The task .re-
quires close cooperation among school person-
nel, families, and emplovers to make sure all the
abilities are attended to. If the three groups{'
work together more closelv, our students — our

children — can onlv benefit. .
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Editors’ Note: In this paper Georgine Loacker and Marcia Mentkowski describe the procedure used and the

results of efforts over more than ten years by a college faculty to more carefully describe and measure the
knowledyge and "skills they wished their students to learn. During these ten years, the college staff have searched

the literature and talked to ma persons with similar concerns. This paper should be particularly useful to-schools

that are exploring ways to coordinate instruction among the basic skills and across the entire curriculum. Although

the material presented here deals with college students, it may be helpful for staffat the elementary and secondary

level to see how the college staff have been able to define goals that in many cases cut across the traditional’ v
subject areas. This account also provides a case study of how signifiéant changes can be made in instruction and
assessmént. The changes were made slowly, in small steps and with much interaction among the faculty.

s -
~
‘V

s

Educators in the eighties will confront a For ten years, the Alverno College faculty has
diversity of questions. Some of the most ynpor- been grappling with these questions. We have
tant of these questions are o discovered that each answer we find Taises a

. , myriad of new questions for us. But these ques-

¢ Can society count on educationgl institutions tions keep returning us to the underlying ques- .
" to prepare persons competent to live in and tion of the meaning and, significance of educa-
contribute t6 society? , tion for adults. In this paper we will discuss our
. What do educators intend as the result of edu- identification of desired student abilities, how

* cation? What should students be able to do we teach and assess them, and what we are do-

with their education? RS lrLg to find out if what and how we teach makes.

a difference. Finally, we will draw some impli-
cations for the teaching of abilities at elemen-

- tary and secondary levels, for we believe that
education from the earliest years up to and be-
yohd college can benefit from continuity.

e What are some basic abilities students must

" demonstrate to graduate from our schools?
How are these abilities defined? What is their
‘place in education?

e How can we be sure our students actually . . a o )
have these abilities when they graduate? - Identifigation of Competencies

e How can we be sure that the abilities we select A concrete milestone in the Alverno faculty’s
make a difference in later life? . inquiry into\e%mal goals came in 1970,
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when our president challenged the faculty by
asking, “What are you teaching that is so
important, that students cannot afford to pass
it up?”’ During that academic year, each de-
partment in the college described and defended
to the entire faculty 7ts contribution to un-
dergraduate education. The discussions which

followed that exercise resulted in a faculty,

consensus that the demonstrated value of any
learning experience .lies in the outcome for
the student. We identified four broad expected
outcomes of a liberal education — communica-
tions, problem solving, valuillg, and involve-
ment. During thé next year, the faculty charged
‘the curriculum committee with breaking the
‘four. outcomes into more detailed gomponents.
In the .third year. a smaller task force, in dia-
logue with the faculty, shaped the expanded list
of eight outcomes into a curriculum. In the fall
of 1973, the entering class began its college ex-
perience with an outcome-centered curriculum
focused on developing student abilities in eight
major areas of competence: .

1. Effective communications
€2. Analvsis

3. Problem solving C

4. Valuing

5. Bffective social interaction
6. Effectiveness in individual/environment
re]“a*tlonshlps

InVolvement in the contemporary world
. Aésthetit responi\veness

o N

These eight areas of competence have been,
since 1973, the basis for Organizing the
curriculum. '

The faculty see these areas of competence not
as _discrete skills but asjinterrelated qualities
characterizing the liberally educated adult. We
define them'%s qualities of the person — posses-
sion of them involves usrﬂ . They encom-
pass both knowing and d¢ing; knowledge and
skill. Students become proficient at using these
competences across a w1de variety of settmgs
and situations. Students are disposed tos use
them, are motivated to use them and have cer-
tain attitudes and self—perceptlons assomated

‘»

with the competences. L

For example. students with the ability to
rommunicate effectively un’aerstand the parts

&

\

of effective communication (knowledge) and
use these parts in their own communication
(skill). In addmon, such students use their
ability habltuallv whegever writing, speak-
ing, reading, or listefiing [disposition). They
take special care to omimunicate vtfe(tl\ol\
(motivation) and believe in the importance of
effective communication_(attitude). Moreoter.
thev see themselves as communicators (self-per-
ceptions) who have certain strengths and weak-
nesses in communicating and are werking to
refine their performanrces in a varietv of con-
texts, both personal and professional.

In order to help students develop their abili-
ties to a point of identifving with them as their
own characteristics, we have redesigned our
educational framework. We see each academic
discipline both as essential content of those
abilities and as an‘-area in which the student
develops the abilities. In other words. we be-
lieve students learn biological and *historical
déta better because they analvze them and com-
municate them. At the same time, students be-
come better analyzers and communicators by
exercising those abilities in varled fields like
historv and biology. ~

We came to realize that no one of the eiglr@!
areas 0f competence we identified as the out-
comes of a liberal education can be t tayght or- :
learngd directly in a single experience. Nor ¢an .
they be divorced from the liberal arts curricu-
lum of which they are t &dutcomes. The facul-
ty, therefore, further analyzed each competence
into a sequence of six levels at which students
would be expected to demonstrate their abilities .
as they progressed through the undergraduate
curriculum.

The first four levels of each competence are
shewn in Figure 1> Those four levels are to be
mastered in the first two years of college, They
represent this college's definition of basic skills
for success in adult life. Levels five and six
are more specialized applications of the compe-
tences, to be mastered in the student's area of
concentratlon in years three and four.

% We identified these competence levels by ex-

amining the existing curriculum in each of dur
disciplines. Traditionally, each department
had described its curriculum as a structure of
knowledge, beginning with basic general ¢on-
. 1o .
v B i
. .

v ’ {
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cepts and progressing toward more complex
lum. we worked from the assumption that there

s also\d progression of competences implicit
- in the moyement from introductory survey to *
. advanced seminar. Rather tiZ
 fields or creating a whole ne
ture. we directed our efforts
the developmental patterns
in our disciplines.

!
\
\

b

curricular struc-

ward discernihg

Iready embedded
~

-

ssessment of Competendes

After we had identified the competences and
articulated their sequential levels, the question
became, . How can we tell how far along a stu-
dent is in developing these competences?”’ It
would be pointless, we realized, to.have spent
so much time and effort identifying and artic-
ulating our educational goals unless we were
willing to make a similar investment in assess-

_ ing their attainment. Thus we arrived at assess-

-

Q

1

redefining our

.
-

1 . . .
 ment as a natural and crucial part of our ap-

and specialized studies. In revising our curricu- ~ proach to liberal education.
Once we had come to see our purpose as help-

ing students develop their abilities, we needed
tools to evaluate student performance, tools that
would not simply ask; “What do thesé students
know?" but, *“What can they do with what they
- know?” This led to-moye difficult questions
than traditional paper-and-pencil testing meth-
ods could probe. We could no longer rely on

Al

seeking right answérs, or asking for repetitions’

.and reformulations Gf memorized information.

. Our asSessment techniques would have to chal-

lenge students to show their developing abili-

ties in the best and broadest manner of which
they were capable.

Our outcomé'z\centered view of education also
considerably deepened our understanding of
the two classic functions of testing — to creden-
tial a‘rh to diagnose. We needed assessments re-

~ liable enough for us to stand accountable before

133 - - -
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other. educators, both inside and outside our’
college. We also needed assessrrents sufficient- _
Iv specific and detailed 8 the. students and
their instructors to plan further learnmg ‘expe-
riences effect‘nvelv Yet we could never afford
to«lose sight of*the ultimate raison d' etre, for
assessinent: to provide the students; at each step -
-in-development, with fuller and more individa+
ual profiles of their emerging combinations of

_gifts, skills. and styles — enabling each student .

to become an lndependent learner

, . . A

.

.
»,

It would have been pomtless, we realized,
to have spept so much time and.effort
identifying and articulating our educa-
tional goals unless we were w:llmg to -
make a similar investment in assessmg
their attainment. Thus we arrived at
assessment as a natural and crucial part
of our approach to liberal education. -'

\ . <
PO

Flnall\ we had come to focus on outcomes by

]

acknowledging that learning® s- value lies in.1ts.

enduring impact on the learrier. This refleéted
our lonostandlng intention to foster, habits "of

. with the competences, rather than taklng- for

.

mind and action that would shape and enhance .

our students’ lives and environments bevond
the college experience. Our assessmenys. then,
would have to provndedﬁsomegassurance that the
abMlities students showed were at some potnt
becoming personalized, ‘part of theit habjtual
wavs of handlmg situation$ in their petsonal
and social,as well as.gcademic and profession-

al. lives. And we realized that within the de- 3

velopmental perspective we had established.we
would need to make asseSsment itself a teaching
tool. We accomplished this by’ making assess-
ment techniques and criteria pubhc and explicit
and by presenting the results to the student im-
‘ medlately_and in detail in a structured feedback
situation. . .
We decided & the “following procedure
(which is still in“effect)$ Al the“beglnnxng of
. each course, the instructor spells out the course
goals in the syllabus, including the ¢ompetence

' levels d student.shou)d be ready to demonstrate
o s & result ‘of the course experlence In-the

[y

Q«llabus, the instructor relates the particular -,
materials and assignments_to the course goals.

The syllabus,also specifies the assessment tech-
nlques that will be used and enumerates the cri-© *
teria upon which the students' tvork will be
judged. During the course, as soon as possible .
after. each assessment, the students receive de-_
tailed feedback on their performfances in terms

of the overall course goals and the specific,crite-

rla set forth th ‘the syllabus. * ) .

Inte‘gration*of‘Co etences, ‘ASSessment,

.and Iffstruction

. N
Inevitably, we realized that whatever is true_ :

of our assessment of student competence must

*also be true of the {earning experiences we pro- .

vide. Thus facultv membeérs have had to rethink

the course work in their disciplines — to specify

- which levels of competence could be contracted

for in anv given gourse. The faculty has begun
to spethv how course gontent is to be 1ntegrated'

‘sranted that competences®are deVeloped if the .
student “reallv knows the sub)ecmatter In ...
this rethlnkl,ng process, faculty member,s have .
beoun to design and implement learnnng strafe-

gles thayinsure student optcomes. , %

‘What all of this means is that the students are
working in various \ wavs to develop. whether
" from tpe vantage point of an lntroductory litera~ -
ture course or an advanced psychology cour§,é
the C@pabtlmes that wilk later characterige th
as competent adults“outside the college setting.
If they are taking an introductory course in shdrt
fiction; for example. studénts leara not t6 leap
"to unfounded*and irresponsible interpretations.
They learn’to obsetve literary data as carefully '
as biological specimens under a microscope or -
hiiman behavror in the psychology lab. When
“they derive inférences from those facts, students
* learn how much evidence is. necessary before
théy can draw responsnble conclusjons.: They. -
learn how -to bring stories into meapingful re-
lation with® thelr own lives and w:th Jife in
general, . - . :

- f »

Students’ conclustns about a story are as
much a reflection of the process of testing "and s
learning to understand thejr own values as they . -
are a response to'the values of the author and of P
the characters in thé story. At the same time that/\

e

H /
2
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" they are reflecting upon the value systems of
oihers in relation to their own, students are be-
coming increasingly sophlshcated in the use of
communications techniques by learning to ex-
press more complex conclusions for- a’udlences
* less informed, as well as for their peers and thieir
teachers.

<

. ‘The context for learning might be a group
problem-solving situation or an individual-anal-
vsis. The assessment might consist of a simulat-, .
ed publlc defense or an arraignment of a charac-
ter in a given storv. Such an assessment would
be designed to eliCit behavior that would enable
students to.demonstrate levels of critical think-
. ing, communication, and valuing ability. *

» )

P

The holistic nature of the abilities being

- =« developed and assessed in such a situation sug-
gests what' we: aim for throughout the curricu-

lum. We see these abilities as attributes of the

individual — not simply abilities specific to a -

task or situation. Although students learn and
demonsttate these abilities in specific settings
like a chemistry lab or a simulated corporation,
they. should be able to transfer and adapt them
"“to a-variety of situations. Thus. students’ must
learn qompe{ences and be_assessed for them in
" multiple settings. Students must also be able to
demonstrate abilities in external situations —
that is, to people other than teachers and peers,
and in. contexts. where thev have learned them.
In specific instances, therefore. gtudents are as-
t | sesstd by teams including busin%ss and profes-
sional persons from-the commumtv,,alumnae

and students.

-

Because human abilities are integral parts of

the whole person, theyv operate in concert. How-

ever, at tfmes —= especially. in initial stages of
" . development — we render them more manage-
able by separating them for the learner. teacher,
and assessor. Students who cannot draw infer-
ences from their observations, for ,example,
need to work precisely and spagifically at mak-+
ing such inferences. That i is why we have speci-
F
develop as separate though overlapping areas of
behavior. That is also why we have analyzed the
desired competences into levels and component
abilities. *

t Yo . '
The sequential levels of the ebiﬁties are
- *1muldt|ve in both experience and assessment.

ull Text Provided by ERIC A
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fied the abilities we require our. students to '

.+ their values are (first level of valuing)

Each level builds upon ‘and includes the prior

levels, and students have frequent opportunities

to further evaluate agd refine abilities whiclr

»they have alreadv demonstrated. Indeed, we co-

ordinate our instructional efforts to insure that

this occurs. As they undertake to specify in-

creasingly complex relationships among world

-events (a developing level of involvement in the

contemporarv world)., for example, students .
must-begin interweaving the separate historical

""backgrounds of such events — a sophistication

of their proven masterv of a prior level (the abil-*

itv to explore a single event's historical con-

text). Prior leve]s of ability are thus not only
reinforced, but are drawn into mere and ‘more

complex uses. i

-

At the same time, learning and assessment
look. bevond the level at hand. In each course
or individual learning experience, and in each
assessment situation, we attempt to elicit from
the students the most advanced performances of
which thev are capable. For example, while
Reeping journals to find and make explicit what
, students
are likelv to explore their actions, their aesthetic
preferences or their religious heritage. They
.might record reflections on varidus products of -«
oul;}echnologlcal age, from modern medicine to
transistor radios. The instructor would examine
the journals according to the .criteria, for the
first ‘level. In addition, the instructor would
pomt out where the students have discerned ex-
pressed values in artistic and cultural works
(second level) or have inferred value problems
implicit in technology (third level). The feed-
back would thus show students where they are, -
already developing abilities beyond those for
which thev are seeking validation,

The unlimited possibilities far exhibiting )
competence dre even more evident at the ad-
vanced levels. Here the students help design

" or select highly complex assessment situations,
often in. professional or other field settings,
which challenge their abilities to the fullest.

The criteria by which the student’s perfor- 7”

mance is judged are necessarily specific to the
level for which validation is sought. But with
precise observation as a basis, the assessor can
offer feedback on the broader implications of-a
* student’s performance. In recording exact infor-
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mation about a student’s performance, assessors

may be called on to judge whether a given -ele-
ment is present or absent, to quantify its fre-
quency, or to use a rating scale. They are always
expected to note illustrative examples. In both
qualltatlve and quantitative measures, however,
we take care not to place a ceiling on the degree
to which.a student may excel in demonstrating

the criteria’ 1nvolved Indeed, our constant em- *

phasis in teaching and assessing is to encourage
students to go as far as they can with their de-
veloping abilities at evely opportunity.

The fact that the abilities and their assess-
ment are by nature integrated is most apparent
at the advanced levels. Early assessments are

fairly llmlted in order to fotus the student’s at- -

tention (both as a performer and as an assessor)
on a particular element of a single ability. By the
time students are working at advanced levels,
however, we are looking explicitly at several
abilities operating interactively.

-

When nursing students are ready to attempt
advance(d levels in problem solving, they invite
instructors into the field setting for clinical
co-assessment. At such a time, students may
choose to seek validation for social interaction,
problem solving, and valuing at the same time.
Their written nursing care plans for clients re-

cord their command of problem solving as ap-

plied to nursing. As nursing students deal with
their tlients face to face, they carry out their
“plans for problem solving and also display their
interactive abilities. In diagnosing patients’
needs, assigning priorities to these needs, and
evaluating their plans and their effectiveness,
students also apply their abilities in valuing,
Based on information from the students’ nurs-
ing care plans, the co-assessors’ careful records
of clinical performance, and the, students own
critiques of their work, wé can assess students
in all three competences: social 1nteract10n val-
ulng and problem solving.

In like manner, English students seeklng
to demonstrate abilities at advanced levels are
. given week-long simulatiof exercises. At this

level they must be able te analyze, respond to,
and evaluate complex litérature that Tepresents
a variety of writers and historical periods. They
must also be able to extend to human experi-
“ence in general their understandlng of the many

o

<

- points of view that they have encountered in the

context of their experiences with literature.

For example, working two to. three houf$ a
day with several peers as the staff of a fictitious
community cultural center, students might han-

" dle a variety of problems. While planning an

upcoming llterary festival, they might be asked
to step in as emergency substitute teachers in
adult classes on Elizabethan plays. They may’
have to deal personally (on videotape) and “in
writing with a benefactor’s repeated attempts to
influence the poetry selections for the festival.
On short notice, they may be sent to appéar on
radio talk shows (also videotaged) to respond to
citizens vho call in to crificize city plans for
razing a block of tenements in order to expand
the center.

-

The effort to rethink our ideas and change
our practice, however difficult and
demanding, has resulted in our becoming
more effective in recognizing the upper-
most levels of potential for the adult
learner — for we deal in maximum rather

than minimum competence. o,

.. »

In a variety of ways, these English students

- are Galled on to apply their literary knowledge,

their ability to define and defend criteria for
judging works, and their understandlng of the
impact of llterary art on its%audience. At the
same time, they must frame and deliver com-
plex messages to varying audiences using sev-
eral media. And they must draw together a va-
riety of works in terms of their commonalities
.and contrasts. The written, sound-taped, and
videotaped records of the week's work thus pro-
-vide an ample basis for assessing the students’
abilities in three different competence areas —
aesthetic Tesponse, communication, and analy-
sis. In addition, we see this assessment experi-.
ence as an integral part of instructipn and ex-
pect the students to learn during the experience
and to use feedback from the experience to help
direct further learning.

Beyond enhancing the immediate value of
our assessment techniques, our insistence op a
holistic focus has helped to remind us of the

.
-
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surprising variety of wavs in which a given abil-
itv can be demonstrated. Our students’ myriad

variations upon the theme set by a given instru--

ment (,ontmuall\ broaden our Ay arenesy of
what to look for, as” well as provide concrete
evidence of our students’ own unique, develop-
ing stvles. We are thus enabled,as assessors, to

3 appreciate a wide range of possible definitions

for “successful performance.” We also learn
more about how to design our assessmgnt ex-
periences to-elicit the richest possible response.

-
.

Does What and How We Teach . '
Make a Difference?

How successful have our efforts been "to
define the holistic abilities of adults and to

< teach and assess them? We have established an

evaluation*arm in our curriculum to insure its
continued development. Qur Office of Evalua-
tion has taken the responsibility of conducting
a number of research and evaluation studies
to examlne the extent to which the abilities
learned in a college make a dlfference in
the future personal and professional success
of its graduates. These. studies, funded by the
National Institute of Education, are’ designed

_ to validate the selection’ of expected outcomes

of college and to illuminate how a college
education can affect the de\.elopment of adult
competences.

We are also cauvperating with professional _
.groups off campus to build a bridge from the
- college to the actual work situations our gradu-

ates'will enter. We are interviewing outstanding
professionals in a number of work settings. We
asl them to tell us what they do and to identjfv
the capabilities they think are necessary for Quts
standing performance. We are beginning to cre-
ate descriptions of those abilities that describe
the outstanding nurse, manager. and educator —
three ‘career fields heavily selected by our grad-
uates. These descriptions x\fill be used by our
facultys members to review their pwn decisions
about which abilities are important in a, given
field. and to further develop instructional and
assessment tools.

We are also bunldmu complex profiles (5f both

~ personal and professional development in the

!Impllcatlons for Elementary and

.

can dssess many outconies of the college experi-
ence through in-depth interviews — outcomes
such as increased self-confidence, creativity,
internalization and integration of competences,
and the ability to transfer learning to personal as
well as professional settings. We dre assessing
students on a variety of measures other than
those developed by our faculty. By monitoring
and describing student growth in terms of mea-
sures developed by others, we can begin to
check on our sutcess in preparing students for
life after college. Our geaduiatés seem to per-
ceive themselves as lifelong learners who take
responsibility for their own learning. This effort

" has helped us begin even more comprehensive-

slv those so-called intangible outcomes that edu-
cators expect to result from educatlon

The effort to rethink our ideas and change our
practice, however difficult and demanding, has
resulted-in our becoming more effective in rec-
ognizirig the uppermost levels of potential for
the adult learner — for we deal in maximum

B . . hl
.rather than minimum competence. We also con-

that student is
to go..

centrate on eac;lll individual student — where

<

Secgpdary Programs

We believe our experiéence holds several
implications for elementary and sc(,ontiary edu-

cators who are struggling with manyv of these

same issues. i -

¢ First. we believe that thesearlier a student par-
ticipates in an educational process that is de-
velopmental, the better.

e Second, we believe that assessment best
serves students from the start, when — i ad-
dition to providing evaluation of their prog-
ress — it operates as a diagnostic tool. helping
to form the teaching process. .

e Third. we belieye that students learn better
when their development involves, as soon as
"possible, learning how to learn.

o Fourth, by identifying abilities and assisting
students in developing them, wé believe that

-

where that student chooses -

Y

college years and in later life. We interview stu-,, we can better understand personal and profes—
@ lents after each vear in college. We find that we sional poteéntial in the individual.

ERIC - | the ind
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e Finally, although we are just beginning and
we still have far to ge, we have observed what
we believe are important outcomes at all lev-
els of educatlon — the mtanglbles of educa-
tion, whith transcend our list of competences.
They can be enhanced by a carefully planned
educatlonal process._

<
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: - . Skills for the Future
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Editors’ Note: In government and private industry, groups of experts are concerned with forecasting the future. The
forecasts of these futurists-have implications for what we should do in the present to be prepared for the future. In
the first half of this paper, Lena, Lupica reviews the forecasts for changes in the society's demands of school
graduates and for changes in schools. In the Iatter half she discusses six categories of skills which are needed ina

changing world and might be considered basic.

«

Throughout the United States, a “back-to- ‘

basics”. movement has taken hold which, if
taken at face value by school administrators and
school boards, may' cause serious problems in
preparing chlldren for their adult lives. Why

should the basics — readmg, mathematics, writ:

ing, and now, with the new-federal legislation,
oral communication — be so emphasmed at this
point in history?

The “popularity of the back-to-basics move-
ment appears to have a number of explanations.
It is a cry to reverse the low achievement test
scares received by studénts in the last fifteen
years.* The cry, “Back to Basics,” helps quiet
the complaints of college professors who argue
that many entering students are lacking in basic
reading and writing skills. In many,instances,
the movement is a demand to ‘“cut out the

@

*Althbugh it is clear that stdndard achievement test

scores have fallen steadily in the last fifteen years,
the causes for their decline are uncertain. The edu-
_ cational innovations of the 1960s are not the only
possible reasons for the declines. Other factors such

as the effects of child-spacing, early chlldbearmg .

and the influence of television have been given as

l{C plausnble explanatlons for the low test scores.

, ‘ 129

frills,” along with the educational innovations

encouraged in the 1960s, and to reduce the cost ~

of educafion. Fueled by the general taxpayers’
revolt — espécially against high property taxes
which support lo¢al school  districts — 'the
movement may reflect the fiscal conservatism
currently predominant in our sociéty, It may
also be considered a request for a simpler, less

complicated Jife. and "a return to traditional-

methods of teachlng (that is, teacher-directed
lectures and authoritarian dlsmplme) Whatever

the reasons for its popularity, the back- to-basigs ,

movement should be viewed with concern, be-
cause it will not adequately prepare 1nd1v1duals
to live in the future. .

- By using the tool of trend forecasting and
analysis, the need to teach students other basic.
skills becomes apparent. The future cannot be
predicted with certainty; nevertheless reason-
able forecasts of developing trends i the social,
political, economic, and technological fields
can be made. Analyzed together, trends in tHese
areas will help surface emerging issues and so-
cietal needs. -A brief view of a few major en-
virénmental trends demonstrates the need to
teach individuals.the additional skills of coping

+ with change; anticipating alternative future de-

N
.
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velopments: know ing how to learn: using com-
puter, voice, and visual equipment; dgveloping

human relations skills, and learnm" effective
citizenship’ skills.

Major Trends

We live in an age of rapid and accelerating
change, an age of increased complexity, in a

~Wworld with finite resources.

can be placedsin perspective.if we look briefly at
how humans have ‘progressed technologically
over time.”It took our ancestors hundreds of
thousands of vears to move from the hunting
and gathering stage to the agricultural stage, ap-
proximately ten thousand vears to dévelop and
spread agriculture through most of the world,
two hundred years to develop a scientific and
industrial uull/dtlon. and tess than fifty years
to bring about an electronic revolution that pro-
cesses and sends information around the world
instantaneously. The next revolution, in the
biomedical field. may occur in less than thirty
vears and may alter our perceptions of life itself.

Science-and technology, the driving ferces for .
. many socidal changes, will continue to have an

increasingly significant impact on our life-
stvles, our, survival needs, and our values.

3
Science and teuh,noloox however, are not the
only factors which change our lives. Social fac-
tors such as exponentla\'hopulatlon grow th pat-
terns (incremental growth similar to that of in-

-terest on savings accounts) also play important

roles (Pirages arrd Ehrlich, 1974,.p. 3). From the
beginnings of human life to 1650 A.D., world
population reached 'half a billion. By approxi-
mately 1850, two hundred years later, that figure
had doubled By 1930, a period of eighty years,
it had doubled ‘again, to.reach two billion. By
1975, a scant forty-five years, world population
reached four billion. The Population Reference
Bureau shows a current annual world popula-
tion growth of 2.05 percent, an increase of 172
indiyiduals per minute .(a total population
doublirig time of forty-one years) (Little and

. Roth,_1979, p. 8). According to current conser-

vative United Nations proje(;tql(_)ns, world popu-

lation will reach 5.8 hillion people in the year. ;

2000, 9 billion people in 2025 11 billion in
2050 and level off at around 12 billion by 2075
(Little,and Roth, 1979, p. 9). A higher estimate

Q iven in a report of the House Select Committee

ThisTapid change -

-

on Population of the United States' Congress

states that if present population growth rates

continue, there will be 8 billion people on earth
in the year 2018, 16 billion in 2058 and 32 bil-
lion in 2098. Population growth patterns will,
of course, influence housing needs. food needs,
production capabilities, environmental pollu-
tion, and future economic growth rates.

~—Although the United States has reached

below Zero population growth, the more rapid
population and economic growth rates in for-
eign countries will place pressures on Ameri-
cans. These pressures may come in the form of
demands from developing nations for goods,

. natural resources, improved health, better edu-

cation, and guarantees that they can Leep their
cultural identities. Unless developed nations
can formulate a policy of interdependence rath-
er than the present policy of self-reliance and
isolationism, the ihternational scene will see

much turmoil in the next twenty.years. Qur édu- .

cational system can improve the international
situation by teachmu skills.in mterpersonal re-
lationships and emphasmng, cross-cultural un-
derstandings. the ‘intetdependence . of nations,
and the valué¢ of intgrnational 'qooperationi .

The -interdependence mavement is divectly
affected by the economic growth policy. There

are limits Yo the earth’s natural resources, éspe=

cially when humans use some materialy (for ex-
ample, fossil fuels such as poal: ga$, and oil) at
much faster rates than. nature replenishes them.
By social ¢heice and political action, most in-
dustrialized countries are’ .moving away from
the concept of unlimited, dareless growth In the
United States, the movement toward mbre * ‘eco-
logically compatible’: growth, or sustamed

growth, is demonstrated in the’personal chaice
of smaller families and a birth rate below zero
population growth level (“‘Human Resqurces,”

1980, p. 9); in comfmunity opposition to new
power plants, shopping- centers,. dams, and
highways; in political action such as mandated
standards for land reclamation after strip min-
ing, and pollution-abatement laws; and in per-
sonal lifestyles directed toward simplicity and
the use of appropriate technology (renewable,
energy-efficient, recyclable, and non-polluting
techpology). The educational system can pre-
pare individuals for an ecologically Lompatlble
growth environment by teaching coping skills. Z

140 . - o
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Movements toward interdependence, cooper-

ation, and “‘sustainability,” coupled with grow-

ing concerns for human rights, the assimilation

of the post World War H *'baby boom™ genera-

tion into the workforce, and a shift in values

will have an impact on the qualltv of work life.

Some businesses are realizing a need to demon-

strate social responsibility both in the work-

- place-and-in-the-community. Théy see American

productivity eroded by increased job stress,

lower motivation to.work, poor health escapist

. ¢ drinking and drug, habits, increased’ labor turn-

ovey and absenteeism. A large proportion of

the population and the workforce in the United

States will be in the prime age category (25-44)

in the next twenty vears’("Human Resources,”

*1980, p. 12). By 1990, they will be approximate-

Iv 80 million in number, 30 percent of the popu-

$ lation and 50 percent of the labor force. These

people will be more educated than past gener-

ations, and 'many will hold-values that show

concern for individualism over* conformity,

Lo diversity over uniformity, experience over maje-

rialism, persons over institutions, participation
over-authority, and quility over quantity.

)

s

~ Our educational system can improve the
international situation by teaching skills in
interpersonal relationships and empha-
sizing cross-cultural understandings, the
mterdepgndence of nations, and the value
of international cooperation.
. e

‘vIany in the present work force are begigning
to revqlt against jobs broken down to their sim-
plest elements, assembly-line work, specific
and detailed job classifications, organizational
inflexibilities, and- standards set by manage-
ment alone. Some are beginning to change the
work environment by demanding. worthwhile

. and meaningful work, a chance to grow in a job,
> ashare in'managing their job and work enviroif-
ment, a stake in the organization, and a place on
the board of directors. Modern workers appear.

.to be genuinely concerned for the quality of
items produced or services rendered. Such con-

O cepts of freedom and. democracy emerging in

o

~

o

-
- Al

the workplace indicate a likely change.in the
future working environgxnt and ini the skills

.which-must be learned i

“%chool.

" These are not the only trends which will in-
fluence our educational svstem and determine
the skills needed by people in the future. A briéf
sentence or two on other trends will further em-
phasize the importance of providing appropri-
ate basic skills to meet future student needs:

1. Young pegple (16-24 years old) entering the

* labor madrket after 1985 will find advance-
ment into middle management positions dif-
- ficult. Seuch a situation will require revised
career expcctahons and thouumful career
planmno

2. Cultural leeI‘SltV will-continue to brogy: “The
overt advicacy of beliefs which only ten to
twenty vears ago were frowned upon demon-
strate this contirtuing trend. The adoption of
alternative lifestyles is also indicative of this
trend.; More people are living alone. Single
parenthood is bn the rise. Laws are being
passedwto safeguard the rights "of children.
There is growing acceptance ‘of miixed racial
and religious marriagés. And corpordte fam-
ily and communal’life are becoming more

. popular. Only about 15 pergent of the popula-

tion of the United States remains in the tradi-
tional family unit with two parents and two
children (“Household Y p.28). -

3. Ethnic and language dLverslty is rising with
the migration of Mexicans and the acceptance
of Vietnamese and ,Cuban refugees into the_
United Sl“dle'S .

4. More women are seeking paid positions. By

1990, 60,4 percent of womagen in-thte United

States may be in the work force —an incréase
from the current 50.7 -percent, .

5. There is eévidence that theé United States

is losing its position of technolegical leader-
Y

ship to such. countrles as Japan and West Ger-

many. U.S. power in the future may li¢ pri-

marily in its ability ta control and to manage

information. »oe :

6. There is a mmemcnt touard ‘educational
- packaging” and more" use of technolog,les,
such as holographic techniques, \01ce/v1d,e0
technology,. dancomputer-bascdfins’tructio_n
systems wla.}ch.’%he[p diversify the educational

[ 1
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process and allow Americans to become an
oral/visual society.

Basic Educational Skills for a
Changing World -

stress and disorientation appeared to beé prob-
lems of adults. However, the insecurities of'.a
world in transition 4re now caus1ng symptoms
of these same conditions among a large number
of children. What basic skills can children learn
to help them reduce the daily tensions they feel
and improve théir quality of life? It abpears that
there is need for a broader deflnlton of basic

skills to include: . -

¢ Coping with-change

e Anticipating alternative future developments
e Krfowing how to learn

e Using computer, voice’ and_visual equipment
+ e Developing human relations skills *

e Lsarning effective citizenship skills &

Coping with Change. To develop- the ablllty
Lo cope with change, individuals must be cau-
‘tioned against striving exclusively for mastery

of a very limited set of knowledge and skills.
. Ongoing change
that most persons be pre}Jared to make major
changes in fheir lives — Changes often requir-
ing some version of lifelong learning. Eugene -
.Schwartz in his book Overskill shows that
excessive specialization is self-defeating. Civil-
ization cannof he saved by a group of highly
_trained specialists who do not understand other
fields or even themselves. & )

Dwersnty and opennes‘s to change are essen-
tial ingredients in creating a personal coping
mechanism. Those who are diversified will
have fewer problems in finding new occupa-
. fions when their old jobs are replaced by auto-"
fnation or are eliminated (Bowman and-Pulliam,
1974). Openness to change involves a willing-
ness to take risks, especially the risk of learning

" . about oneself. Coplng skills, for example, may

~relaxyion and biofeedback; efforts to attain
sef<inderstanding and a positive self-cancept
through values clarification, human interaction

O workshops, and psychology curriculum; efforts

-
»

in work and society require .

What do all these changes mean for a child -
who is trying to live in this world of rapid ’
change and to prepare for adult life? In the past,

.

) lr:Se stress-management techniques such as,

<
)

to learn the value of other people by accenting
the concepts of cultural pluralism and global.
interdependence; and efforts to master tech-

niques for anticipating change, séeking alterna-

* tives in one’s personal future, and transferring

the knowledge to more general developments
in life.

Anticipatiﬁg. Alternative Future Develop-
ments. Learning'E:oping skills is 3rectly related
to anticipating poss1ble future developments.
We must educate students to study future pos-
sibilities by making them aware of major issues
and developments that are highly probable, and
having them analyze the short- and long -range
problems and opportunities these issues will
raise. Through this process, th/ can learn to
deal with uncertainties and tof choose w1sely

' among alternatives.

According to Alvin Toffler (author of Future
Shock), the habit of anticipation is more impor-
tant tHan specific bits of advanceAnformation.
After all, we are in general much less shocked
by, and much better able to cope with, situations
which we haye considered in advance than we
are with developments which are totally unex-
pected. If we think through six-alterfiative pos-
sibilities in advance and only one of them oc-
curs, we are still better able to cope than if we
had’ considered ‘'none of the possibilities. Thus,

successful coping may well lie in a sense of the

future, because people can, then better prepare
for any dislocations and stresses brought on by
rapid change {Kauffman, 1976).

Knowing How to Learn. The sKill of learning
how to learn was, valued'by the late aélthropdl%
gist, Margaret Mead. Knowing how to learn is a
process skill, while knowing what to learn is a
content skil]. In the future, we will need indi-
viduals who h&ve been trained to think rﬁther,

-than to remember. Increasingly; the information

one learns in school may become dated, irrele-
vant, or useless Futther, students will hot be
able to memorize the Vast amounts of informa-
tion generated by extended computer capaci-
ties. Educators must realize that 80 petcent of
factual material is: forgotten within the first six
months after it is memorized (Miller, 1978).

Thus, our contlnulng effectiveness re81des in-
our ability to learn how to firld, obtain, and use
informatjon resources “‘which prov1de the latest

142, - .
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data necessary for solving problems or taking

advantage of opportunities. These process skills
help léarners think analytically and intuitive-
ly,” which in tdrn helps them organize their
thoughts, define problems or opportunities, ask
_the proper questiens to reach solutions, under-

stand relationships and connections among ma- .

terials, synthesize information in a holistic

manner, and choose the best solution(s) among computation, Now, with an understanding of

the alternatives. Process skllls also provide the
learner with the ability to observe and recognize
inconsistencies in data, propaganda techniques,
advertising strategies,” and consumer product
information. It is through the skill of learning
how to learn that we may preserve what Buck-
minster Fuller (architect, scientist, and inven-

tor) thinks is “natural and instinctive in hu- "

man beings — an insatiable desire to Yearn”
(Hostrap, 1975). >

Using Computer, Voice, and Visual Equip-
ment. Individuals wil] continue to seek and to

" communicate knowledge in the future, but in-

creagsingly it will be stored in slectronic form
‘rather than in books. Computers and voice and
video cassettes are competing with the written

* word as & new means to store and send informa-

tion. The present generatlon of computers can
store more information in less space and com-
municate more quickly than any form of printed
matter. It is hoped that the next generation of
computers will be still faster, lighter, cheaper,
and more reliable. Common sense, the expense
of paper, the lack of space, efficiency, ‘and com-
pet1t10n w111 force mqre., libraries, businesses,
and government agencies to store in computers
the increasing amount of information generated
in our society. The rapid proliferation of knowl-
edge is intensifying the shift from the pro-
duction economy representative of an industrial
society to the service economy represéntative of
a post-jndustrial society. .

As 'this- process contlnues the demand for

» people with computer literacy — the ability to
nderstand the basic functlonmg of a computer
and fo use a computer terminal — will grow.
Currently, 50 percent of all occupations in the
United States are in some way connected with
the accumulation and processing of informa-
tion. EarlJoseph (staff consultant and futurist at
perry Univac, Division of Sperry Rand Corpo-
at10n) estlmates thls percentage may rise to
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80 or 90 percent ‘?f the entire work force in
the United States by 2029 (Business Week,
September 3, 1979).

Technological advances in data processing
and the movement toward a service-oriented so-
ciety are having an impact on skills presently
considered basic. Low-cost calculators have al-
ready eliminated the need to do mathematical

mathematlcal processes and the operation of
a calculator, ‘most individuals can function in

.~ society without some of the basic skills of math-

ematics. Furtherfhore, they may function more
efficiently than before and have increased time
for leisure activities or work. Might net writing

Individuals will continue to seek and to
communicate knowledge in the future, but
increasingly it will be stored in electronic
form rather than in books. Computers and
voice and video cassettes are competing -
with the written word as a new means to: |
store and send information.

~ . +

: _ S -
and reading skills be similarly affected by new
technology? The Kugzwell Reading Machine (an
experimental computer designed to help the
blind) scans pages, recognizes letters and
words, applies phonetic rules, discerns phrase
boundaries (using syntactical and vocabulary
knowledge), identifies stress and accent marks,

~ and synthesizes it all into words and sentences

as it goes along (Hoever, 1979). At the IBM York-
town Helghts Research Center in New York,
researchers are trying to produce.a voice-driven
typewritet which will grapple “with uncon-
strained, natural language. According to Rex
Dixon, IBM’s, speech-processing consultant, “a

usable continuous-speech-recognition system

working with talkers, natural grammar and
large vocabulariés may be ready. in 15 -or 20
years” (Hoover, 1979).

7
Voice and- video equipment is also in a state
of constant improvement and miniaturization,

" Video cassette systems can be attached to téle-

vision sets to tape programs for replay at a
latedate. Systems have been developed to tape
a program on ‘one channel while the viewer
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watches another channel and to tape programs
when the viewer 4s not able to be present for-
them. Another more elaborate visual system’
currently under research is holography, a sys-
tem that projects three-dimensional forms.

In the voice departmént, tape Gassettes have
been produced which are the size of a match-
box. It is only a matter of ‘time before. these in- .
struments are’ within the buying power of the

average American, They are already within the |,

purchasing range of schools and businesses and
can be used to improve service and learning.
" Needless tq say. students can be better prepared
to work with these devices. -

Developing Human Relations Skills. The
benefits of new voice, visual, and computer -~

technologies are extensive: however, the use
of these devices may also have social disadvan-
tages which reduce face-to-face communication
and produce alienation ameng individuals with”
in A,memean society. Development _of hu-

.‘ci' + man, relations skills, especially . mterpersor}al

commumc;atlon sk1Hs can act fo redtice the.neg-
“ative, ngiga't;f of ¢ umgatlon technol‘ogles

™ The en“fphasw pla qu regdlrj and wrmgo ]

_has at ﬂmé,s blmdeﬂ edyeatiyfs o the value of -
listening and’«speakmo sklllg, Yel, at’the heart .
of good human interactiont is fug” dhility to .

communicate verbally — to=8xprt el share
thoughts, neéds, and wants. Educdtors ¢an pro-
vide conscious and dirett efforts to-help siy-
* dents organize, describe, and, when BeCessary,
sell their ideas orally. Stydénts nee&fﬁ praetlce
such skills in nonthreatehing envirohments
and to begin at an early age rather than waiting
to lgarn these skills when a’job, interpersorial
relationship, or another important concern is at
stake. ‘

. The ability to relate well to others is v1tal for
anyone who works with people. The movement

toward a post-mdustrlal society. helghtenSathe ’

value of this skill, since good human rélafions
and communication skills are needed to provfae
services and(io manage people.

Improvedioral communication and human re-

" lations skills will also contributeyto students’ .
ability to cope with future social aer%ﬁ%hnolog

ical (,hang,es and value shifts, since they will be
better able to express the changes they feel or

Q@ ee. In turn, such self-expression reduces aliena-

tion and the possible discomfort of communi-
catmo "ideas or meet ng new peopje.

cisions and pelicies

..long-range impact on 0 ; les, our social
institttions, our commu W i¥orma-
tion systems, our technbloglc RRevations, our

natural resources, our belief systems, and even
our concepts of the natute of life. In Tesponse to
this reallzatlon cntlz.ens‘are demanding a share
in the decisig making process and are holding
their iustit#\s accountable for their actions,
even to the t of cr g new institutions
and 0fganiza_1t10ns wtrére the gld ones no longer
function for.their benefit. Fdr example, holis-
tic health clinics have gained popularity as a -
means of preventing illness and reducing health
costs. . . ‘

—

The power stnfcture in the United States is_/
changing, making '01t17eny participation more
important. Qur society is becoming decentral-
ized; thus, increased interest and participation
in government is orowmg at the grassroots level
and decreasing at the natlonal level. Toda¥;
national, leglslatlon is sometlmes Written with
the mandate that federal agencies conduct local
public hearings on issues under their considera-
tion. For example, the Offjce of Technology As-
sessment in Congress and;’the Department of the
Interior in tHe executive;branch must include
- public participation in their studies. Students
today can be better prepared to ‘take part in the
decisions of their comml,lmty —-local or nation-

. al, personal or publlc —/by learning citizenship

skills. , |

A number of cmzenéhlp skills can be taught
and practiced in the educatlonal environment.
These include learnuég practical methods of
participating in government and community
decisions (that is, who to approach, how to
make contact, and how to organize an intelli- -
_gent response fo an issue); learning techniques
“for reachmg consensus; developing leadership
.skills; learning the arts of gompromise and
reconciliation; and recognizing the ways in
which different people within the community,
society, or culture are interdependent. One’ of.
the most impb6rtant skjlls of citizenship is the
ability to keep communication channels open
among all interested groups. This makes re-
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evaluation of the goals and objéctives set by cit-
izens infinitely easier {a valuable outcome in

-ﬁght of accelerating change).

for change.

By developing citizenship skills and combin-
ing them with a future consciousness, we are
creating a citizenry ready for the future — a citi-
zenry which recognizes that many problems re-
quire work with politicians, business people,
scientists, and educators to achieve effective,
long-range solutions (Bezold, 1978).

Conclusion

The rapid, complex, and pervasive nature of
today's change has created a period of transi:
tion — a period in which new basic skills, in
addition to the three R’s, are needed for surviv-
al. The educational systern can sucgessfully
help Americans move through the transition
from an industrial*to a service and information-
oriented society by setting curriculum priorities
which reflect emphasis on skills needed for the
future.

Some courses necessary for the develoﬁ?lént

" of these skills already exist in the education-

al system; others could use more emphasis.
Among the existing courses are the sciences,
economics, government, cross-cultural studies,
psychology, sociology, debate, competitive
sports, foreign languages, music, and English.
Additional emphasis could be placed on studies
of the environment and resources, future stud-
ies, the biological sciences, computer science,
social change, communications, communica-
tion _technologies, international development,
cooperational sports, and the citizen as a force
#ost important, the curriculum
emphasis must evolve and change to meet new
basic-skill needs reflected in an ongoing analy-
sis of .societal trends.

-
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Editors’ ‘Note. This paper deals with. one of the crucial elements found'in effective schools. According to the

studies reviewed later by Samuels, the most imponrtant finding related directly to instruction was the importance of

regular'assessment of definable and assessable skills with use of the assessment data to influence instruction This

1S sometimes interpreted to mean that'there must be a subskills focus. Thé research, however, does not confirm

that. The writers of this paper and several other writers (including Goodman, Taylor, Jandt, Newkirk) indicate that

other important skills can be assessed and the findings used to inform parents and to direct instruction. The

underlined phrase above has three major implications: (1) assessment data must be cojlected frequently enough

to be useful in directing instruction; (2) data must bexavailable immediately so as to influence decision making; and

(3) the data must be felevant to instruction. Vito Perrone and Walter Haney emphasize that assessment data must

. berelatedto what has been taught and what is to be taught. For more formal testing, this is usually thought of as

o cqiterion-referenced testing. For informal a'sses"sment, the teacher should be able to see and discuss with parents
.the relationship of the assessment to instruction. .

\ C - P ~
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schools, encompassing more than basic skills
concerns;. however, for the'/purposes of this
paper; we'will focus our attention on assessment |
of the basic skills as traditionally defined. Our
discussion is organized principally around
(1) informal assegsment procedures, including
record keeping, and (2) norm-referenced ,and
criterion-referenced tests. Our suggestions are
directet, primarily at individual teachers and
are related to the classroom. In closimg our
discussion, we have directed some attention
to ways in which assessment might serve to
dolster a school’s overall improvement efforts.

_ Introduction _ _ .
An important challenge for teachers an

schools is to communicate more clearly what

their purposes are‘in-elation to the basic skills;

how they propose organizing to support those

puiposes; what procedures. they plan to use to

R - assure children’s acquisition and growth in the

basic skills; and how they will report to parents.

While this is not a new challenge, it needs great-

, er attention if schools are to regain the con-

fidence of the parents and communities that

* *  support them. And the “greater attention" is

" ultimately dependent on thoughtful, well-orga=
nized assessment practiggs.

: Informal Assessment and Record Keepin
We wish to make clear at the outset that k o epIng
© 1ssessment ngeds to be addressed broadly in ‘We begin, with informal assessment and
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" record keeping because thev have considerable
potential for helping teachers become very
aware of children’s development and for giving
direction to teachers as they plan ongomg in- |
structional programs. Another reason for begin-
ning here is that teachers often make use of such
information but have not been as confident
about how to make use of it in an overall assess-
ment progran. e

In schools which have made‘a consistent,
long-terfiT Commitment to careful record keep-
ing (and this is not yet common), teachers can
learn a great deal about the gtatus and. pace of -
their children’s growth in the basic skills from
the reports of jous teachers. The report on a
child prepared by the previous years' teachers
might intlude hsts of books read, samples of
writing over a period of time, examples of math-
ematics concepts and applications which the
child understands, results of reading inven-
torie# conducted on an individual basis, an
summary evaluation statements about the var-
- ious skill areas. (We have refrained from
commenting at this time about scores on’stan-
dardized tests. The kinds of reports under dis-
cussion, however, would include all available
test scores.) Theseikinds of.records — and no
attempt was made to be all-inclusive — should
proyide teachers wijth some important insights”
about where thildren stand in relation to the
basic skills and suggest a broad array of starting
points in relation to curriculum.

«In order to gain more personal understapd-
ing, as well as to establish baseline data for the
year, teachers might administer a variety of in-
formal assessment instruments and exercises in
the basic skills. In the area of reading, for exam-
ple. teachers might use one of the published
infortnal °read|ng, inventories -(Silveroli, 1973,
or McCracken, 1972) or an inventory that the
. teachers themselves might develop.(using a pas-
sage from a popular trade book enjoyed by chil-
dren at the relevant grade level) to'determine
how well a child reads,the kinds of difficulties,
if any, whicl the child experiences, and so on.
This kind of assessment activity typically re-
'~ quires a child to read a passage silently, describe
orally what the passage is about, read the pas-
sage orally to the teacher, and then add orally to.
_the earlier dlescription. Each published form in-

cludes a scoring mechanism based upon the fre-
A

quency of errors, which permits the teacher to
categorize the child's reading level. A useful as-
pect of the published inventory is that parents
can duplicate the process, g,dlnm;, as a conse-
quence some of the same insights as the teacher.
Another procedure to examine reading ability
is the Miscue Analysis, developed by Ken and
Yetta Goodman (1972), a linguistically based
assessment activity which focuses on compre-~

- hension and gives teachers some direction in

relation to subsequent instruction. This asse8s-
ment process provides teachers with excellent
information about’the reading_strategies that a
chfld brings to print material. :

. { ~

/ .

- .. teachers who document children’s
learning through carefully organized
records tend to become more knowledge-
able‘about children and learning. They
become the “students of teaching” that
schools need and parents desire. Teachers
who are able to describe children’s learn-
ing in great detail are teachers who are
trusted, who can help establish and main-
tain parental confidence in the schools.

e
.
o

In the areas of mathematlcs and writing, -
a \arlety of assessment .activities, constructed
aroundghe curriculum materials and content re-

'lated to the particular grade levelsof the chil-

dren, can be developed easily by, teachers. In
mathematics, these mjght include a sampling
of math symbols, computational exercises, and
problem-solving activities undertaken in -a
conference setting with the teacher. In writing.
children might be asked to engage in ‘several
different activities, permnttmg the teacher to
gain some ynderstanding of the child's use
of language. range-of expression/ and so on.
Brenda Engel's Handbook on Documentation
(1975) and Informal Evaluation (1977) provide
a large number of éxamples of informal assess-
ment in all of the basic skills areas.

After some baseline information about chil-
dren’s skills, interests, and learning styles has
"been collected: it is important for teachers to set
up a fecord-keeping system that requires peri-
odic input on individual development during

hY
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the course of the year. Such a record would in-
cludegresults of assessment activities of the type
descxed above, samples of the child's work in
writing and mathematics, lists of books read
and understood, and audio tapes which démon-
strate the child's reading or language abilities.

These records, which show growth in basic

v e skills-@verthe course of a year, and which are
cumulative over the years the child is in the’

. school system, should assist teachers iri their
instructional planning, for example; in making
decisions ‘about grouping patterns or determin-
ing enrichment needs. These efforts can also:
assist teachers in identifying children with -un-
usual difficulties irt reading, mathematics, and
writing — children who may well need addi-
tional assistance. Akding the learners, after all,
1s the principal reason for maintaining careful
records.

The records can also serve as theybasis for -

periodic- conferences with parents, asell as for
_* written- reports to parents. Too ofter| in their
conferences with_parents teachers have insuffi-
* cient concrete information on which|to build
.constructive' interaction. The rcord-keeping
process might also illustrate for parents a way
that they can follow their children’s progress
more Llosely ‘ .

. In addition to thg benefits discussed above
" in relation to systematic record keeping, it is-
our experience that teachers who have begun to *

document children's leariiing throughfcarefully,

organized records tend also to become more

knowledgeable about children and {learning.

They become the “students of teachjng” that
schools need and parents desire. Teachers who
are able to describe children’s learning in great.
detail are teachers who are trusted, Who can
help establish and maintain pareptal copfidence
in the schools. . e ”

Standardized Tests ‘

Schools typically make use of some’ kind
of formal testing program in which\pnorm-refer-
enced or criterion-referenced tests ar\adminis-
* tered in the fall or spring. Typically s
assess children’s skills in such areas as r ading,
language arts, spelling, social studies, mathe-
matics, and smenge The most widely used stan-
dardized fests in schools are norm- -referenced;

- v
&

h tests .

examples are the Metropolitan Achiewement.
Test, the Stagford Achievement Test, the Cali-
fornia Achievement Test, the [owa Test-qf Basic
Skills, and the, Comprehensive, Test of Basic
Skills. These norni-referenced tests are designed
to measure children’s achievement relative to
. that of other test ta.kers,who were part gf a na-

_ - tional sample (norm) pOpula.tlon We will focus

most of our attention here”on norm- -referenced
tests, since they are'so heavily used 10 schoals.
Criterion-geferenced tests, howé/emare increas-
ing in popularity.

Before we discuss the uses of norm-refer-
enced tests. we ‘believe it would be instrug-
tive ~— especially for parents — to comment
. brieflv on the forms in which test results are
reportod In-the.process, we will pomt out some
‘of the problems of interpreting the) results of
~n0rm-r&3renc’cd tests in~order to assure suffi-
cient understanding to attend to the rising con-
cerns about the misase of such fests.

Norn-referenced test resu!ts/ are reported *
as (1) percentile scores, (2) stanine scores, or |
(3) grade-level equivalency scdres. The score of

correct answers (the raw score) out of 80°
it#ns on the language section of a very popular»
. achievement test (1974 version) taken at the
end-of the seventh grade may be converted to
a percentile score, of 52. This indicates “that
52 percéent of those who took the test as: part
of ;he norm population scored 43 or, lcss and
48 percent scored higher than 43. )

Stanine scores. unlike perC(,ntlle scores and
grade level e u1val(,ncy scores, are suggestive
of a range (for this reason test publishers are
increasingly encouraging their use). A stanine
score is developed by organizing percentile

5, encogg,passmg, 20 percent of the percenifle
scores, is considered average; 40 percent of the
scores will then fall above this average and
40 percent below. On the test mentioned above,

_ th6 percentile score of 52 falls wihin the fifth
stanine, along with all percentile scores be-
tween 40 and 60. @ 3

scorgs intp nine groups. A stanine score(o(.\ ‘

The grade Ipvel equivalency score is derlved\
essentially by assigning to the median raw score
of a seventh-grade norm population,a grade-lev-

el equivalericy of 7.0. Scores above and below
the median are assigned grade level equnvalen-

-
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cies above and below 7.0. These assigned grade-
level scores represent an estimation, nothing
more. The score of 43 on the language section of
the test under discussion (taken at the end of the
seventh grade), which converts to a percentile
score of 52 and a stanine score of 5, produces
a grade-level equivalency score of 8.3 (eighth
geade, third month).

The publisher of the test from which the fore-
going derivations are taken lists a standard
error for the language section as 3.9. This stan-

dard error indicates that two thirds of the time .

one could expect a raw-score fluctuation of 3.9
for a given student. As the test manual (Stanford
Achievement Test, 1976) notes, “We could
expect with about 68 percent certainty that the
true score (for a student with a raw score of
43) would fall between [39 and 47]."" This 1s
between the 44th and 60th percentiles, or sta-
nin€ 5; the grade:level equivalency range, on
the other hand, is 7.2 to 8.9. The point of all of
this is that the scores are verv imprecise; one
has to be very careful in attaching too much
importance to them.

Of the three derived scores, grade-level
equivalency is the most commonly used,
even though it is the. most misleading. Test
publishers now regularly point out in their
manuals that grade-level equivalency
scores are being quest‘i?(eqa as an
appropriate means of iriterpreting the test

.- performance of individuals and groups .

In some cases they admonish usérs not to

' report grade-level equivalencies at all. 5

-

Of the three derived scores, grade-level equiv- .

alency is the mest commonly used, even thoygh
it is the most, misleading. Test publishers now
regularly point out in their manuals that grade-
level equivalency scores are being questioned
as an appropriate means of 'interpreting the test
perforiqance of individuals and groups. They

" suggest further that “grade equivalents are not

Q
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an equal-unit score scale . . _statistical computa-
tions based on grade-level equnalency values,
are not, s{rlctly speaking, legmmate (Guide-
lines, 1973). In some cases they admonish users
not to report grade-level equivalencies at all.

I3

o

What kinds of assessment information can a
teacher — or & parent — derive from the results
of a norm-referenced testing program? While'
scores are reported for each child who has takgn
a particular test, teachers need to be cautious
about how the information is used. Three major.
problems exist. First, single test results never
give exact assessments of an individual stu-
dent’s level of learning. Rbey always contain a
margin of error. If children are tested on more
than one occasion, their scores can’ easily vary,

often by twenty or thirty percentile’ points, il .

terms of ndtional norms. Second, one must al-
ways consider whether children have actually
been taught the material covered in the test they
were given. Research on'testing, not surprising-
ly, shows that students tend to do better on tests
which are related to what they have been taught

than on tests which cover material they have not -

been taught. The third point to be’kept in mind
is that all of the most commonly used stan-
dardized tests rely almost\ehﬁgg_ly'on multiple-
choicg questions. This format is used because it
is quick and easy to sgore. But it has limitations.
With the multiple-choice format children need
only pick out the correct answer to a problem’
from a set of answer choices. Just because par-
ticular children can recognize spelling errors on
a standardized test, we cannot assume that they

‘can write a correctly spelled letter. And children

who read very well may select “wrong” answers
from amorig the limited choicesavailable for a
hast of reasons shich may have little to do with
their ability to read.

Recognizing these problems, teachers should

- interpret individual test results in rel@tion to.all
. of the other data which has been recorded about
each child. It is for this reason that sve began .

this paper with a discussion of informal assess-
ment angl record keeping. If a test corroborates
other information about an individual child,
teachers have additional direction for develop-
ing a'responsive educational program for that
particular child. '

It is at the group level that the norm-refer-
enced test ddta have greater potential. Much of
the mdnldual error tends to wash out at the
group level. If the norm-referenced tests were.
well chosen at the outset — -in other words, if
they contain objectives closely related to the ob-

jectives oft.bee teacher and the school — teachers -

2] ")
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can use the test results to assess strengths and

weaknesses in their instructional programs. If,
as.a group, children score lower than the norm
on problem-solving items, for example, teachers
might reexamme their instructional «programs
in mathematics.Have they given sufficient at-
tention to this area? If tHe average for mecham-
cal skills related to reading’is at the 80th percen-
tile but the average for reading comprehension
is at the 55th percentile, teachers-might have a
basisfor ¢xamining their readmg program. Are
- they giving too little attention to meaning? Are
they providing chlldren with a broad enough
range of material to read? These are important
questions. :

Given some of the problems in deriving indi-
. vidual data from norm-referenced tests, increas-
ing numbers of schools are beginning to rely
upon criterion-referenced tests. In many cases,
these tests are created at local levels and include
questions developed to test locally identified
learning objectives. Rather than being con-
cerned about how a student’s’score (or a class-
room’s average score or school’s average score)
deviates from the norm, criterion-referenced
tests focus on how far a student’s score (or
a classroom'’s average score or school’s average
score) deviates from a fixed standard. The stan-
dard (the criterion) is usually fixed at-the local
level. Teachers and parents might agree that
children’in the sixth grade should answer 70
percent of the questions relating to fractions

correctly. Those who answer 70 percent or more

‘of the items related to fractions correctly have
met the standard. These tests provide teachers
with additional information about what an indi-
vidual can or cannot do. Because such tests are
typically developed locally arqund objectives
thought to be important, results on these tests
are not only goqd vehicles, for examining the
‘local curriculum, but 'they are helpful in «diag-
nosis. For example, a student who has not mas-

* .tered addition o£ fractions but has mastered ad-

dition of wholé numbers can be identified for
specific instructional assistance in addition of
fractions — the precise area of difficulty. The
resylts on such tests can thus be linked d1rectly
" to instructional activities. -

While norm-referenced tests are almost en-
tirely multiple-choice in format, criterion-refer-

g anced tests often (ake L) dlfferent dlrectlon

s - *

They might set forth holistic tasks, such as,
“Demonstrate 3 ways of completing an electri- *

cal circuit” or “Write a letter of applicatibn, de-

monstrating knowledge of correct form.’/ But, as
with norm-referenced tests, teachers sjould be
careful to use the results in consort wi;h all the
other information that has been recorded.
The School as a Whole

The foregoing discussion focused on 1nd1v1d-
ual teachers and ¢lassrooms and stressed careful
record keeping. Testing was placed within the
larger context of the ongoing documentation of
children’s basic skills learning. Teachers may
draw upon this larger context of documentation
for reporting confidently to parents, and for
structuring what they do with individual chil-
dren to enlarge their growth in the basic skills.

_The school, as a whole, also needs to address
some of the same evaluation issues. How teach-
ers document children’s learning in the basic
skills, what kinds of records individual teachers
maintain, what kinds of assessment activities

How teachers dorlment children’s
learning in the basic skills, what kinds of
records individual teachers maintain, what
kinds of assessment activities are used,
how teachers will report to individual
parents abaut their children, and the
school’s overall objectives for basic skills
learning should be outlined explicitly for
the school community.

are used, how teachers will report to individual
parents about their children, and the school’s
overall objectives for basic skills learning
should be outlined explicitly for the school
community. The school can sumrharize a variety
of classroom data for parents and community on
an annual basis. For example how many books,
on the average, were read by chlldren at various,

grade. levels? What percentage of children at

each of the grade levels mastered the learning A

‘objectivés in mathematics; reading, and writ-
ing? What steps were taken with children who

were havmg difficulty meeting the learning ob-

<
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jectives? How did parents respond to their chil-
dren’s experience in schdol generally and in
the basic skills specifically ? (This information
might be derived from parent, interviews.) What

were the group results on criterion-referenced °

or norm-referenced testing programs?

While such information would be useful to
the community. 1t can also bé useful to the mem-
bers of the school sta¥, providing a base for re-
examining their collective efforts. if the staﬁ
members note areas where children tend to be
having particular difficulty, they have a basis
upon which to plan remedial action. By review-
ing ‘common data systematically, they can be
_assured fha their judgments are rooted in an
empmcal base and are not based upon random
observations. *

Summary

4 -

In this brief paper we have attempted to place
before readers a case for evaluation. We believe
that evaluation is basic to the growth of pro-

- grams, teachers, and children. While we offered
,some cautions regarding standardized tests, we

also suggested ways in which they can be used
constructively. Our larger ‘concern, however, is
to support systematic documentation that is Tn-
tegral to the instructional process. We recognize

e

°

the burden that a careful documentation pro-
gfam related to the basic skills places ypon
-teachers. However, we are convinced that the
\ benefits are greater than the burdens. Teachers
. will grow in their professionalism through such
a process, children will be better served because
their needs will become manifest, and parents, .
who will begin to receive more specific infor-
mation about their children, will -have a more
concrete basis upon which to share i in thelr chil-

~
dren’s education. - .

=
.

References

) sy

Emgel, Brenda Handbook on Documentation. Grand
Forks. North Dakota: Study Gmup on Evaluation,
University of North Dakota. 197

Engel. Brenda. = Informal haluulmn Grand
Forks. North Dakota: Study Group on Evaluation.
University ot North Dakota. 1977.

. Goodman. Kenneth. and Goodman. Yetta. Hvadmd
Miscue Inventorv. New York: The Md(,n]llldﬂ
Company. 1972. -

Guidelines for Test Use and Interpretation. Guide-
lines No. 2. New York. Harcourt Brace Jovanovich.
1973.

¢ » .
McCracken. Robert. Reading Is Only the Tiger's Tail,
San Ratael. California. Leswing Press. 1972.

v

A Y
Stlvaroli. Nicholas. Classtoom Redding {nwntor\
Dubuque. lowa. William C. Brown. 1973.

~ .
Y ¢

S s
-

Lrv
[N




T

-

<

P

s
¥

Q

*o

Planning and M)anagemep( of Instruction
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‘ Director, Teacher Center Resource Exchange
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Editors’ Note. Whatever the state or district plan for basic skills instruction, in the final analysis the teacher must
make plans for the classroom. In this paper Pat Weiler provides general suggestions about hdw to plan and how to
.. manage nstruction. Emphasis is on parental involvement and regular evaluation (diagnosis) of student progress.
While the Ariderson paper focuse’s on moment-to-moment management of classroom interaction, Weiler focuses
on decisions about what skills or content will be taught — when, how and to which students.

‘ 3

>

The goal of the planning and management
of instruction is the creation of child-centered
programs that minimize unnecessary activities
and confusion and maximize the productivity, of
all involved. This can be achieved in a tesource
room with a few students, in a special skills lab
ar a self-contained classroom, or by team teach-
ing. Planning and management of classroom in-
struction are the cooperative responsibility of
an instructional team of teachers, paraprofes-
sionals, administrators, curriculum specialists,

-parents, and students (Glasser, 1979, p. 24). To
emphasize the teacher’s role as team and class- -

room manager, the term *‘teacher-executive” is

used. ,

Teacher-executives plan organized systems
for routine activities and guidelines for carrying
out thosetasks. These plans must be understood
and agreed upon by both parents and students.
The classroom’s physical environment is orga-
nized to provide easy access to 1nstruct10nal re-
souirces. Curriculum design allows each student
to. succeed and become an mdependent learner
[Brophy and Putnam, 1979, p. 191). , . ’

Recent teacher effectiveness studies demon-
“trate the importance of precise basic skills cur-

ERIC - = - 7

riculum planning. Objectives to be mastered by
students are identified and made clear to both
students and their parents. These can be objec-
tives of the district basic skills curriculum or of
“an adaptation planned by the school curriculum
committee. ‘Regularly scheduled newsletters,
progress reports, and, above all, daily home-
work assignments provide an important link in
the communication chain. Teacher-executiyes
redlize that they must educate the family, not

" just the child.

-

. Planning for Instruction

The best instruetion planning results when
there is input from all members of the instruc-
tional team and-from curriculum materials. Stu-
dents and parents can pr0v1de input by becom-
ing actively involved in' the plannmg process
or by réspondmg to surveys. At a minimum,
teachers’ impressions of student.and parent con-
cerns and interests should be assessed. Groups
or individuals involved in planning are more
likely to provide support later for the teacher

and other classrqom staff.
e

Because instructional team members are busy
and the planning process is complicated, teach-

<
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. v )
ers and principals should take the primary re-
sponsibility for arranging the planning process.

"Successful- planning efforts have included the

following: X

1. Instructional Package. A curriculum com-

mittee, representative of the instructional .

team, prepares an instructional package
"basegd on state, district,” or school objec-
tives. Components of the instructional
package include basic skill expectations
in mathematics and language arts for each
grade level, entry and exit tests, resdurces
and materials for instruction and reinforce-
ment of the skills, and student profiles for
recording aad reporting to parents. !

2. Classroom Plans. Before school begms in
the fall, teachers and paraprofessionals
meet in subject area groups or grade-level
groups to - prepare detailed classroom
plans. Teacher members of the curriculum
committee assist teachers in the use of

the ‘curriculum guides that have been pre-

pared. Teachers have an opportunity to
discuss individual programs with the prin-
cipal and the cérriculum specialist as well
as with special education teachers and re-
- source teachers who will be involved in the
instruction of individual students.

3. Diagnostic Process. Before school starts,’

. teachers will alg’o plan a diagnostic process
+  which they will use to assess instructional
needs of their class as a whole and of indi-
vidual students and te monitor students’
progress. Planning for this process will in-
clude developing procedures for diagnosis
and monitoring which are tailored to the
instructional fcontent and to the student
popylatlap.

4. Parental Hfivolvement. Parent representa-
tives on t}ié curriculum compittee assist in
‘informigg other parents about the instruc-
tional frogram and involving+them in the
s. Presentations at school
ings, special parent/teacher confer-
es, and individual after school sessions
Jprovide the links necessary for success.

When possible, daily opportunities for pa-

rental assistance can reinforce the instruc-

tional’ program. Programs such as *Dial-a-
Teacher” (Umted Federation of Teachers)

1]

board

4

s’ e

give parents and students access to imme-
diate assistance after school and suppo;t
classroom- instruction.

5. Planning ' Time. Monitoring the instruc-
tional process, adaptmg strategies to meet
individual needs, plaxfmng with support
personnel (counselor, social worker, special
education teacher), and coordinating pro-
grams with'other teachers of the same sub-
ject area demand a great deal of time.
A professional development program that
provides for adequate released time for
planning during the school day helps to
. ensure improved student achievement.

The instructional plae for sach classroom
will reflect the teaching style of the teacher-
executive and the paraprofessional and the in-
structional nieeds of the students. Although
most schools are still organized according to
grade levels, curriculum committees and indi-
vidual, teachers must strive to develop contin-
uous progress programs in which instruction
progresses from each student’s current level of

- development.

Management of InSthtIOH

The instructional team must welgh all of
the alternatlves in designing a®classroom man-
agement program Management of instruction
includes considerations of how decisions are

" made about the skills and content taught at any

givér_l time and how the classroom is arranged.
This can include decisions-about how students’
level of development will be_assessed;
collection and handling of information about

' student progress; how grouping will be_used

in the classroom, mcludmg the use of learnmg
stations; the use of reading, writing, and mathe-
mfatics laboratories; coordination between the
classroom teachers and resource spemallsts in
planning for the needs of special children; the
use of incentives to motivate children; relating

_instruction to real-life situations; the use of

media in the classroom and at home; and the
role of parents in the lmplementatlon of the
curriculum. v

All instruction should pr0v1de the best op-

portunity for the student to learn at his or her
own pace. Any or all of the above arrangements

.. or approaches might be used, depending upon

.
-
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what is to be accomplished and upon student
and teacher needs. Classroom arrangement
choices for just one day might include total
. class instruction, small group interaction, in-
structional centers, and individualized instruc-
tior™TTe choices of approach to what is taught

and when can fall anywhere on a continuum

from highly organized to informal.

A continuous-progress curriculum has stu-
dent-focused instruction as a primary objective.
.The diagnostic-prescriptive approach — a high-
'ly organized approach that, usually focuses on
individual skills — can assist the teacher and
paraprofessional in planning instruction de-
signed to meet the needs of all their students. Its
basic elements can be seen in most instruction
and can be used in managing a subskills-orient-
ed instructional program as well as a holistic
program. The use of a diagnostic-prescriptive
approach assumes the existence of a plan with
specific objectives and means of assessing their
achievement. . .

Student ,information shéuld be relevant and
kept up to date. Skill mastery can be recorded
on individual profile forms in student folders or

on wall charts in the classroom, visible to all.

students. Skill inventories based on classroom
instruction and on criterion-referenced tests are
designed to determine skill strengths as well as
deflclts and can be constructed so asto identify
progress on clusters of skitlg> -

Students can be grouped for instruction ac-
cording to their skill level as defermined by the

inventory. Paraprofessionals, as members of the .

-educational team, can provide individual and
.small group instruction to students to assist
them in deficit areas as well as to reinforce skills
they have mastered. Planning for this support is
facilitated bya variety of instructional materials
that ensure mastery of these skills.

When diagnostic instryments show lack ef
progress or regression, it may be 1mp0rtant to

assign the student to a reading or mathematics .

lab (see Office of Education, 1979, pp. 9-23,
29-37). If the lab is set up within the school.
classroom teachers and lab teachers can plan to-
gether to gear the lab instruction to mastery of
skills necessary for the student to continue to
achieve in the classroom. Less difficult enabling

, Washington, D.C)). .

© skills may be the necessary link for continued,

E110

‘A

academic growth of the student. Increased in-
struction from the téacher may benefit the stu-
dent significantly. Reinforcement through home
activities can also facilitate skill Ynastery

, If the regular classcoom is viewed as the least -
restrictive environment for handicapped chil-
dren, the special education teacher and the reg-
ular classroom teacher must: plan together to
provide an effective instructipnal program for
those children. The skills program identified

in_the Individualized Education Program (IEP), -
a plan de»eloped for each special education
student, focuses on coordination between the
regular classroom teacher and the resource spe-
cialists and mraterials available to the teacher
(resources for classroom teachers are available
from the American Federation of Teachers,

Although most schools are still organized
according to grade levels, curriculum
tommittees and individual teachers must -
strive to develop continuous progress
programs in which instruction progresses
from each student’s current level of .
development /~

s
Classroom programs/ can provide many

' opportunities fog students to reinforce skills

through small group or independent activities.
Learning stations can be set up to help students
practice skills or learn independently (Forte and
Mackenzie, 1972). Individyal student learning
styles are identified and kept in an individ-
tial student profile. erolwledge about learning
styles and students' learning pace can guide the
teacher in planning small group and indepen-
dent activities.

‘Incentives for continued achigvement are im-
portant and differ according to students’ levels

_of development and personal interests. Some
“teachers have successfully used tokens as incen-

tives, The child accumulates and trades them
for prizes or frée time (Engelmann, 1969). Other
teachers develop contracts with students, in
which thesstudents agree to master skills in a
given period of time, depending on their learn-
ing pace. The reward may be the completion of
the contract and the teacher’s signature to mark

4
.
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the event. Positions of responsibility within the .
classroom may provide incentive for'some stu-
dents. Other students may enjoy being named as
checkers, with the responsibility of checking
other students' work, and some may assist in
peer tutoring (Kaplan ‘et al., 13}65) '
Motivation for learning is closely tied*to re-
cent concern regarding competencies necessary
to participate fully in society. Students must
be taught reading and mathematics skills in the
context of everyday life situations. “The curric-
ulum must be viewed as a rgflection of life, not a
compartmentalized distillation of a publisher’s
dream™ (Logio, 1978, p. 18). Relevance is a key
factor to be¥ considered by teacher-executives.
. Field trips and parent-child activities reinforce

the instructional program.begun in the classe. .

room. Daily instruction should relate to local,
national, and world events. Familiar objects
used in everyday situations should be brought
into the classroom when space and budget

&

permit. + .

A growing number of teachers and parent‘s
find that television can be used as a tool for
learning. Teachers prepare students for home
television viewing by providing background in-
formation and by providing the. connection be-
tween television programs and resources avail-
ablé in the classrqpm ‘or the school llbrary
("*“TV Notebook and Study Guide" is published
monthly in AFT's Americdn Bducator) Parents
can also support learning at home through

-

, . .. ‘ . .
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4 - Instructional Management Checklist

- | =2

A sUccessfu/ (reading) progrgm is not.a static °

one. It is in @ continuous state of change, growth, . ’
deve/opment and refinement. Maybe inthe light : .
of this there are no successful instructional (read-

ing) programs, only programs in a cont/nuous .
quest for sliccess.

. — Shirley Jackson
Organize the classroom for efficient use of resources

Use diagnostic instruments to place individual st%ents on an instructional level
where they will succeed

. Use prescriptive activities that take the Iearnlng style of the mdlvndual student
into consideration ~

Group students for instruction; those who have like needs can be grouped
’ together for seminars- ' .

e Use a vanety of leatning experiénces to reinforce skills that have already been
mastered

L Involve students in the responsibility for classroom management (personal
record keeplng checkmg'papers etc.)

L]

i Use all the resources available to students in the school (counsellng and social
service support personnel,.reading lab, math lab, science, etc.)

I Reward decision making independence through positive reinforcement

L Monitor evaluations (tests) closely and incorporate” strategies for developlng
clusters of skulls i -

Involve students in planning classroom activities, tasks and centers  * -
- 'Include parénts and significant-others in planning and evaluation
»

(G
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games and other activities presently being de-
veloped by federally funded projects that use
television as a means for increasing individual
students’ skills in the basics of reading, writing,
critical thinking, and mathematigs (for'example
Southwest Educatlonal.Dexelopment ‘Labora-
tory. Austin, Texas — grades K-5: WNET/Eduaa-
tion Department. New York State — grades
K and 6-8; and tl};ﬁe Far West Laboratbry for
Educational Research and Developrent, San
Francisco — grades 9-12).

Parents can make a most significant contri-
bution to continuity of instruction by ensuring
that children attend school regularly and arrive
on time. Parents must be infosmed of student
progress and curriculum development regularly
throughout the school vear. Continued support
through reinforcement of skill mastery in ti
home and community make a difference in the
student's academic performance (Snow, 1976,
p. 49). "Home paks,” with guides to activities
developed by teathers and parents at school-
community workshops, help parents reinforce
classroom inftruction (Rich. 1978). Parent and
child can participate together in using famlllar

obijects in the'home and community.
4

The Administrative Role -~ .

- Administrative support provides for continu-
ity in schoolwide management procedures and

curriculum, ensures that necessary resources .

are available, and encourages home-school rela-
tions. When principals, teachers, and parents
cooperatively plan, the principal effectively as-

-sists teachers.as they create an exciting learning

environment. Although effective principals are

not often acclaimed when teachers have ade- -

quate supplies and classroom resources and
when there is continuity in the curriculum,

_these factors do contribute to improved student

Q

ERIC

achievement, and adminjstrators should be ap-
plauded for fulfilling their responsibility:

Inservice Education

w

A long-range inservicg plan is an i.ntegral part

of a sticcessful curriculum program. Districts

may consider establishing a teacher center or
similar ongoing staff development program, set
up so that -teachers, administraters, school
board members, @nd university faculty can col-

» ~

laborate in the dev eloément of an inservice, pro-
gram. Such a program can give teachers, who
are often isolated by individual school struc-
tures. a chance to work cooperatively with other
teachers and paraprofessionals to develop mew
skills and to explore new and-different areas of
specialization to assist them in assessing the
changing needs of students and designing rele-
vant instructional programs and materials.

¢

Conclusion - 9

Programs which are trying to create a child-
centered environment and a curriculum which
will meet the needs of students at all levels
of achievement — qften psing a diagnostic-
p ptive approach — exist in thousands of
School districts across the country. But much

- more needs-to be done. Every basic skills pro-

gram can be exemplary and can ensure contin-

. ued student growth and achievement if empha-

sis is . placed on_planning for local- needs
and effective management of the instructional
process.
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Overview: The first two papers in this section provide a map to help guide the reader in
basic skills planning. As with a highway map, these two papers provide only general

"direction and identification of major landmarks. The reader will need to consult other

papers for details and may need to seek assistance from persons familiar with the planning
process. The first of these, by Michael Kamil, emphasizes questions to consider in plan-
ning — questions which will help to identify important decisions to be made. Gerald
Duffy’s paper suggests more specific steps in planning. In the third paper CRarlgs Allen
reports on one school district’s experience;in planning a minimal competency program and

‘describes some potential challenges and pitfalls in such planning. The last three papers .
discuss broad and fundarnental factors to be considered in basic skidls planning. Jay
Samuels reviews research on factors found in effective schools and makes specific recom- _ .

mendations dqut what a'program must include to assure its effectiveness. William Gorth
and Marcy PerkinSSummarize the approaches that five states have used in defining and
developing basic skills competencies within their competency testing programs. In the final
paper, John Bormuth reviews and critiques evidence on levels of literacy. He finds that
levels of literacy in the population as a whole are rising. Although agreeing with the need
for more attention to literacy instruction, he cautions that planning in a panic may lead-to
weakening, rather than strengthening, instructjon.
(4 4
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Makng Choices in Basic Skills Instruct’Qn:
Research and Theory .

Michael L. Kamil

- University-of Illinois at Chicago Circle

.

- Editors’ Note. In this paper M:chael Kamil has drawn from the other papers, the synthesis meeting, and his own
research on models of reading to outline questions and ideas to be considered in geviewing and planmng basic
skills programs He discusses the role of educational theory and research in basic skills planning and suggests a
theory ‘of instruction which serves as a basis for seven questions. Kamil suiggests that these questions should help
to focus and orgamze issues to be considered in the planning progess. As we prepared the summary and analysis
of these papers, the seven questions also helped to determine dimensions used for describing different

. approaches to basic skills instruction.

-

There are no simple answers regarding-the &ills learning in our children, others arogue for
content and approaches to basic skills instruc- a strong ‘commitment to preserving the spon-
tion. Like so many contemporary problems, the taneous childhood explofation emphasized in
issues involving basic skills instruction are not less constrgined learning environments. -
only complex but are also based in deep-rooted )
beliefs about how the world ought to be and
what 'the schools ought to be doing with chil-

With the many choices and the lack of clear
answers, we might hope to avoid making any

d Atb b < - trulv basi decision. However, t s one choice individual
ren. ottom, however, is a truly basic ques- school districts do not have. They must specify

tion: What, after all, are the basic skills? the nature of the basic skills when they plan
On the one hand, the notion still peﬁlsts that igstructional programs and, now, when they
the basics are the traditional 3 Rs — reading,  apply for Title II funds. ~
writing, and arithmetic. On the other hahd,
there is an ever-growing group of futurists who
warn that the years to come will demand other
“basics” — that reading, writing, and arith-
metic will not . be nearly enough. Similarly,
some blame basic skill deficiencies on a lack of
emphasis on phonics and computation, while
others point to an. ever-increasing body of re-
search and experience which indicates that
much more than phonics and computation are .
involved. And, while some place great empha- To illustrate the stages of decision making,
sis on controlled, efficient, and specific instruc- we have pictured the processof making basic
L 2
“jonal strategies for promoting greater basic skllls choices as a funnel (Figure’1). The funnel

This paper and the next, written by Gerald .
* Duffy, are designed to hélp program planners
make choices about basic skills instruction —
what to teach and how to teach it. This paper
examines the contributions of research and the-
ory. The Duffy paper examines the values and
" practical constraints which operate on the plan-
ners (and the schgol) to furthershape the choic-
es to be made about basic skills instruction.
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“
sho(s graphically how the clarity and rational-
jty of a basic skills program increases as choices
are made. Beginning with a large number of
vaguely understood and apparently urirelated
options, these two papers suggest ways that the
conflision, uncertainty, and potential conflicts
can be reduced, narrowing the field of choices.
The program which results from such a rational
decision-making process takes into account the
wide variations in student needs, as well as pa-
rental and professional values, and yet is undet-
standable, viable, and coherent. : :

When planning a basic skills program,
can, start either with the four basic skills arkas
specified in the federal Title II legjslation (reat:
ing, mathematics, written communication. agd
oral communication), or we cah begin with a
broader assessment of.what students need to
learr. If we opt for the Second choice, we must’
then determine how instruction in the basic
skills can contribute to outcomes relevant to
such student needs. .

We bellexe it is preferable to begm with the

broader assessment. An initial planning focus

.which considers only the four basic skills may
"lead to plans u}}l,(;h do not matchs those of
the community or the school, gnd which do
not fit-into the remainder of the school cur-

P

riculum. . .

+ The ‘Duffy paper and this one plunge directly
into the middle of the basic skills planning pro-_

Scess. It is assumed that 4 survey procedure beke”
that presented in the Stump and Selz paper has™

already been completed. In situations where no
survey has been made the planning process for

the basic skills program shotld begin with the’

identificatiom and analysis of the basi& skill3

‘components of the existing curriculum and a

study of various factors within the community
which should influence the planning process.

A review of these faCtors will help in the de- .

termination of what, if any, changes should be
made to best meet the needs of the community
and its children. .

.V
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The first ingredient in developing a program
which meets the needs of the.community is a
collaborative planning group, whose task it isto
identify, examine, and bring to resolution‘the
conflicts between the values and -constraints
whlch govern curricular decisions in the school
dlstrlct Such a group should include ‘teachers,
content specialists, central office personnel,
board of education members, parents, and —
particularly in the cases of adolescents —
students. . )

The collaborative planning group must per-
form four analytica] tasks. It must (1) examine
the values of those invotved, since these values

will become the foundation for curricular prin-’

ciples; (2) examine the current instructienal
program: (3) exaniine the constraints operating
on the school sy stem which determine what thé
curriculum can and cannot be; and (4) deter-
mine what can reasonablw be expected of class-
room teachers. The resultsof these deliberations
by the collaborative planmng group are then
used in developing a basic skills program for
the district. In short, arCeffective basic skills
program must be built upon a careful anal¥sis
of what is ahd what is.ndt, appropriate and pos-

siblé for a particular district. A collaborative |
planning group charged with assessing the dis-
trict’s position can provide planners with the

framework needed to create an appropriate ba-
sic skills program. The functioning of such a
group is described more fully by Duffy.

- Before such & planning group can accomplish

its four tasks, the members need some frame-"

work for organizing their ideas about instruc-
tion. This mstrl‘lctlonal framework should in-
..clude working definition$, theoretical bases,
and instructional models. In this paper, we ¥ will
attempt to provide some possible definitions,
theories, and models. However, it is first neces-
sary to take up the place pf educational research

as a basis for informipg instructional choices.

r., ~

The Role of Educational liesearcl_x
in Basic §kllls Planning ' .

For plannmg groups.trying to choose among
basic skills options, a review of the relevant re-
search literature often proves frustrating. A not
uncommon expectation is that there will be, a

O “best” method, dr group of methods. The sheer

ERIC

J such research

volume of seemingly contradictory results often
leads practitioners to reject the research litera-
ture as even a partial solution to their difficul-
ties in selecting methods of instruction. While
it is true 'that some research findings can be
difficult to interpret, there are others that are
unambiguous. A féw examples: The more indi-
viduals pra:}tice the better}hey will be (or be-
come). Or, niotivation is necessary for learning,
Or, meaningful material is learned better than
non-meaningful material. While these results,
taken in isolation, are unambiguous, they are
not unrelated. Practice appears to lead to greater
competence. but if the student is motivated and
the material is meaningful, the practice is more
effective. Such interrelatedness gives some idea

- of the complexity of instructional research.

In attempting to weigh and nterpret the re,,
sults of instructional research, planning groups

should bear in mind the followi ing | llmltatlons of

(4
[

First, research on instruction is often con-
ducted after the model of the natural sciences in
laboratory conditions. It is difficult to bring
appropriate pepulations, teachers, and settings
into the laboratory. The recent concern over
“ecological validity” (the duestion of a study’s
validity or appropriateness in the situation to
which theresults will be appligd) is a reflection
of this situation. It would appear easier to derive
specific direction for instruction from educa-
tional research that is cgnducted in actual class-
rooms. Laboratory stuges present difficulties
when the results are transferred, without ad-
ditional verification, to the school setting.
Similarly, research. .studies in reading using
nonsense

to translate into.educational practice.

Scientists have been relugjant to do research
outside the laboratory because of the problems
they encounter in controlling all &f the vari-

Q

yllables or single words are difficult °

14

ables. The use of cosgputers may make it tech- -

nologically possible to measure, if not control,
extremely large numbers of these factors. If this
Becom true, studies will come closer to.eco-
loglcal vahdlty (Bronfenbrenter, 1976).

Second, practltloners often Took to researcfr
ers with the expectation that they will devel-
op entirely new and different techniques that
will “be ‘“‘the answer.” At best,

researchers
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can only hope to verify the efficacy of existing®

techniques, rejécting those of little value. As re-
search methods become more attuned to ecolog-
ical validity, the testing of -methods will become
more precise. Researchers will know why 'spe-
cific methods do or do not should or should
not. work. .

Third, ‘many research results appear contra-
dictory because different researchers are dealing

with different variations ‘of the 'same problem.

Replication studies (studies performed’ more
than once by different researchers) can provide
greater certainty about the findings, but unfor-
tundtely, few examples of. such rephcatlons are
presently available. =

Fourth, the differences
should be instructionally important as well as
statistically significant. For example, many
studies of word récognition find statistically
significant differences that are of the order of
milliseconds. Such differencés do not represent

any -usable (or even noticeable) differences for .

the classroom teacher. On thé other hand, in-
structional methods very different in, appear-
~ance often do not produce statistically s1gmf1-
cant differences i in "achievement.

‘It is not the purpose of this paper to review all
the research on learning and teaching. Planners

who need help with this task will find that sev-

eral good integrative reviews are available.
Those listed in the reference section offer infor-
mation about specifie instructional questions.

Planners should be advised that the direct in-
structional guidance available from research is
limited by the relative lack of research that is
ecologically valid, replicated, and conducted on
appropriafe populations,’and which shows in-
structionally important differences. Aside from

. the cautions derived from these considerations,

O

there is a useful rule of thumb: Research is to

be believed or trusted if there are few (or no)

contradictory studies, or if there is general
agreement about the findings among respected
researchers and practltloners-

There is reason to hope that we will even- -

tually be able to find the arfsiers we heed from
research. For the momient, however, curriculum

planners may use these rough guidelines to se-,

lect from the mass of research findings and data
which are available.

14
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3
How Can Definitions Help? . -
Definitions are at the root of the basjc skills

, controversy. One person’s definition oereading

or mathemetics dictates what that person's ‘‘ba-
sics” will be. Someone who defihes readln&or
mathematics differently will specify different
basics. However, definitions also prov1de a

potential solution to some of the basic skills .

problems. By carefully examining the defini-

tions which distinguish the basic skills alterna-
tives, we can clarify the issues and build a foun,~

@ dation upon which to make choices. In short, _

the basic skills controversy becomes somewhat
less messy if we can make some sense out of the
definitional issues.

defmmons provide a potential solution
to some of the basic skills problems=By
carefully examining the definitions which
distinguish the basic skills alternatives,
we can clarify the issues and build a
foundation upon which to make choices.

Let s approach the definitional task by look-

ing at the terms basics and-skills. In our discus-
sion we will consider a skill as a set of behaviors
and knowledge which can be applied to a spe-
cific.situation — either to understand or to
change the situation. The presence of a skill or
skills is shown by a demonstrated ability to per-
form an intellectual or physical task. It is as-
sumed thatskills can be learned, forgotten, and
re-learned. It is also assumed that a person may
possess a particular skill, but distractions, anxi-
ety, or confused direction may interfere with the
demonstration of that particular skill in a given
situation.

<

There is no great controversy over the term

skills, but when we consider the term basic, we
are confrontéd with a paradox. everyone seems
to believe that basic skills are an essential part
of the educational endeavor, but there i 1s intense
controversy over what basic means.

Much of the difficulty the definition,
of basic arises because people have different
sources for their definitions.sThe dictiortary
uses such terms as fundamental arid essentral in

150
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deflnxnv })asu, For most people basic skllls in-
clude the shills which are essential for function-

ing in society and for learning gqther skills. The -

controversy continues when we try to deter-
mine what is and isn't essential.

The federal Title II leglslatlon includes the
famihiar reading, writing,-and arithmetic as ba-
sic skills, and adds oral communication. Plan-
ners would be well advised to work through to a
consensus on defining basic skills. This ‘is an
Amportant preliminary step and should be taken
before planners take up the consideration of the
role of theories and models in narrowing in-
§guctional choices. -

‘How Can Choices Be Informed by Theory?

Educationat research is the enterprise of dis-
covering what variables in-a situation influencé

desired outcomes. Although research cannot

guarantee answers about basic skills instruc-
tion. it often suggests the kinds of questlons that
should be asked.

One of the goals of Tesearch is to create the'-"

ories which will identify what is important in a
situation and suggest ways to change a situation
for the better. Theories in education dofhot have
the same validity, formality; or rigor, as those in
the physical sciences: Often, our present under-
standing is not sufficlent to provide a theoreti-
cal model of an educational process. Reading
providés a good example of this difficulty. The
closest we have come toda theoretical concep-

tion of reading is that the reader translates print

from a text into meaning (comprehension). We -

do not know whether the reader’s comprehen-
sion processes begin: w1d\ the text and move
through the senses to the mind, or whether they
be01n in the mind and proceed toward the print-
ed %vmbols .

. Because there is no firm, unequrvocal evi-
dence about the nature of the reading process,
different theories have been formulated to repre-
sent, identify, and order the component process-

A

es that researchers believe are vital to readingfn"

These theories are best taken as informal guides

%}hinking about reading, rather than as sgien-

ically proven statements. This qualifies, but
does not negate, their usefulness in instruction,
for informal theories can often be very useful for

Qe purpose of maklng choices and demsrons

{

‘Models determine and define the teaching/
learning process, even when teachers are not
consciously aware of acting on the basis of such

.models. Every teacher operates with at least an

implicit model of reading. The decisions teach-
ers make are a function of their beliefs about
reading. However, research has-also indicated
that teachers’ decisions are not solely the result
of translating these implicit models directly in-
to practice. Rather, the implicit models teachers
act upon are modified by a number of external
classroom conditions. Among these are individ-
ual student characteristics (general ability, \for
example), the materials available, and the need
forefficient classroom management. Formal, ex-
plicit theories of reading typically do not deal
with such environmental variables.

This paper will not consider specific research
data, but will exgmine some tentative instruc-
tional theories in order, to arrive at questions
which should be asked in curriculum planning.
We will first consider a.theory which proyides

“an outline of the major aspects of instruction.

\J

('?z

We will then suggest the typés of questions
which can be derived from that thepry.

+ Taken together, the following three state-
ment$ definé and delimit the instructional pro-
cess. They will represent ouy general theory of
instruction. .

1. Learning results in changes in how an indi-
vidual understands the world or Changes in
the individual’s behavior.

2. Instruction is arranglng the environment
: so that learning can occur. It is influenced
* by interactions among the beliefs and skills

-of parents, teachers, students, and others.

" 3. Performance is a'pplylng learning to a
given situation.

The following questloné, de'rqi‘;ed from _the three
basic theoretical statements above, should,.be
asked by planners before decisions are made
about basic skills instruction. The answers will
shape the program, 1nclud1ng materlals man-
agement systems, and instruction. Staff devel-
opment also will ultimately depend on the an-
swers to these questions. '

These questions are derived from the first
theoretical statement:

N ’

' 7 .
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What are the units of learning? Since learning
resuylts in changes in knowledge, decisions
about instruction must deal with these basic
units. The tradition of cognitive psychology
provides a long list of possible units, includ-
ing schemata lists, networks of associations,

+ or processes. Educators have suggested skills
or facts as basic units. .

What should be the content of instruction?
Each content area is defined by a model that
specifies the components to be learned. It also
specifies the arrangement of the tomponents
(as a hlerarchy or as a sequence, for example]

These questions are derived from the second
theoretical statement:

What should the formtit -of instruction be?
Among specific issues suggested by the.sec-
ond statement are questions about whether
learning should be inductive or deductive,
the amount of practice and repetition neces-
sary, and the types of motivation amd rein-

. forcement thought appropriate: Some of these
questions may be dictated by external con-
cerns — for example, the types of materlals
available.

When should .instruction be given? Two
issues are important here — developmental
appropriateness and sequencing of subject
matter. Instruction should not begnen until
children have reached the level of cognitive

development which enables them to learn the -

subject matter. Sequencing will ultimately be
determined by the content. .

What is the role of individual differences in
mstruction? Should instruction- be individ-
ualized or should it be conducted in groups?
Learning rate, learnihg style. and disabilities
are all pertinent to this issue.

o

"~ What is the role of,social dvnamics in in-

struction? Important here are questions of
effect, teaching stvles, and interpersonal re-
lations. Classroom environment can _strongly
influence instruction.

This question is.derived from the third theo-
retical statement:

How should learning be evaluated? The third
statement, suggests that performance defines

evaluation. Tests and management systems )

should be .chosen with this in mind.

- B -

..subskiHs, and balanced madels.”

1

Three Mgdels of Iristructiorr

The present curricular controversy appears to
be between an instructional model with a focus
on skills in isolation, and a model with a focus
oh.the meaning and context of sKills. We will
refer to the flrstgmodel as subskills and the sec-
ond as ‘holistic. Although there are advocates for,

. the pure forms of these instructional models,

the common practice is to use a modified ap-
proach. For thessake of our discussion, we will
speak of this approach as a “‘balanced” model.
This third model is not just a mixture or “aver-
age’ " ‘of the other two. It adds an elément of the

‘interaction between the other two models. We

will take up each model in order to distinguish
the natpre of the assumptions about perfor-
mance, learning, and ‘instruction peculiar to
each. -

The conflict ov er basic skills instruction is a
reflection of the very different models of perfor-
mance, learning, and instruction which people
have in their heads. In most cases these models
are not clear to those involved in the contro-
versy. It is our belief that it will be far easier to
resolve the contraversial questions in program
planning if all of those involved are fully aware
of the theoretical bases for their positions. -

Although planners must mgake choices, our
emphasis here is not. on choosing one of the
three perspectives, but on raisingthe awarengss
of what it means to base a decision on one of
these three prevalent models. We are not, there-
fore, concerned so much with advocating a sin-
gle “‘best” perspective as with presenting the
wndest range of possibilities. It is hoped that

. this paper will help delineate important issues

and goals in hasig-skills instruction. As a result
of the -discussion 6f models here, a school may
decide either to, modify its existing programs
or to implement new ones. The discussion here
and under the subsequent section will highlight
istinctions amang what we are calling holistic,

¢

In the subskills model, the primary empha-
srs is on the child's learning mdnvndual skills
through difect'instruction on and extended ex-
perience with each skill in isolation. The expec-
tation is that the use of those skills to. convey

. and receive meaning and solve problems will be

mastered subsequently. ’ .

1(...-
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[n the holistic model, the child is believed to

learn through experiences inyolving conveying

meaning or solving problems. The expectation

is that the individual skills ‘will be
in the process, without removing them from
context.

There are several® characteristics/ of these

models that can be used to classify them. First,
thev can be identified by their in tiating fo-
cus — the assumptions they make about the na-
ture of learning and instruction. Holistic models
assume that the content of mstruction is not

‘sepdrable into component skills for- teaching or

learning. These models generally assume that
when skills are taught or used in isolation, they
are qualitatively different from w hat they, are
when used in a whole-situation context. For ex-
ample, a holistic model of reading assumes that
the- initiating focus is on_meaning. It also as-
sumes that readers “'predict” meaning and use
the text onlv to verify the predicted meaning.

toe

The conflict over basic skills instruction is
a reflection of the very different models of
performance, learning, and instruction

which people have in their heads. In most
cases these models are not'clear to those
involved in the controversy.

A subskills model. on the other hand, as-
sumes that the initiating focus of learning is on
the individual tomponents of the process. By
learning each of the component skills, the chitd
can learn the entire process. In reading, such a
model assumes that the student learns letters,

proceeds to words, phrases, sentences, and so.’

on. By combining all of the component skills,
the student arrives at the meaning of the text.
Almost all programs which emphasize mastery
léaming contain ‘some subskills assumptiens.
Those programs.which involve skills manage-
ment sw(cm_&,dea& have such assumptions.
(In reading,. these are often refe,rred to as code-
emphasis.)

The thizd type of model is called a balanced
model. Here, learning and instruction are be-
fieved to be itiated both holistically and from

- subskills_perspective. The two processes are -

-ERIC

only when the answer is correct., ,

" Using Models to Make

a

assumed to be mutually facilitating. The holis-

tic prediction of meaning helps to make the
identification of component parts (by use of the
subskllls) easier. At the same time, the identifi-

cation of some of the component elements facil-

itates the prediction of meaning., PO

.Learning ‘does not occur withdut some
knowledge of the correctness of responses.
Everv mode] contains some assumptions about
what are acceptable responses in specific situa-
tions. In mathematics, for example, a holistic
approach might prgvide positive feedback if the
student obtains tHe ihcorrect answer by an ap-
propriate method. A subskills model might only.
give positive feedback for each correct step in
the process$, so that positive feedback occuﬁ

The questions about instructipn discussed
previously were derived from our i)riginal three
theoretical assumptions about instruction. We
then added the context of three models of in-

struction — holistic, subskills, and balanced. In
this section we will place- the instructional

Instructional Choices

. question in the model context. We find that’the

particular model used will determ‘me the ‘an-
swers to the instructional questions. The use of
such a procedure will help planners in thestask
of spegifying programs consistent with a partlc-
ular approach. Where appropriate, two levels of
instruction will be considered. At one level will
be the individual skill areas; at the other will
be the entire curriculum. Answers will differ
dccording to the level;*for example, answers
pronded for reading will be more specific than
those provided for the curriculum as a whole It
is important to obtain an answer to every ques-
tion, even though such answers may not always

- be readily apparent.

It is necessary here to inject a word of Cautlon
In most of the model coemparisons' discussed

“here,- we noted that the balanced mofiel. com-

bined aspects of the holistic and subskills
rﬁ‘%els. This does not ‘mean that thg bdlanced

odel is automatically the “best.” If a school is
strongly committed to either the holistic or the
subskills model, the eclecticism inherent in the

balanced model can "be inefficient or detrimen-

"~ ...(r,-, v . .
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With this caution in mind, let us turn to,
the instructional questions we identified earlier.

What are the units of learning? For subskills
models, learning is related to relatively small
units, which are then arranged to produce larger
units of |earning. Holistic models. typlcally
specify larger units of learning, more directly
related to one another. Balanced models often

do not specify the units, but they are typically

combinations of the two types. (This same anal-
ysis is true at’the content level as well as at.the
curriculum level.) .

What should the coiitert of instruction be?

In basic skills, some of the content is predeter- .

mined by the definitions. For the entire curncu-
lum, holistic models suggest that the various
skill areas be related to one another. Subskills
models indicate that each area could be taught
separately. Balanced models provnde some mix
of separation and integration.

What should the format of instruction 'be?

Here again, there are differerices among the

classes of-models. Subskill&_models often stress
drill, practice, and repetition. Motivation and
reinforcement;are often seen as external to the

child. Holistic models place much less empha- -

sis {or hone).on learning in the context of drill
and repetition. These models view motiyation*
and reinforcement as necessarily intrinsic. Bal-

- anced models view instruction as a combination
of ‘these factors. For the entire curriculum, the
formats suggested by edch model would be the’
same as they. ase for separate areas of the

@

“ When should mstruct‘mn be glven'? The an- /

swer given by most hglistic models to this ques-
tion is, when the child is ready. Specific compo-
nents are not stressed, so there is usually little
or no emphasis on the sequence of instfuctipn.
Subskills nodels usually, but not always, have
highly structured sequences of instruction.'De-
velopmental approptiateness’is also, of course,

important in subskills models. Balanced models -

stress giving both subskills and holistic instruc-
tion interactively from the beginning.

How\shbuld instruction be evaluated? Evalu-

. .ation procedures aredictated by the answers to

Q

“all of the previous questions. Holistic instruc-

tion, for example, cannot be fairly evaluated:

by skills management tests. Nor can subskill¥

L

[

instruction be fairly evaluated by holistic in-
struments. There are no unique evaluation tech-
niques for balanced models. Rather, a combina-
tion of evaluations appropriate for holistic and
subskllls approaches is dictated. It is obvious

here that a consistent match must exist between -

instruction and evaluation. If the l‘natch does
not exist; instruction and evaluation are both
doomed to be ineffective.

Wileat is the role of individual differences in
instruction? Holistic models sfress individual:
ity and respect for individual differences. The
child is actively involved in decision mak‘(hg
for instruction. While the subskills madel can
also ‘stress individuality, the decision-making
procedure is not typically under the student’s
control. However, progress is expected to vary
in rate from student to student. Balanced mod-
els again combine aspects of both.

[ -

Consistency - s

. It is vitally important, partlcularly in dealmg
with complex programs, for the planners to be
consistent. Three types of consistency can bg
identified. First, teachers, planners, and admin-
istrators must have consistent expectations
about instructional programss That is, all of

those who will plan and implement a new pro- -

gram ghould use the same criterja in evaluating
the results of the program. If expectations are

different, the same results will be judged it

ferently. This consistency of expectations is- a
hedge against needless programmatic changes

s A second type of consistency is that of ‘under-
lying theories. There must not be conflicts or
mcompatlblllty between the general theories on
which instruction is to be based, or between the
general theories and the instructional models.
For example, if the model of learning is holistic,

but .the underlying theory is-that instruction

should be directed to.development of individ-
ual skills, difficulties will arise. A program
must be based on consistent principles if it is te
be successful.Ht is a prime function of the plan-
ner to ensure that the principles underlying a
program are consjstent. )

Finally, there must be consistency between
instructiodtal goals and methods of evaluation.
This sounds trivial, but, in fact, it is not. A pro-

’
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gram based on holistic teaching should not be
evaluated from a subskills point of view. The
teaching materials themselves should have ap-
propriate evaluation instruments. The reverse is
also true: evaluation materials determine what
teaching materials are appropriate.

Conclusion

In this paper, we have seen how program
planners can use definitions, theories, mod-
els, and research findings to shape decisions
on instructional .programs. In the Duffy paper.
. some of the more practical values and con-
* straints affecting choices among options avill be

discussed.

After reading through the papers in this yol-
.” ume, particularly those describing the instruc-
tional eptions, program planners may be moved
to ask whether any gombination of these op-
tions can be used? The answer (unfortunately)
is “ves and no,”” While it is possible to select
any combination of these options. it may not be
either advisable or desirable to do so. The moust
important considerations are that the options
chiosen must not conflict with each other. with
instructional goals, with the available materials,
or with teacher orientations and competencies.

Recent work by Duffy and his colleagues
(Duff‘{ and Metheny, 1979) suggests that teach-
* ers base their instructional decisions on some or
all of these factors. Planners must take particu-
lar care to involve all levels of instructional per-
sonnel in all planning stages of a proposal, for a
" successful program must take into account the
fact that instructional decisions are necessarily
made in the light of the reality of the classroom
situation. Staff development, materials acqui-
sition, and classroom management are integral
components of decisions, abWsurely as are re-
search findings and theorles and modols of the
instructional process

.®
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Making Basic Skills Choices:

Y

Values and Constraints

Gerald G. Duffy
Michigan State University

. &
' ~
Editors’ Note. In this paper Gerald Duffy has turned to the other papers. and the synthesis meeting discussions to
prowde deneral suggestions on steps to take in the reviewing and plannmg of basic skills programs. Duffy
proposes the use of a collaborative planning group and suggests that the planning group must determine

community values, analyze constraints, consider the teacher's situation, and examine how all three interact and

4

influence a basic skills program.

Ideally, the prografn planning process in-
cludes.an analysis and assessment of the existing
school program and a comparison of that pro-’
gram with school and community expectations. ¢
Actual program planning tends either to be
overly determined by existing. programs,or to be
done almost in isolation of existing programs.
>  We hope that some of the ideas presented in

these papers will facilitate the review and assess-
ment of existing programs and a similar review
of school a?ﬁ),d community needs. The entire col-

. lection of papers is intended to make available

the outcomes of research to help guide the re-
view, assessment, and, where approprlate redi-

rection of programs, S~

All planmng should take place within the con-
text of a collaborative planning group, whic
should be made up of respected and openl
1dent1f1ed representatn es of the various groups
which have a stake in the instructional process
and its outcomes. This paper will describe some
of the issues that such a group must considerand
how research might contribute to the planning
process. Although the emphasis here is on col-
laboration and the involvement of representa-
om many groups in planning, it should be

EKClveS fr“a
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noted that the writing of a plan is often best done
by one or two people. The writing itself should
be based gn the work of the planning group and
an ongoing review from that group.

L 4

Role of a Collaborative Planning Group

#A first step in planning should be the estab-
lishment of the collaborative planning group,
which should include school personnel from all
levels and, if possible, parents. This group
should meet on a regular basis (1) to assess the
local district's position with respect to subject
matter, the learner, the teacher, and the learning

environment; (2) to identify those constraints .

which society, special interest groups, atid
school managers pl upon curricular ,pro-
grams — constrainy§” which restrict the school
district’s options; apd (3) to 1dent1fy the realities
of the classroom hich affect the implementa-
tion of any program This plannmg group, in ef-
fect, regularly “takes the pulse” of the local
schoal district, clarifying and modifying those
educational principles which form the corner-

" stone of the district’s curriculum. The existence .

of the planning group helps to ensure that the

Y
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best ideas-of various groups are contributed to
lthe planning process.

Tasks of the Planning Group:
Determining Values

Making choices among the basic skills is a
value-laden process. The problem is not so much
whether particular models have been established
bv empirical inquiry to be “best,” but, rather,
what the group believes concerning what the
basic' skills ought to be and what impact schools
should hat'e on children. To choose among these
options. the school district’s collaborative plan-
ning group must first identify what it values
about school and schooling. These values then
form a basis for the principles upon which the
basic skills programs will be built.

. The holistic/subskills debate described in the
Kamil paper is a good example of the complex-
itv that can be involved in making value
choices. Each side has its particular views about
what should happen in basic skills programs,
For instance. the supporters of holistic instruc-
tion value learning situations in which lan-
guage and mathematics develop naturally, in
which children spend their time on activities
which have intrinsic interest and meaning, and
in which teachers allow children to achieve
their individual potential as learners. it is their
hope that the holistic approach to basic skills
will enhance the understanding of the langua.ge

«~and mathematics processes which they believe
children already” possess intuitively if they are
_but allowed to display it. Further, they hope that
" by emphasizing real-life contexts, children will
not only be more proficient in the skills, them-
selves but will have a realistic grasp of the role
‘of these skills in their lives and a vision of the
rewards which result from-using these skills.

Supporters of the holistic approach fear that
the values children develop from holistic in-
struction will be lost if instruction is frag-
mrented. In such an environment, they believe,
the language and mathematics processes would
be isolated into useless pieces of knowledge,
the natural curiosity ‘of children  would be
squelched, emphasis on minimal competenc1es

: would overshadow the creative use of language
and mathematics, low-level skills would be
~given preference over higher-level, problem-

<

solving skills, low-ability students would be
favored over the gifted, artificial testing devices
would force teachers to “‘teach to the test” rather
than emphasize the process, and the - ptrofes-
sional initiative of teachers would be stifled be-
cause they,would have to become *“technicians”
rather than “facilitators.”

Advocates of the subskills approach to in-
struction value different things. They view
their approach as one which sharpéns the focus
of instruction, which implements carefully con-
ceived skill sequences, which breaks learning
downjnto manageable steps, and which guaran-
tees each child systematic assistance in learning
the basic skills. They value the skills approach
to basic skills instruction because they believe
it provides both teachers and children with a
detailed road map™ for teaching and learning

—r

It is obvious that what is valued about
‘basic skills by one group is not necessarily
valued by another. Consequently, a school

system proposing a basic skills program
must first identify what it believes the basic
skills program ought to include and what
form it ought to take in the classroom.

-~

language and mathematics processes; because, it
yields scientific diagnostic data which serve as
an “‘early warninggsystem’ when a child is not
making satisfactory progress, and becausg - it
* narrows the achievement range in the leamning
&f basic skills. Further, they fear that these
values will be lost if the holistic view is
adopted. For instance, they fear that a holistic
approach to basic skills instruction ignores the
child who does not learn “naturally.” that chil-
dren are expected to perform complex tasks
when they don't know how, that it encourages
poor teachers to create an “anything goes” en-
vitofiment, that lazy teachers can avoid the re- -
sponsibility for teaching by saying that they are
“facilitating,” that the excessive flexibility
associated with holistic approaches ldads to
inefficient use of instructional time, that the
approach does not lend itself to the current de-
mands from society regarding competency test-
ing and other forms of accountablllty, and that
the teacher’s role as an instructor is ignored.

. : ¥
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It is obvious that what is valued about basic
skills by one group is not necessarily valued by
another. Consequently. a school System propos-
ing a basic skills program must first identify
what it believes the basic skills program ought
to include and what form it ought to take in the
classroom. Determining the values held by all
of the relevant groups in the community served
by the gchool district is not easy, since it is
unrealistic to expect consensus on, value-laden

t issue$. However, rationak processes for arriving
at a determination are available.

Basically, the process recommended here is
one of self-examination — a process in which
the collaborative planning group asks itself a”
series of questions about the basic skills subject
matter.
instruction, the, teacher who provides the in-
“struction, and thé*environment within which
the instruction takes place. In essence, the plan-
ning group uses these categories as a framework
for deciding what the basic skills program
ought to be. The framework for the questions to
be posed is based on the four categories-discus-
sed by Schwab (1978). These particular cate-
gories are not the only ones that can be used to

“identify the basic skills values of a particular,

~ ,school district. For instance, the questions
about instruction which are posed in the Kamil
N paper could be adapted for the same’ purpose.

While there is no attempt to supply an ex-
haustive list of questions here, the following are
iltustrative of the kinds of questions that can
vield insight regarding what,a.particular com-

~munity values about basic skills: |
: v

* $Mbject Matter

1. What are the units of basic skills instruc-
tion? Should the focus.be on isolgted units
or on larger language units?

tion? Should the goal be skill acquisition
or the creative application of skills?

. “specjfic should the basic skills
objedtives ‘be? Should we emphasize’ be-
havior stated objectives-or more global

statements? )
4. Should the' basw *skfils be treated as a
whole, broken into component parts, or

MC - c¢ombined i some logical manner?
. . ;

-

the learner who receives basic skills -

+

. What are the goals of basic skills instruc- .

1 V1

‘

/'

5. Should the basic skills be thought of sep-
aratelv, as part of an integrated whole, or
both?

The Learner .

1-Should learners be actively involved in
%mg,the skills in real situations,.should
they master the skills in isolation, or
should th€yv do both?

2. Do children learn to read naturally or do
thev need to be taught?

3. Are children basically self-motivating, do
thev need some form of external motiva-
tion, or does thg moment determine the
tvpe of motivation? .

4. Should children be allowed to explore,
should they be provided with structure and

routine, or should there be some kind of

combmatlpn"

5. Should chnldrens personal development
take priority over their skill development?

The Teacher P

1. Should teachers directly intervene with
children to teach basic skills, should they
be facilitators who bring children together
with situations in which they can mean-
ingtully use their skills, or should they do
each at approprlate times? /—‘

- Should teachers follow a structured cur-
riculum sequence, or should they develop
a more ‘“‘open’’ environment which empha-
sizes whole-language activities?

. Shewld instruction in basic skills be inte-

grated into real-life contexts, or should
instruction be confined to textbook and
classroom activities?

~-Should the basic skills become automatic
responsés which childregproduce instant-
ly, or should they be thought of as reflec-
tive processes?

5. How sl}ould basigc skills instruction be
evaluated? ° .

.

The En\;ironment

1. Should the classroom reflext real-life situa-
tions, should it be a place where academic
learning is emphasized, or-should it be

some combination of these? ‘
E 1=

!
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2. What are the needs and unique charac-
teristics of the children?

-3. What expectations should we set for our
children? Should children be \‘/iewe(&'is in-
dividuals having unique developmental

/. patterns, or should they be expected to
maintain “average” growth patterns in the
basic skills?

There are no right answers to these ques-
tions — the collaborative planning gfoup must
decide on the answers that best fit the individ-
ual school system. By asking questions such as
those listed, and by hammering out answers

- which reflect the sense of the group, the plan-

. ning group will decide what it feels the basic

. o

sknlls ought to be. These values will form part of
the foundation of the school curriculum and can
be used, in conjunction with the planning
group's knowledge of the existing and emerging
research, to help make decisions about the
nature of the basic skllls pr?gr'am.

Tasks of the Planmng Group: ,
Analyzing Constraints : .

Constraints on school districts tend to fall
into three categories. societal forces, adminis-
trative concerns, and perspectives of special
groups. Every achool district is subject to con-
straints of one kind or another, all of which
further restrict the basic skills choices available
toxthe planning group. In other words, the
values identified through the process described
in the preceding section are only part of the in-
put the group will have to deal with; the degree
to which the values can be reflected in the pro-
gram will always be affected by the constraints
whlch work upon the school system. Conse-
quently, a second task of the collaborative plan-
ning group is to analyze these ronsfraints and
determine how they influence the principles
which .emerged as a result of exammmg values.
The examination of constraints must be a con-
tinuinig process. P

Societal forces on school distRcts surface as

explicit and implicit mandates. Explicit man-
dates include legislation whjch requires that
certain textbooks or tests or programs be used or
avoided, and court orders stemming from equal
opportunity lawsujts which require that par-
‘icular programs gr procedures be followed or

avoided. Implicit miandates include public
opinion in the community, nationwide trends,
and the concern of citizen groups representing
educational views ranging from ‘“back to
basics” to *“‘future shock.” Both types of man-
dates Pestrict the range of options by dictating a
school district’s choices regarding basic skills.
In the case of explicit mandates, 4t is unlawful
for the school to adopt a basic skills program
which conflicts with legislated or court-ordered

programs. Ignoring implicit mandates, on the,

other hand. violates the tradition that American

- schools should provide educational services ac-

cording to public preference.

School administrators are subject’not only to

the constraints described above, but to others as

well. For instance, administrators must examine
any proposed basic skills program from the per-
spective of what is being done currently. The
imiplementation of a new program which re-
quires drastic changes from the old is often
logistically impossible (as when new records
are required or extensive training is needed).
Similarly, the initial cost of a program to a
school district is a primary concern, as is its cost

effectiveness over a period of time. Also, admin- ,
. istrators are constrained by. staff resources, both

in terms of the number of professmnal and n
professional personnel needed to 1mplement a
particular basic skills program, and in terms of

7

-

. . school systems are not free to 7
implement without restraint their beliefs
and values about basic skills. Rather, they
must filter these beliefs and values
through the restrictioris imposed by the
explicit and implicit mandates of society,
by the realities of managing a school .
system, and by the various special interest
groups that put pressure on the schools

'

.the skills and 'abilities which those staff mem--

bers must have. Fimally, and certainly not least,
is the adminjstrator"s ‘conetrn for the impact of
the basic skills prograpron public rélatiéns. The
administrator depends upon the public for the
financial support of the school and must there-
fore be cognizant of how the proposed basic

" sKills program will be perceived by the public.

\
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Each of these factors is part of the adminis-
trator’s reality. and each rgstricts the range of
decisr?{ls which can be made regarding the na-
ture of the basic skills program: Administrators
can only go as far as financial resources, staff
resources. and the approval of the public will
.permit.

t

program are those groups representing special
interests. Two current examples, are the Adva-
cates of programs for bilingual children and
for handicapped children. Whatever shape the
basic skills program takeg, it must account both
for the concerns ‘of tho ho say that non-
s n

,e

%g ignored and for the legislated mandates
egardmo mainstreaming of special education
students.

In short, schg stems are not free to imple-
ment without restraint their beliefs and values
about basic skills. Rather, ti& must filter these
beliefs and values thréugh the restrictions im-
posed by the explicit and implicit mandates of
society, by the realitiés pf managing a scheol
system, and by the s special interest
groups that put pressuré on the schools.

Tasks of the Planning Gr\oup
Combining Constraints and Values

A partlcularly difficult phase in the creation
of a basic skills program is that of bringing ton-
straints and values together to fgrrg program
policy. Neither the values nor the constraints
can be neglected or carelessly compromised. If
values are neglected to accommodate the con-

-

strajnts, the result may be a basic skills program}
bu’Slbn expediency. If constraints are neglected:

an lues emphasrzea the result may be a plan

w ounds nice but is dismissed by everyone

as unrealistic. Comprehenswe and consistent
basic skills programs must be basad on the
principles people value and ‘on the realities of

the situation in whiCh the program is to be -

L

implemented.

One way to examine both values and con-
straints in a systemgtic way is to list the values
held by the district in one column, the con-
straints (if any) which limit that value in
another, and the modified program policy in a

O _third. For instance:

Also shaping the “nature ‘of a basic skills -

English-speaking students in our pgpulation are |

L. o j*"/u

Value: Children’s reading growth should be eval-
uated bv noting how often they use reading in
real-life situations.

. . .
Constraint: The state education department has
mandated the use of an annual test to evaluate
students” skill acquisition.

A possible program policy: Evaluate in two ways:

use the state test to ev aluate skill growth, and note
how often the children use reading tor vour ow
evalualive purposes. g I@A

Note that the hypothefical school system holds
a value which seem€ diametrically opposed to
the constraint imposed by theg state education
department However, by clearl\ identifying
both the value and the constraint, a decision
evolves which effectively deals with both. Other
e‘xamples can be provided. For instance:

Value: Children should become involved in Math-
ematics as a process of thinking rfather than being
limited to computation.

Constraint: Teachers do not have the training or
the material to implement a program w hich de-

velpps mathematics asa thinking process

A possible program policy: Institute a five-year
plan in.which in-servide training is offered and
materials are purchased gradually over an extend-
ed period of time. . ’

I this case,an an*ysis of both the values and
the constraints indigates that. while a current
condition constrains the value, the implementa-
tion of a long-range plan gradually eliminates
the constraint and makes the value a possibility.

Some values and constraints, of course, are
actually in d1rect 0pp0$1t10n to each other. For

¢ instance:

v q ’ . . .
i Value: Chlldren should not receive instruction in
mechanics or grammar until after they are writing
fluently. ' - - .

Constraint: In response to a lawsuit. a judge:
issues a court order requiring that children im-
mediately be given instruc¢tion in the individ-
ual mechanical skills of sentence structure and
pun(‘tuatlon .
A possible program policy: The two are- probablv 4
irreconcilable: the schools would have to comply
with the court order rather_than delay mstruqtlon
in the me(;hamcs &

In summary, the collaborativé plaqning group
can resolve the apparent conflict between con-

straints and valges by systematically examining

® 7.
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each value and any apparent constrgint which
seems fo impinge upon it. analy zing the ways in
which the apparent conflict can be resolved.
and making a decisign which implements the
resolution. The r?ﬁt)m a realistic policy state-
ment which reflécts the unique needs of and

restrictions upon the school it is designed to
serve.

e

Tasks of the Planning Group:
Considering the Reality Faced by Teachers

The collaborative planning group’s first cru-

cal steps are the consideration of. values and

constraints and the svstématic reconciliation of
anv confhicts betwegn the twg in order to define
what the basic skills p.r()gr(hn ‘will be for the
school. However. one more crucial question

. remains to be considered: Will the classroom

teachers who are expected to implement this
plan be willing and able to do so? Failure to
(()nsn(h xr this question can-often doom to failure
an otherw ise carefully conceived: and painstak-
inglv planned basic skills program.

rd

The collaborative planning group must
include the teacher’s reality as part of their
deliberations and must accurately
appraise the degree to which curricular
programs make demands which teachers
are capable of fqu:IImg Programs which
conflict with the reality of the teacher’s
world will fail —

J
3

At issue here is the nature of the instructional.

demands of the proposed basic skills program
ds-it meshes with what teachers can bg reason-
ablv expected to do. The, givens in the instruc-
tional picture include the size of the tlass, the
difficulties of managing the daily instruction of

large groups of children, the shbrtagé of mate-

rials and resources. the limitations of human
energyv, and the prior training and experience of
the teacher. In short, whatever the basic skills .,
program is. it must be manageable and usablé
bv the teachers involved.

This aspect df the'basic skills planning takes,
nn even more importance when one tonsiders

-

that recent research indicates that teachers have

little time to make significamt instructional de-
cisions as they go along (Buike. 1980: Morine-
Dershimer. 1979: Sendelbach and Smith. 1980:
Yinger. 1978). The task of managing thirty ener-
getic and sometimes explosive voungsters for
six hours a day and thirty hours a wesk is a
demanding, and draining one which teachers

make tolerable by establishing routines thdt de-,

mand few spontaneous decisions. by employing
recitation-like .instructional formats. by making
plans™which emphasize activities rather than
objectives. and by monitoring the activity flow
of the classroom to ensure that all students are
busily engaged. .

Such structuring is not indicative ofa lack of
teacher professionalism. On the-contrary. it s
the reality w which the teacher lives each
day — the w or%)lace has complexities and lim-
itations which teachers must come to terms

~with in the process of carrving out their as-
signed teaching tasks. The collabgrative plan-

ning group must include the teacher’s reality as

‘patt of their deliberations and must accurately

appraise the degree to which curricular pro-

grams make demands which teachers are ca- .

pable of fulfilling. Programs which conflict
with the reality of the teacher's world will
fail — the plan can be made but teachers can-
not implement that-plan in classrooms unless
it is compatible with the day-to-day realities of
teaching. Often, the conceptions of people with-
in the school itself vary about what the plans
are. Ignanovich, Cusick, and Ray (1979) point
out that the conceptions of curricular programs

"as expressed by central office staff are quite dif-

ferent from those expressed by classroom teach-
ers. Consequently, basic skills plans need to
be attuned to these problems as well asto the
problems involved in dealing with values and
constraints.

-

Qonclusion .

¢

The Kamil paper presented a discussion of
how legislation. Tesearch. and various models

ss was illustrated_hy a funnel in which the
‘range of choices becomes narrower as more and
more issues related to the basic skills are
examined. ’

Iy

help to inform basic skills planning. Thi$ pro-
,../68
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In this chapter. the funnel has become even
narrow er (see Figure 1) as the practical realities
of the local school district are considered. Val-
ues. constrairits. and teachers’ percept

it ions
serve to narrow the range of options furth€r. so

that the planning task. while still extensive. at
lcast has some boundaries. In this manner, basic
skills options can be narrowed in a lbgical and
rational manner. eliminating the necessity of se-
lecting prepackaged answets, politically expe-
dient programs. or “pie-in-the-sky"” proposals.

Making choices among the,basic skills op-
tions can'be a frustrating experience, because
divergent values and multiple constraints, often’
seem to be more influential than definitive, em-

~—pirically based answers. This occurs partly be-

.

cause of the lack of research-based answers for

* many questions and partly because the schools
operate in a situation where many powerful in-
fluences must be considered. Too often the ex-
istence of many and (often) conflicting values
and constraints, leadS to a situation in wHich
professionals and parents make decisions
which ignore some important factors.

A

. Although it may be frustrating, the experi-
ence of reviewing and revising a basic skills
program can also be illuminating and can lead
to clearer thinking and better decisions .about
basic skills ins¥uction. The purpose of this col-
lect®on of papers is to help schools and school
districts achieve clarity in their planning,

.
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At the Barricades:.A Cautionary Tale
Charles E."Allen. -~ . ¢ ‘ o
. Teacher, Roosevelt High School
Los Angeles Unified School District

~

Editors’ Note. In this paber-Charles Allen describes one district's experience in developing tests and curriculum
. materials in response to a state mandate for meeting minimum standards before graduation. The'author, who was

a participant in the process, gNes an overwew of the expenence and discusses some of the sucgessgs and
pfohlems. Although the content is mathematics and functional appltcatlons of computation skills, the problems
experienced n‘ygbt have occurred with any of the basic skills. The reader $hould keep in mind that this paper is
. . an account of gne approach to a minimal competency program This 1s not seen as /nclud/ng the whole of the
- mathematics pa)'t of a district basic skills program.
P

Not al] schools and school districts pass
smoothly throiigh the planning stage fok new
. projects. This account provides an opportunity

for the reader to follow our school district
_through a pdinful experience in developing a

minimal competency program in mathematics.. '

The instructional -program developed inour dis-
trict cqnsisted of two parts. “One - -part was
an evaluative instgument des1gned to test pro-
. . ficiency in computational "skills. The other
was an instructional component designed to
remediate students who failed the evaluative

. instrument. . : '

. Background

A state assembly blll reqv.ﬁred (1) that school
districts prescrlbe a course of study that would
assist students.in developing skills and knowl-
edge needed for adidt life; {2) that districts
clearly define minimum-standards of profieien-
cy-in readmg, writing; and computational skills;
and (3) that students demonstrate proflclenmes
EKC n these skills prior to graduation.” The chal-

- enges that each affected district faced imme-

- e T

-

diately after the passage of this bill were nu-
merous. Meanwhile, the legislation itself was
subjected to many and ‘varying interpretations.
Some of the districts concerned raced off t®

* be the first to develop the prescribed programs

while others waited to see what further legis-
lative changes would-be made. The alternative
terfiptations — to reinvent the wheel or to make
rhinor adjustments in existing prog'ralz. were
both present. Media’ presentations sometimes
served to confuse rather than clarify the matter.
As the,,leglslatlon was gradually interpreted by

consensup among the legislators, they passed

additional legislation. Additional subject areas
were consi8ered for-similar treatment. Our:dis-
trict kept one ear to the grinding of the leglsla-
tive mill, and worked rapidly. to develop more
than one alternative to meet the requ.ifements.

Materials Deilelopment

Our district decided to develop its own tests
and remedial curriculum materials. A team of
‘teachers was to do thé major development, work,

and a full-time,” temporary teacher cOn‘xka‘nt‘ _

ki r
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was selected to direct the development of the
materials. This comsultant was to work closely
with a mathematics speuallst who eventually
was to do the major work of implementing the
materials developed. The consultant was chal-
lengéd to be original and to attempt bold new
approaches Wy bere\er appropriate. It was as-
,sumed~that the quality of any materials devel-
oped would depend chiefly upon the abilities of *
the wtiting team. Presént and former mathemat-

.ics teachers were invited to participate. and

a citywide réquest for ngees was made. Of

the eighty teachers suggested. twenty-five ex-

pressed an interest in participating. Fifteen
teachers were eventually selectad to write the
materials

4

_ The difficulties facing anv team of wrjters are
massive. All of the teachers selected were en-
coufaged to use their outstanding individual’
talents to the fullest. yvet the results werg to
come from a balanced team effort. The problems
inherent in team writing are the same.. whether
the authors are professionals working for roval-

“ ties or teachers writing on released time with-

out pav. ' . *

The consultant ﬁrst made a, search of the ex-
isting literature on the tasks facing the writing
team. The sources consultéd were. proficiency
tests. the California ‘Survey of Basic Skills:
curriculum duides. equivalency. tests for high
school mathematics-classes, district graduation
journal articles on minimum
competencies. the California State Framework
for Mathematics. reports from other. states, tests
from other “sthool districts, the New York
Regency Exams, and our dnstrut s own read

-

ing test . p \

. \Ian\ heated" wntmﬂ team sessions were held

to deflne a hasic skill. to identify the target pop-
ulation. and to design the most appropriate in-*
-structional mmponents Like most other groups
tackling such a chore, we were unable to rgach

" Onsensus on the definjtion of a basic skill. To

Save team research time, the teacher consultant
prP?onted the team with a synthesis of the re-
“search identified through the literature search ’
(with copies of the reseatch documents for those,

desiring to do their own reading), Experts from _

resrarch and development presented sessions
on test writing, parameters, item distractors,

slvms and criterion- r('feronced testing. An exer-

14
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cise to iden.t'if_\ the mathemati¢s needed to con-

front a menu in‘a restaurant was the catalyst that

started the team writing test items, identifying

skills, and d(,bl“nln" protot\peflesson formats. ’
Manv team discusstons were, held. and eventu-

d“\ the teachers emerﬂ(,d Wi th some sample test

items and prototypes of lessons designed to re- )
mediate for those items..IA the process we had
found it necessary. to learn to criticize, to dis-
agree, and to work together. '

Target Population = . D

While -the leﬂlslatlon mandated that all
students would hd\o to pass the test, the team
decided that it was necessary ‘to identifyv a tar-
get population to help us focus our work. There
would be many students, of course. who would
not hqve any trouble passing the tes}. The stu-
* dents that ivere to be kept in mind from start to
finish were those who were not likely to pass. It
was these studénts who would be exposed to
the special instructional_materials designed to
get them ready to pass the test the next time.
Our team was unanimous in deciding that the
student who would fail the test would probablv

_be a student in basic math¢matics or some other

remedial math class. | -

4 . R

' Delineation of Survival Skl“S .

The team members feltﬁhat e test should -
focus on the math skills needed\{or “survival”
in today’s world. This basic orlentatlon imme-
diatelv suggested possnble questions. What kind
of mathematics is necessary for the individual?
Should more than one aspect of the mdlvrdual s
life be considered? Eyentually the team decided
- to treat the individual as (1) a student, (2) a con-
sumer, (3) a worker, and (4). a person, family
member, and friend. After isolating the major

“suryival” tasks related to each of these rofes,
and deciding what role mathematics played, the
deam decided to develop materials aroun% eight
topics: Banking, Expensos, Measurements,

. Money, Pricinig, Taxes, Wages. and Whole Num-

bers. SpeCIflc tasks were grouped undet these
eight topics. For example, tasks thoug,ht to be
related to the first three toplcs were

Bankmg \ -

1. Make a deposit and compute the.balance.

.2, Write three . checks and compute the
balarice. .o

o v * -
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3. Make a deposit of coins, currency, and *
checks; know the sum of the deposit.

4. Write a check and compute the balance.

! 5. Check the entries on a check register and

find the mistakes made.

~

Expenses
1. Compute the amount of an order from a
menu. - )
. 2.Compute thé amount of an allowance re-
. ‘maining after expenses. .

\

3. Compute the average weekly expenses.
4. Compute the cost of parking for five hours.
5. Coffipute the rental expense for ten days/

" Measurement :
* 1.Compute the itimes at which medicine
. should be taken. o
. 2. Compute the elapsed time.
3. Compute the distance,g car will run on
twenty gallons of gasolipe..
4. Change two different units of measurement
to one.unit. .
* 5.Compute the ,number of gallons of paint
needed. )

Cominunity Involvement

At this point. the writing team decided to ask. sgman beings dailj: At the same timer we pictured

for comiments and suggestions from the commu-
nity at large. The list of skills was accordingly
sent out ta the educattonal community, and to,
the parental community of our students as well.":
The news media were also given copies of the
- list. Ourintention to develop atest received rea- /
. sonably extensive coverage in the media. Tf};e/.
anticipated feedback from the educational and
parental communjties, however, did not materi-
alize, The returns were minimal compared with
the distribution. ’ Ce .

Conflicts v

There was hard work .and livély ‘conflict
. in the writing-team process, bat most teacher

. " participanfs fiad good feelings about the results.
‘ This resy condition soon changed. The subse-
« . 7 Quent involvement ‘of research and develop-
" ment experts dnd commercial spublishers pro-
duced micre conflict and less good feeling."~ ¢

~  ‘Conflicts within the writing team..No effort

o will be made here to give the details of how test
ERIC items and instructional matgri:als were devel-

oot £
. A

-

i bl : ' 1:{'4 ' : - - - B

* oped by the writing team. Some of the keneral

» . updating and revising in subsequent years.

" ineyitable. Two different worlds were represent-

bl

tween the teachers and the experts: . .

" " .Teachers: Given a.depr):si't that inclades at mp%t o

-

problems our writing team confranted while
constructing the test clustered around the fol-
lowing 'issues: . e

.1."1’f§nslating the highly technical de-
scriptions of the criteria as set forth by
research arid deyelopment experts _into
easy-to-u n(\ierstand, terminology for the lay
commuinity. . '

~2.°Using artwork to make the test appear as ~
close as possible to the real world.

"3, Testing a single skill with each single item.
-* 4, Keeping the reading and writing skills in- .
\ volved at a vety minimum. o
" 5. Relating 4he test items to the world of the |
- studeit, even though the skills will be used
primarily in the world of adults. *
6. Selecting test items that would perrnit easy

-

L -
Teacher-re€earcher conflicts. The confljct be-

tween the teaching:team and thie research. and
development experts over objectives. appeared

'0

ec¢ in the encounter. We teachers felt that we -
were on the firing line, working with live hu-
L . - . . .
the experts living in ivy-covered towers, com-
muning with lifeless statistics: The Tlctitioqs .
confrontation below typifies the conflict be-

e

Teachers;  We want the kid to kndow how to make. .
adeposit. , .~ .
Experts:  That is not an objective. ?

How about,’Make a deposit of eoins,
curfency, and- checks: know the sum
of the depasit. A .
Experts: W Do you have any parameters? . L
. Teachers: Who needs tfem?, L
Experts: We do, to generate additional items.
‘Teachers: Wha needs additional items?
- Experts: - You do, unless you wish us to gener-
-~ ate them. e

Teachers: -

[ 7/

nine items in Wills, and coins totaling = ...
at most $20, and at most three checks-
of lgss than $30 each, compute the
. . amount of deposit. . .
Superintendent (intervening): Wh «do you have
. that we can'end out to the puplic to ,
. obtain their necessary jnput? .
Teachers; With or without‘pgra,metfrs? : Sy

®on > st
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Test format conflicts, The teachers ecided
- thatartwork would contribute crucrall o mak-
ing the students feel that they were in the real
world when taking thé test. In the sample test
items planned by the teachers, the artwork and

-... e L. -

'Inslmcnonal t:emponem e

~,

'-I' e ’«Ehe' sec:ond ;;urripmtent -of the dxsmct s, mrm- :

tni.t mmpvrency prpgtam Was rnstmctxbnal it '

"!
.

e . N g. '-‘ . . -
K . e . c L, . « -
. ‘:\-,., .-, o ooz - ..
.

-~

instructional materials evolved into ‘“com-
" miunity” throw- -ayay. newspapers.* There were
eight issues. witly one for each of the eight top-
ics on the test.”The papers wer designed to look. *

" like anything but.a textbook; the’ pages were lajd

the written problem Were placed next tp each out to resemnble anything but a series of lessons. *
other. Howgver, the research and deyel(}ment . ‘A sequghce for studying the papers was avoid- .
experts modified this test format. As the éxerts ed. t‘l"eachers were even free to ihvestigate each
modified it, the material complexity of the test issue Iri‘anv manner they thought reasonable.)
incréased. The student had to look at the dis- Regul‘ar‘ featurt@—o‘f each issue.were | - ‘s
play, then at the questions below, thenat the L Knew the Language — the vocabulary nec-
scratch paper to do the computation, then back P2 -
essary for the skills. - ,
at the questions with choices, and finally at the
2. I, This Issie — comp'ufatlonal skills need
answer sheet to bubble in the correct answer. _
A reading test had been developed that used/a “ed for the tODlCQ s
rel 1r(;g els tech ee eive pci h u e‘% L& SPDC. — Same- Problem leferent Com-
Stlm' ar lsp tdyl ecknltq'ue rtr reacing, dowe er, - 4 putatlogs "an attergpt to‘help students gen- . ,
't is normal to look at a picture or read’a para-.* ', erallze theit - skibls and transfer them to .
graph and then respohd to questions about it, " I SHie . .
the case of mathematics, the necessity fog com-  <imilar Rropims. ' -
4 "Masth€ad — an attempt to keep beforathe
putation complicated the situ#ion. The eacher .
t felt that a d failure had bebn bgilt studenf the entire program. T,
eamthe t ta ebsr?n alt ure na t edn.Hm "Ch “Off —"a ghance for 'the, student to
> into thé test even before it was writte 0 *" “evaluate his or -her mastery of the .skills..
ever. the professional test writers ‘thought- other- - .
wise and the format was modrfled . EE The objective of the'newspaper wis to present
e a minimum celirse offering that the: teacher
Tlmmg conﬂlcts The questlon Of when to -might supplement with activities, labo}orles
administer the test-opened 4nother area of cop-  fielgrexcursions, into thg community, gven
~flict between the teacher teanrand theresearch.  ne essary drﬂl in computatlon
and development experts, The state teg:s}atton B ' '
-Téquired that students be tested no earller than . P - . L N e
the junior high school vears and RO: tixter than - CQHC_IUSLQE ) . “ 2
the senior high school yearé ' «~ " The testSgnd irstructional matyrials devel;
Teachers'  Give the tgs! in ihe sexenth grade,and - oped by the ®am went on to editing, to prmt?ng,
: ,_‘.'; ‘ retease the-capable studerits. fforh this : . dnd toev entiial ‘commercial publicatione This ‘
° AN part:ctﬂar graduation re mrement = P cess gave the appearance of suecess,but to*
Experts: That—s too’ earl; 1o" meel. the feqrire- > ast of us teachers 1nvolved in the develop- '
' % X derits. Try thistest i} gh school and .ment there ‘haye been many causes for regret.
.+ .- Jdevelop’ anotbér test 16 ~Nm°i hlgh . Some of these:causes have_ been sug,gested pre-g
' - sthool. - '_ . _wiously. Tohere were others“ S ;
Teache;s " Bat balanpmgacheckboo is th L *
o7 Tgait ‘at-bath, grede- levels ™~ 5 ' RE In addition to the survival skllls fh&teach-
Experts- - '.I‘hats frue, bt ktdstond to forget. ers had recommended itemns were ded
Teachers. We don ca‘d bacli the graduites each . on . buying theater tickets, backpac 1ng.,,
i year aftem’am‘s t-test for retention., credlt-gard statements, time zones, -and .-
Experts 0y P(.Hmpé we should. We can- geflerate . ‘weather maps.’ *
T "‘ i fms‘deh testnng T " +2. The testdaoked- no drfferent ‘than, the dis-,

trict readlng test Many ofthe flrst students

$
i
*Readers mterested m seenng a copy of & commt;
mty newspaper cdh - write to- the Angeles »

Unlfled Sct)‘ool Plstmct .
\)e e 3 . .
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‘taking-the test failed becauseof the reading

difficulty rather than math deficiencies.
. 3. When' the publishing“company obtained
" rights to the materials, it decided to change

- the newspapers into task cards. .

4. The already printed newspapgrs were dis-
*\ributed to ‘teachers swithout’ instructions
,,on how to use them. To send innovative
material without instructions for imple-
mentation is the death knell f'or any new

< ° program. .

v

. “QOur‘prin‘fgry cause for regret, hewever, was
. the way the tests and materials
. .used in instructién. Students who failed the test

were remediated in ways other than those we

‘had‘p}an_ngd. They were often dssigned text-

books, textbooks having no direct relationship
to the test, and put throtgh

g

pages and pages of

dfill. The two-part program envisioned and de-

signed by the teachers
But, more significantly,

was not implemented.
the students did not

_realize that mathematics can sometime

s be fun. .

Avere actually -

> And, also significantly,

they have failed tests

on computational skills regardless of the efforts

madé to get them to pass.

* gome of the problems discussed
_ rently being addressed

here are cur:

in our district; it appears
that others may be here to stay. This account of .

the problems and conflicts ‘encountered in oge

district is not intended to disgourage all district.

planners, but to identify some common pitfalls.

.~ We don't all have toﬂ-f'aﬂ' into the same pit.

-

« %"
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T Characteristics of Successful -
o School Programs in Basic Skills .

. Jay Snuels ‘
The Center. for Research in Human Learning
The University of Minnesota

. 3

* Editors Note. Some schools, regardless of location and soctoeconomic status, consistently have higher achieving

students. Improved unstruction and imiproved student outcomes are generally goals of basic skills programs In
this paper Jay Samuels rewews‘severa/ studies which, over the last fifteen years, have shed lIight on nine factors
consistently found in effective sehools. These factors are all directly under the control of the schoo/ staff From®

Samuels' obgervations, the’ best laid basic skills plan will have httle positive impact (or may have a negat/ve

/mpact) if the factors discussed in his paper are ignored.,

L
.

The concept of. literac¥ has expanded duyring’
the last several centuries. During George Wash-

ington's-day. for example, people were consid- = .

ered literate -if they could sign their names
(Resnick and’ Resnick, 1977). Nearly two cen-
turies later the Urited Nations decided that
people should be able to read with.understand-

ing and write a simple paragraph about every-
day life in order to be considered literate. In a
sense, the recent basic skills i improvement legis-
lation has expanded the concept of literacy by

ingluding among the basic skills reading, math-

ematics, writing, and oral communic#tion. The
Federal Basic Skills Improvement Program_and
manvy other federal, state, and district programs
have as a primary goal the improvement,of in-

. SR »
struction in the basic skills

The purpose of this papd¥fis to help school
systems establish more effective basic skills pro-

grams. The paper wAll (1) describe the charac- -

teristics of exemplary reading programs, (2) de-

o scribe the practices of various school systems

LRIC
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vhrch are ineffective or counterproductive; (3)
resent new information regarding the difficul-

v

.
v

ties schools have experienced in mamtammg
and establishing quality programs: an@'(4)~pre-

sent a model of school practice that should.

prove useful in establishing quality programs

. across a Variety of subjects.

Before summarizing current restarch ‘find-
irigs, we must offer ‘two qualifications. First.

.educators are in no greater agreement about

how to intrease educational achievement than
physicians are about the prev ention and cifre for
heart disease or economists are about the prob-
lems of our economy. Sormie educators may ob-
ject to ideas presented in this paper because

how to impreve achievement.

Second, we will apply, results obtained in the
reading area (where extensrve.research on char-
acteristics gof exemplary programs "has been

able. We recognize that subjects such as mathe-
matics may. require special equipment — the

sthey do not correspond to their own views of -

“done) to areas where™far less research is avail-

use of manjpulables, for example — not used in .

reading, but, in general, we feel the prmcnples

derlved are appllcable to other st}b)ec
»
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+ Components of Successful
"Reading Programs .

A good reading program is considerably more
than a reading fmethod. It may- include factors
" and variables ranging from.subtle assumptions
bout the ability of children to master bas1c
eading skills to the acceptance of the premise
that the school is the primary agent responsi-
ble for helping children master basic academic
skills. In addition ‘to the shaping assumptions
that underlie the programs themselves, other
important factors include such items as person-
nel, training and supervision, application of the
principles of learning, and the nature and im-
portance-of evaluation.

Underlying Assumptions. There are several
important assumptions or beliefs held by the
staff. of exemplary reading programs which

seem to be 'associated with studend academic -

. growth. The first assumption is the belief that
~the school can have a significant impact on the
academic achjevement of its students. Conse-
quently, the school holds itself responsible to

a large extent for both the success and failure °
of its students. The second assumption is that’

most children are capable of mastering the basic
. .academic skills. Teachers and administrators
who hold these assumptions do not try to ab-
solve the school of ;espons1b111ty for studént

, +failare with excuses like ° ‘poor motjvation,”
"lack of readjmess,’”” or “‘inadequate home back-
ground conditions.” Instead, whén students fail
to learn, the schoo! staff assumes the major re-
sponsibility for identifying and correctmg the
sltuatlon

Personn Administrators. More often than.
not, an exemplaFy reading program has a strong.

"administrative leader. In fact, the’Rand Corpo- .
\ ration report on implementing: and sustaining

e('iucatlopal innovation across a variety of sub-,
ject matters states that the importance of admm-
-istrators to the creation and maintenance of
innovative practlce can hardly be overstated.
Administrative support, in“the form of encour-

agement arld the creation of an orgamzat'lonal‘
is es- _

climate giving the project “legitimacy,”
sential to the project’s development operation,
and maintenance. The support which the ad-
mu}lstrator gives is not in *‘how to do it” but in
Providing time for planning and carrying: out

]: KC decisions, se(.urmg necessary financial support,

. 3 ¢ .
working with schodl personnel on a regular ba-
sis, and runhing interferénce against any coun-

s, -
terforces in the school or community (Berman

‘and McLaughlin, 1978, pp. 30-31).”

Teachers. The belief system of the teacher is
important to the success of a program. Neces-
sary elements in the teacher’s belief system are’
feelings of commitment to and support for the

. project goals. These feelings grow out of the

social-and psychological forces which operate
in a school district and motivate the teacher to
provide the time and energy necessary to imple-
ment the project goals (see Samuels and Edwall,
1976). The teachers typically found in exem-
plary readmg _programs believe that student
success or failure depends upon what happens
in the cl_assroom and that student failure is not
acceptable. y

Berman and McLaughlin report that teachers
rise to challenges. Ambitious and-demanding
programs seem), more likely to win the commit-
ment of teachers than routine projects, because a

demanding program appeals to a teacher’s sense

of professionalism. One major reason teachers
are willing-to take on the:challenge of attempt-
ing to bring about change in themselves and
their students is their belief that they will .be-
come better teachers and that the students will
benefit (1978, p. 25). R .

Teacher aides. In order to réduce thé student-
to-teacher ratio, the exeMplary programs often

-used teacher aides in direct instruction. The

aides had received training, so that an observer
in a classroom might find what appeared to be
anywhe;.tg fréth two to four-teachers present.

Readmg specialists. A number of successful
pr0]eg:ts used specialists. Phe specialists were
used in a varjety of ways, from helping to train
staff to provhamg materials to serving as'on-the-
job consultants. The specialists’did not work di-
rectly as remedial educgtion teachets but had an
indirect effect on $tud@st learning by workmg

* with teachers and. teacher aides. o

Teacher 'Ik;ammg and Supervision. There
seems to be strong support for tédcher training
in investigations of exemplary reading pro-
grams. Berman“%nd McLaug.hsz conclude that
educators and government ofticials have been
too. optimistic about how muth time is needed
to prod‘uce change in an educational system.

“

‘ " - -
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Their studv indicates that it takes two vears to *

get a project off the ground, two years to'imple-
ment it. and an additional two vears to produce

a stable effect on student achievement scores

(1978. p. 35).- )
The teacher training occurs durlno the two-

_ vear start-up time andthe two-vear implementa-

-
\

.~ grams both the type of instruction and the mate-

tion time. Berman and McLaughlin state that
the training experiences which were helpful
were

a

" 1. Concrete.
training.

. Classroom assistance from project or dis-
" trict staff.

3. Observation of the project in other class-
rooms or districts.

. Regular project meetings.

. Teacher participation in prgject decisions.
. Local materials development.
Principal participation in training
pp. 29-30)

. 4
In order to insure implementation of prescribed
teacher practices, instruction was supervised in
-some of the successful inner-city projects.

SO O

. (1978.

Curriculum — Orientatfon® Although the pri-
mary focus in the successful programs was what
might be th0u°h.t of as task orientation. theré
was a human relations orientation as well. The
human relations orientation is one in whichrstu-
dents find the classroom to be a friendly and
supportive place to work. In other words. when
task orientation is combined with a posune
classroom climate. the situation is conducive to
academlc growth.

Skl“g-centered curriculum. Most successful
reading programs studjed included instruction
in phonics. In addition, these programs previd:
ed experience in reading meaningful and inter-
esting material in context. Unfortunately, the
research, studies did not include sufficient
observation of instruction to provide reliable

indications on f(llg“ subskills instruction and

mea[nnﬂ _oriented” instruction were combined.

~ Relation of objectives. mstructjon. and mate-
rials. The successful reading programs had clear
and speciic objectives. In the exemplary pro-

@ nals used were appropriate and relevant tg the
. EKCspecnflc program objectives. ,

wll Toxt Provided by ERIC

teacher-specific. and ongoing

~onoutine matters (such as,passing

8
¥

Time. While it is essential to allocate suffit
cient time for learning to take place. it is equally
important that the available time be-ysed effi-

‘cientlv. In successful’ programs. teachers were

able to devote more class time to task-related
activities,-and the major part of the school dayv
was spent in structured activities that left little
unogcupied time. In acidltnon xmstructron wag
kept at a low level of complexity. In several of.
the successful programs. extra amounts of time
— time which was used efficiently — were allo-
cated to reading.

Structure. Structure is an important vehicle
in providing time for learning. In a sense. struc-
ture s part of good classroom management.
Routines dre established in order to facilitate the,
movement of students and materidls. The class-
rooms in thé successful programs studied were
escribed as being orderly. with less time wast-
on discipline problems. giving instruction
out books),
and \transition from one activitv to another.
In addition. the successful programs actually as-
sisted teachers in establishing good -classroom
management. so that time would not be wasted.

Assessment. Tn the exemplary programs stu-
dent progress was monitored through frequent

- assessment — both formal and informal-— of

progress. The assessment data were used to -
make decisions about lnstructlon

It is now possible to examine the characterls-
tics common to the reading pregrams studied.
Table 1 conveniently summarizes the compo-
nents of each of these successful approaches to
reading instruction. .

Characterlstxcs of Unsuccessful R

)

" Reading Progranis ™ S

It is undoubtédly, useful to know the charac’
teristics asspcxated with successfu[ reading pro-

grams. However,' if we wish to. build programs

x\.h h will increase readmg achievement, it is

’ prob bly equally important to recognize- the

.

characteristics associated with those ~pr0grams
which were unsuccessful. Several reports have
described characteristics of programs.which did
not significantly imprave achievement (Armor
et al., 1976: Berman and McLaughlin, 1978). A
summary of tho$e characterigtics is presented
below .

]
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Table 1

EXtent to which Exemplary Reading Programs Shared Gommon Componen'ts
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. Components o, _
M B ’
Strong administrative leadgrship-. + + + + + +
High expectations and the belief that -
the teacher can make the difference + + + + +

Teacher aides used in direct instraction , + + + +
Reading specialist - N + + + +
Teacher trainng R + + ﬂ + + +
Teacher role —= present, diagnose, remediate | + .+ + +

[ .
Specific reading objectives e + + + + + +

- AY .

_Skills-centered curriculum & + I + + + +
Instruction and materials relevant to goals + |+ + ° + +
Structured environment - + + + +
Positive classroom climate + * +
Efficient use of time + + + + + +*
High intensity of treatment . + + + + + 4
Frequent evaluation of student progress + B + + +
Supervision of teachers . + +

. s . -0
kY

+, Corpponent was identified in the report.

-
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Improper Program Initiation and Implemen-
tation. Before a.program can work. there must
be a climdte of enthusiasm, commitment, and
support for it fromnh school personnel. It is this
climate of commitment and support.which mo-

. tivates the staff to implement and translate the
» project g 0og,ls .into effective cfassreom practices.
The following approaches }6 program initiation
fail to create the necessapt climate“for support
and implementdtion (Berman and McLaughlin,
1978).

Opportunism ‘The motivation for the imtia-
tion of the project is opportunistic, a response to
political pressure, “or an. attempt to get federal
monev. Opportinistic initiation is characterized
by lack of support and commitment from both
central office and project staff. Since th,ere is
lack of support at any level: the staff is unwill-
! Ing to invest the resources. time. and energy

necessary to implement the project.

Top-down motivation. Although the central™

office staff is stncerely interested in the pro-
gram. thev fail to win the support of the project
'staff Consequently. the project’ staff do not
invest the time and energy necessary to imple’
ment the project.

* Bottom-up motn ation. . The *“grass-roots”
enthusiasm of the mstructufal staff is not
tched by the central office staff. Consequent-
there mav be inadedquate project implerfien-
1tion because the central office fails to allo-

cate a sufficient amqunt of resources dnd staff
" services. ‘ - s ) -

. Inadequate Tndubation and Development

Time. A reading program is broad in scope, in--

corporating eléements which include personnel,
methods. materials, -finances, and sfudents.
Changes ¢hat affect this many elements réquire
.ponsnderable periods of time for planmng and
implementdtion. As preylously noted, current
resea&h suggests that sn'%lflcant innovatfon
requiges at least six years. Some unsuccessful
projects moved forward too quickly in their
planning and failed to create the necessary cli-
“maté for district support and commitmept.

Narrow, Piecemeal Approaches. There are so

many important elementsin a good reading pro-
’ﬂram that simple, qunck fix,”
pproa(,hos usually cannot produce a signifi-_
EMC ant impact én achiev ement. 'R’J produce sucha’

. scribe the characterist

single-element,

A
a

‘significant ¥npact. a comprehensive approach
is requjred:
Lack of Commitnrent. Feelings of Inadequacy.

The less successful projects often had. stafg who
either did not have a feeling of commitment to

the project plan or else lacked a sense of efficacy
" regarding their abllltv to brmg about the neces-

t

“sary changes.

Nonsupportlve Principal. The support and '

leadership of the school principal are vital to.a
successfu} project. In the unsuccessful projects,
.the principal often failed to créate an atmo-
sphere which emphasizod hard work and dedi-
cation and an environment which supported
teacher eftorts and protected the t(’dchers from
disruptiye forces: .

-

. Inefficient Use of Time. Time is a critical
variable in learning. It is obvious that if masterv
is to oceur. the athount of time allocated thust be.

commensurate with the needs of the students. *

~ It is also important-that the allocated time be
used efficientlv. In the unsuccessful classrooms,
time was wasted because routine:"\yere not es-
tablished and there were oftén Interruptions,
brought about by discipline problems.

Problems in Maintaining and ,
'Disseminating Quality Programs

The purpose of this paper has been to de-

succesgful reading programs in the hope .that

s of successful and un-.

this information will help schools establish .

more effective environments for basic skills pro- -,
'srams. Knowing the characteristics 6f succesé-
ful programs, however, is onlv a starting pomt
for teachers and administrators.

Schools which currently have successful pro-
grams aré faced with the task of maintain-
ing their quality programs. Berman and Mc-
Laughlin reached some sobering conclusions
regarding the maintenance and dissemination

.

of quality programs. First, successful projects _

were not easily disseminated to new sites, and
the performance levels in the new site often fell
short of the performance levels' in the origi-
nal site. Second. eventhe original successful
prolects had difficulty sustaining their spuccess
over a number of'vears. Third, often when the
original funding agencyv withdrew its financial
support, the school district was unprepared to

a
F

'
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prot ide the let el of support necessary to sustain
the project (1978, pp. v-vii).

These sobering findings are neither surpris-
ing nor Unique to the field of education. While
we seem to know a congiderable amount about
the characteristics of successful programs, we
still need to know a great deal more about
wh‘ich of these characteristics are essential to
the continued success.of a program, its longev-
itv in the school or district, and its successful
dissemination. Although the goals are difficult
to achieve. thev are well worth the effort.

Designing Effective Programs
in Basic Skills -

*We are now at the point wherﬁve can com-
-bine the information regarding the character-
istics of outstanding reading programs with
selected principles of learning. The resulting
model should help facilitate the design of effec-
tive basic skills programs.

s
w

As seen in Figure 1, there are three. fac-
tors which interact with each other to influence
learning. These factors are the student, the
school, and the task. The student brings certain
aptitudes, knowledge and motivations to a task.
If the task is one which is interesting to the stu-
dent, and which utilizes the aptitudes and skills
the student possesses, the task is made easier.

* -The difficulty of the task is determined in part

by the task variables — content (what to teach),
sequence (when to teach), and method (how to -
teach). There is ample evidence that each of -
these variables can besthodifiéd to influence the
course of learning. -

The schodl Tactor inciudes such mstructlonal
variables as memem the establishment of

objectives, thé pacing of instruction, motjva-
tion; and feedback affecting instructional dbci- ~
sions. These variables are largely under the coX
trol of the school, especially of the teacher.

The model of the teaching process shown

.. . Iy
T . ‘ , ACADEMIC\
STUDENT + - SCHOOL -|— TASK —_— ACHIEVEMENT |
' Lﬁ_ Feedback for planning, dlagnosw‘.'.(_'___l R
' ’ and remediation R -
\ -~ ) 7 * i
~ * J

L Vanables students bring to the
task which influence learning:

Prior Knowledge
Special Aptitudes
- Motivation T
Alertness*® v
Attention

L
Persistence .

Variables under school control
“which influence learning:

A Underlying Asuraptions
.Personnel .. ®
Training/Supervision
Curnculum
Goals and Objectlve§
Teachmg Style
Motivation .
Racing of Instruction
Reinforcemerft’
Time
Structure
Evaluation
" Feedback

" "Remediation

. Task vanables which

influence learning:
Content — What to teach

Sequence — When to-teach

Metﬁod — How to teach

-

-

Figure 1. °Student, school, and task variables \{vhictflnfluer'nce academic achjevement

- .
.
v — . . .
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) M— Diagnose l“
. "]
. “
. Select
. - - Next
lOblectlvesH Planning HTeachmg Measurement Evaluation Heached —+Yes —* Goal
Skills Task Analysis Refhforcement ~ ~ Feedback from o "
| | : - Student ) .
Knowledge Student's Prior  Motivation : ) . e *.
| Knowledge ¥ Observation - ? 3
Attitudes | Pacing l . \ -
A Aptitudes | Testing - - RN
- if . _Practice - e
- Intelhgence |
‘\ -, Feedback to .
Siudent . -
Teaching . ol
[ Style . ’
- &

)

process. .

Figure 2. How Iearner school and task variables are mcorporated in a model of the teachmg

-

in Figure 2 indicates some of the critical com-
ponents. The importance of each of the compo-
‘nents in the teaching model i3 underscored by
the fact that effective teachers are aware of each
of the factors and incorporate them in the teach-
ing.process; while meffeetlve teachers do not.
For e¥ample, ineffectiye teachers may be un-
aware of the instructional objectives, or there
may be a " conflict between prograrfi’objectives
and the teacher’s objectives. Ineffective teachgrs

may also present information but fail to engage

in frequent observafion and evaluation of- stu-
dent learning. El(her the failure to know instruc-
“tional ohjectives or the failure to approprrately
evaluate learner outcomes reduces the effective-
ness of the mstructlonal process

Implicatlons for Effectxve School Programs

‘Regardless of which of the bas1c skllls is un-
der consideration, the followmg factors should
be considered. v

.

Underlying Assump‘hqns‘ The mstructro’nal
staff — including -administrators, spec1avhsts
teachers, and teacher aides, — shbtild believe
that, the crmcal agent for making the differ-"

- o ®

T e
-
-

. .
.ence 'between satisfactorv and unsatisfactory
achievement is the school. ‘

"Incubation and Development. Bringing about 1
change in a school system requifes more*time
/than most edtjcators previously thought was
necesSary Endeavors to improve mstructlon
must be viewed as long term commltments

Personnel. A crifical factor in the QUahty
of school programs’is the prmclpal or other ad-
ministrative agent. who has the authority to es-
tabhsh the conditions necessary ‘far improving
program quahty (1) settirig ‘aside the time nec-
essary for planning; (2] helping to gét { financial
support; (3) workmg with school personnel on a

regular basis: and, (4) actmg as a buffer against ~

-
&

-counterforces. i

The teachers must have a feeling of commit-
“ment to the project goalsand methéds and must
be assistéd in direct instruction by trained
teacher aides. Teachers must also have aceess
 to spec1ahsts who can serve as consultants and
prov1de tramskig and materials.

Teachings Style. Teéaching style should be‘a
combmatlon of task prientation and humanrela--

.
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tions orientation. The teacher should endeavor
to help students master the program objectives
in an atmosphere which is triendly and suppor-
tive This results in a classroum which_ is both
work centered and human relations centered.

Teacher Supervision. Supervision of instruc-
-tion can be used to ensure that teachers are fullv
implementing the program. -

Curriculum..Regardless of which of the basic
skills is under consideration, the program ohjec-
tives should be stated in a manner that.is both

a

clear and specific.

Time. Time is a cntical factor in all instruc-
tion. If the amount of time allocated for instruc-
tion is equal to the amount of time each student
needs. therr all students whose intellectual ca-
pacity is within the educable range should jbe
capable of mdstermo the basic skills. Under
these conditions. what varies 1s not masteryv but

» the amount of time each student needs in order
to achieve mastorv

- While school personnel have often hedrd the
phrase indit uiuui differences. our schools have
done too’little to accommodate the variability
we encounter in our students. Slow learners and
other children” with special needs — handi-

Structure. Sinc'é' so many of the behaviors as-
sociated with teaching areof a<epetitive nature.
it is useful to establish routines. Such routines
assure that time is used efficientls..Students and
other staff can take over many of the classroom
chores. ledvmv the teacher to handle tasks
which cannot be- mage routine. such as plan-
ning. evaluati g progress. diagnosing prob-
lems. motivating students. working with gifted
students and} le\ learners: and providing the
human’ hctq so vital to classrbom climate.

Assessme‘ t. A thorough. accurate record-
keepino svstem for keeping track of the progress
of each student must be used. In order for eval-
uation to b* useful. it must be designed to fa-
cilitate instructional decisions and must be an
ongoing pi

Conclusi n . ‘

)

As me tioned previously. there aré¢ no “quick
fixes” or/ asv solutions to the problem of build-
ing an outstanding basic skills program. Com-
plex problems demand complex solutions.
Those whaslook for easy answers to our com-
plex problems in education are searchmg, for a
magic bullet which does not exist. Whén one

’ (onsld(‘rs all the factors which must g0 into a

“+f cappud childreh and children for whom English good educational program. it is apparent why
. 1 .
is a second language — must be given adequate an extended amount of time is required to attain
Jime to learn the basic skills. Educators must this goal. Although the task is difficult. as edu-
also work harder to discover new ways to moti- cators we must rise to the challenge and build
. vate children who have difficulty learning. more effective basic skills programs. .
P - " : v .
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Editors’ Note: This paper b
typical state-mandated
the skill areas includ

_ state progra

" must be ¢
taken #fay
legislation.

]

ilham Gorth and Marcy Perkins is intended to"famillarize the reader with some
imal competencies programs. They distinguish state competency testing programs by’
"the degree of functional or academic emphasis, and the purpose for which testing isuseéd.
ograms differ in the amount of state détermination of skills*content and program design. The
feviewed here are.not being presented as basic skills programg but as one of the many inputs that
n into aécount in planning a basic skills program. This information and the'full report from which it is

be helpful to states which are in the Proceés of planning or revising minimal competencies

- =

. . [

The purpose of this paper is to summarize the

.approaches that five states — Gebrgia, Michi-
gan, Virginia, Massachusetts, and New York —

skills competencies within their competency

testing programs. By considering a wide variety-

- of programs, which represent a_broad spectrum

_ of philosophies and approaches to the subject,

we hope to provide state and local education
agencies with a range of options for consider-

_ation as they attempt to formulate their own
programs. ’

In .each s’;'u'mmqry, the skills which the state
. considers to be, or defines as, *“basic” are identi-

fied. The summiary also discusses the emphasis -
placed by the state on'“life skills” — functional, .

life-coping skills — and on academic skills. The
-‘complete descriptions of all of the major charac-
teristics of these .programs and. those of the
forty-five other states are available from the Of-

fice of Teéth?‘g, Assessment, and Evaluation of
q

. ’
©

" have used in defining and developing basic’

°

the N'atiopal Institute of Educ’ation.(Study of
Mirfimum Competency Testing, 1979). *

Overview ‘

The summaries of the five state programs de-
scribe the states’ efforts to address the problem’
of identifying and dgfining minimum compe-’
tencies and basic skills. It is apparent that each
considered a variety of approaches during it‘s‘
devglopmental process before arriving at the
program which was finally adopted as that best -
suited and most Televant to its ﬁarticular stu-

. dent population.

Four of the programs identify
areas of reading, mathematics, and communi-
cation- (oraleand written) as basic skills test
areas. Massachusetts has also specified listen-
ing-ds a basic skill to be tested. Georgia has
chd®en to test only in the areas of reading and
mathematics: .-

«

191 :
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The states also had o choose _whether to
focus on the functional aspects (life skills) oFon

* the academic aspects of thé educationa) process.

[

Georgia placed heavv emphasis on a functional

ieptation, Michigan emphasized the academ-
ic. and Massachusetts, New York, and. Virginia
edch arrived at the conclusion that progiam ob-
jectives should treat both skills categories —
these states differ in the degree of emphasis
placed on one or the other.".

Students in Georgia. New York, and Virginia
must pass the state test as part of the require-
ment for promotion or graduation, or both.
Massachusetts and Michigan have chosen to
emphasize the use of test results for remediation
or curriculum improvement.

Georgia

The approach adopted by the state of Georgia
proyides us with an example of competency-»
based education which places strong emphasis
on the student’s attainment of life-role skills.
that is, the student's ability to apply sub]ectarea
skills to practlcal life §1tuat10’ns‘ .

The development of competency -perfor-
mance standards for high school graduation
-Began in 1976 with the adoption of State Board
(of Education'Policy 30-700. High School Gradu-
“afion Hequnrements which states, *“The Board
of Education defines as a major role of the pub-
lic schools the responsibility to ready the chil-_
dren and vouth of Georgia for contemporary life
roles.” The policy goes on to define requisites
for five sets of life-role skills for the student:

As Learner: Proficiency in (1) reading, writ-

ing, analyzing. and speaking. (2) basic computing -

skills. (3) a’cquirinu kiiowledge and understand-
ing on one’s own, during and after the formal edu-
catlon process

As Ir/dmdual Possess the skills necessary to*(1)
impropve one's physical andumentaghealth, (2).use
lelsure time in a profitable and fulf®ling manner,
(3) establish-a family role mutually beneficial to

him.ther and other membe&rs of the famuly,

As (Jitizen: Possess the skills and understanding
necessary to be( ome a responsable member of $0-

y

5 F

necessary to be an informed consumer 1 order to
use available resources in an efficient and benefi-
cidl manner,

As Producer Possess the 5L1|ls and knowledge -

. necessdry to select and pursue a career which re-

_flects one’s ‘abilities and also to be able {o pussue
an alternatu career. should urulmstancm demand
such d ohanoe (p. 23)

°

Ten competency standards for the adult life-
role of the learner category' were measured first
in 1981. when a criterion-referenced test, based
on these competencies, was administered to all
tenth-grade students (see Table 1).

Criterion-referenced tests _developed for
grades 4 and 8 are limited to the content areas of
reading. mathematics.-and career development,
with the purpose of measuring the learper’s .
progress toward-the ob]ectlves'outlmed above
for hjgh schod) students: These tests w eré also
admlmstered for the flr.sf time ini 1981, ot

ety
E-]

Mlchlgan

Fhe Micligan program, the Michigan Educa- -
tional Assessment Program (MEAP), currently
focuses on the subject areas of reading’and
mathematics. but the state plans to develop
minimum competency tests in several addition-
al subject areas. Unlike Georgia, the emphasis,
at least initially, has been on the-mastery ofaca-
demic skills (as opposed to life skills) prior to
the stugent’s entryv into high school. Therefore, -
reading and mathematics tests are administered «
to all fourth graders and seventh graders in the
fall of each year. The program tends to fotus onr -
the early detection of remedial peeds and is not
linked to the student's grade promotion. , -

The State Department of Education has de-
veloped two related sets of competencies for
MEAP. The first of these is a broad set which *
includes competencies the state considers to be
minimum requirements within each subjdct.
Thi3 broad set of competencies encompasses the
second set, avhich includes the.official compe-
tencies which argthe basis for the present legis-
latively mandated"testing program.

In developing the competencies. the Depart-
ment. made three decisions._ First, they consid-
ered the competencies to be minimum levels of
achievement which almost all students should ¥
attain befor® the age set for assessment. In other

b

a

YR

~ 1

é

e

o~

s




S . o ' 175

, e eyeryday.CoAtext s S

>
D

v

s " Table 1 .
Competency Performance Standards Required for Graduation ‘ .

Learner. . ’ . S N
1..The student reads and interprets communication on a functlonal IeveI ‘
2. The student comprehe /s«mformanon recewved and applies that infor ation 1n a variety of everyday
situations.  * . K M
3 The student writes legible, appropnate personal and career communications on a functional level
4. The student receives afd. transmlts oral and visual-communication on a functional level
5. The student employs esttmatlon approximation. and calculation skills in everyday living situations
6 The student understands and uses various forms of scales and measurements graphs charts
IR: »tabJes symbols and.other graphic representatlons . .
7 Jhe Student apphes basic arithmetic operatr,ons {adding, subtractmg muItanang and dwtdrng) inan

'

R T e studeﬁt recognlzes basuc geometmc shapes and posltlons necessary for da|Iy mathematlcal

.

functlbns B oo ' - “ . .
: 9,4 Th,e student’ uses a variety of mforma‘non resodrces to obtaln assistance and |nformat|on N

é 10. The studentv em‘ploys Iogloal |ntu|t|ve and creatlve th|nk|ng processes . ‘ . .

« . ., S A

» ¢ v

Individual ~ , ** - . _
1: The student knows appropnate emergency responses "to' accidents and demonstrates preventlve

« . actions for health and safety hazards. -
2 The student recognizes and practnce§ souhd personal heaIth habits necessary to maintain physlca|

<and mental well-being. .

LY
2 N

3 The student understands the, sound heaIth care”involved in fam|ly Iuvmg parentlngband»parenthood

Citizen ) ' ” . N

= 1. The student understands the basic structurerand functions of the Amerlcan system of government

and the American economic.system
2. The studefit knows basig legal rights and respons»bnlltles of the .citizen under the Amencan |ud|c1al

and penal systems.
3. The student recognizes retationships between currept societal and enV|ronmenta|’probIems and the

individual s?ole and responsnbllmes -

-

.« N [ . -
.

Consumer ) v . . N -

1, The student knows the prlncrples of sound personal financial planning and management
2 The student identifies the legal nghts and responstbnlmes of the consunier, in buying and selling

goods and services . ’ ) BN
Producer™
L The student analyzes personal career opportuniies and choices in career planning and
management. : Cor

2. The student demonstrates the skills necessary, to obtain employment.

¥

-

Y §

e
N s
.

Source Educdtional Testing Service. Grades 4 and 8, Georgia Cr/ter/on Referenced Tests Techmcal Manudl

Princeton. Néw Jersey: 1978 pp. 14-15. ) ) . o
3
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werds, grade 4 students should have acqurred
the competericies of grades 1-4 or should at least
have the opportunity to learn these competen-
cies soon aft{)ar testing. | .

Second, the Department ‘considers the com-

‘petencies to be closely related to academic or

school skills; the competencies therefore derive’
from the types of skills a student is expected

to learn in a classropm. In their recent revision ,

of test items, however, the Department has be-,
gun to dev elop items which assess the academic
skills usrng Itfe-related contexts partleularly fOr
the twelfth grade.

Fmally, the Department has determined that .

the MEAP competencies should all be-able to be™
measured by multiple-choice, paper- -and- pencrl
test items for thé requrred testlng “of every
student. - } . "

Since the Department intends fo test in all of
the competency areas eventually, the full set fok -
lows. Tests for those competencies not currently -
assessed are under development. Any test effort

- based on the full set of competencies is at pres-

ent purely voluntary on the part of local dis-
tricts and is unassisted by the state. .

Competencies, called ‘“‘minimum perfor-
mance objectives,” are available for the follow-
ing skill areas and grade levels (Michigan State
Department of Education, Alternative Forms,
1979, p. 9):

Grade 1

1. Affective” .
2: Cognitive . .
3 Psychomotor
4. Social-emotional
+» Grades 4, 7, and 10
. Art
. Communication Skills
. Health Education

1

2

3 .

4. Mathematics '

5. Music 4 <
6.

7.

8

\
L 4

Physical Educatron
Science
Social Studres

Grade 12 (ere Role Competencies) . .

1. Aesthetics/Human Apprecnatron

2. Civic and Social Responsibility

3. Employment Skills  ~

4. Personal .and Famply Managemqnt :

'selected and suh]ected to extensive - rev1ew

—

The Department has published a series of book-
lets (see References for list) which describe fully
the competencies within each skill area, includ-
ing the set of competencies which the state con-
siders to be minimum requirements and the set
of competencies which are the basis for the test-,
ing program. - -

The competengies which have provided the *
basis for the read1ng and mathematlcs test items
'for MEAP are 4 subset of the complete set of »

-“minimum performance objectives’, ' for their re-

spective “subjects and have been systematlcally

'I?l‘ble 2 lists the specific skill areas within read-
1ng and mathematies for which ob]ectrves have

been aevel'oped (AIternatrve -Forms,” p. 18).
- These objeetives make up the official competen-
Gies in which every fourth- and seventh-grade
pupil is\tested.

\
Virginia

The-State pf Virginia has two separate testing
programs at dtfferent grade levels: (1) the Grad- .

‘uation Competency Testing Program at the sec-

ondary level and (2) the Basic Learning Skills
Program at-the, elementary level. Both of these
program$s have been developed to assess m1n1-
mum Competencres

The graduation competency tests focus only
on the subject areas of reading and mathematics.
_Since ]anuary 1981, students have been required
“te pass these tests in order.to Tecgive a diploma.
fromt arf accredited high school..An analysis of

" test results will facilitate diagnosis and reme-

_diation fof students who fail to achieve the nec-
“essary ‘standards and will also assist in the Te-.

_vising and 1mprovement\Xf both currlcula and

instruction.

The basic learning s'krlls tests, to be admin-+
istered each year in grades 1 through 6, will -

" include criterion- based tests in reading, mathe-

matrcs and communication arts. They are de-

: srgned to enable elementary students to'acquire *

‘a mastery ‘of the basic skills consrdered neces:,

sary fof SUCCESS in high school. - \\"

The statew1de Graduation Competency Test—
ing Program-at;the high. school level assesses *
.both scheal and life ,apphcatron skills withir’

_ the domains of readlngéand mafhematlcs Spe-

1(: , K )
LR . " A
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Y
cific competencies were identified by statewide
committees of educators, legislators, members
of the business community, and the general
public. They were approved by the State Board
of Education in 1978 and are listed in, Table 3.

*Local school districts are mandated by law to

develop (or select) and administer some kind of
assessment in citizenship/social studies and the
degree to which the student is prepared for fur-
ther education and employment. This assess-
mertt may include or consist of only formal test-
ing, but local school districts are permitted to
adminster nonformal methods of asséssmept.

The instructional objectives for the Basﬁxr

* Learning Skills Pfogram were mltlarerttén

by the Dn ision of Elementary Education wi

the Department of Education: They ‘were then\

validated by public school district personnel
and representatives of pastitutes of higher learn-
ing and were finally a{;proved by the Board of
Educatxon in 1977. The primary objectives for
the three skill areas are displayed in Table 4.
(The itate has also identified enablmg objec-
tives Ahich further define, at the appropriate,
grade level, each of the ob]ecmeshsted in the
table )

\of

JIn-addition to the graduation competency and
basic learning skills tests, each school district
must administer normative tests annually to
grioups of ‘students selected by the Department
of Education, These tests must be' developed
(or selected) and scoréd by the Department. Cur-
r ntl}, Science Research Associates tests are

eing administered to evety student at grade
evels 4, 8, and 11., . .

. .

Massachusetts Cr

Mmlmum competenr,y testing in Massachu-,
setts was mandated in late 1978 by the State
Board of Education in the form of a basic skills
improvement program. The main purpose of the
program is to aid students in achlevmg mastery
certam basic skills before graduation from

hool Graduation is not, however, contin-

0ent n passing the basio skills test. Diag-
sis an Q@O\; -upof learning problems, con-
stltu the maj ~emphases of the i)rogram and

~

local district in¢olvement and rezponsmlll,ty in
the program implementation an malr\he\n\ance
.is high. / . .

\

v

( Read/rg Grades
Vocabulary meaning Pre-number

Literal comprehension -

Inferenttal comprehension

Study skills

. hl -
ST ) Non-geonie

Numeration

. Table 2
Skill Areas Tested by the Michigan Educational Assessment Program-

Mathematics, Grade 4 -

Whole-number addition and .
” . WhoTe-numbe_ar,division

Ay
A '
- )

3

Mathemat/-cs.‘ Grade 7' |-
Numeration

" Whole*humber addifion and
subtraction N

; l&easurement Fractions
“ e ; - ' ?Decmals “
N R e , »Rafio and proportion .
- . N \’ " Meastrement -
oL ' . ° IR \ . Geometry . N ¢ - <.
. ' : ) _~" ~tAlgebra = : » T ‘
' '?’., ‘Metric ) - '
e ‘ : . v ‘
N — - — . -
S ~ . 193 T S
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| 13 ®etermine, perimeter and area ~— réctangle

The state 'I‘(,‘(}LIII‘Cb that student achievement
ot thinimum standdrds n 'tg'dduw. writing, lis-
tening. speaking. and mathematics be assessed
at least once dt each of three levels. early ele-
mefikry (g sradés K- 3). later elementary (grades
4-6). and secondary. (grades 7-12). The first test-
ing at the secondary level must occur no later
than the ninth grade. The State has developed
mandatory . Shill$ statements all five man-
dated skill areas at the secondary level and op-
tional tests in reading, writing, and mathemat-
ics at'the secondary level. a

s

., Table 3
graduatlon Competencies for
. Reading and- Mathematics

t

. - ' -
Reading Skills . ’
1 The student wnll\cate specific information .
contained in printed matenals.
2. The student will read anddemonstrate an un-
derstanding of written matenials.

Mathematics Skills ‘.

1. Read and write numerals . .
2 Compare numencal values .

3. Add. subtract, and multiply whole numbers'’
4. Add, subtract, and. multiply decimal fractions
5 Multiply simple fractions . o’
6. Express percents as decimals T
7. Express fractions as decimals

8. Find a givexpercént of a number © .
9 Draw conclusions from graphs
10 Determine distance from a map |
11 Read fax, interest, and insurance tables .
12. Know concept of parallelism and parts of

-circles ‘ -

<14 Know measurement)unlts determme elapsed

time. . ‘
15 .Solve ‘practical problems in personal finance
- : \
° e - .
1 . ? . N ~ . e
% .

Source” General Assembly Bf Virgima Standards of
, . Qualtty for Public'Schools in Virginia. Enacted 1978
> for the 1978-80 biennium, p. 16

A ' 4

»

. .

Secondary  goals of the program include
(1) the establishment of .clear standards of
achievement, evaluation, and reporting to the
public and (2) the expectation, that individual
distticts will take a careful lookeat their current
instruttional practices in light of these stan-
dards, sinces régular ifstructional programs
should ensure student’ mastery of basic” skills.
Speutu, purposes of the program, then. include

» early diagnosis of student learning problems

curriculum modification as necessary to ensure
learning of basic skills, and rcportlnU test re--
sults to the public.

Initially, basic life skills were the focus of
concern. but as investigation progressed. thys
focus broadened to include an emphasis on ba-
sic académic¢ skills. The five competency areas,

‘mandated — reading, mathematics. writing, lis-
 teming.-and speaking — reflect the current mix-

ture of emphasis on academic and life skills and

‘were determined following public hearings and

a public survey conducted by an outside agency.
The Advisory Committee on Basic Skills Im-
provemen( (formerly called the.Advisory Com-
mittee on High School Grgduation) then made,
recommehdations to the State Department of
Edugation.and Board of Education: these recom-
mendatioris were approved. . ¢

In order to develop sp(‘m( Skl“ statements
. defining each broad competency area at the see-
ondary tevel, the Advisory C(’)mmlttce request-
ed the establishment of tivo task forces — one to

s
-focus on mathematics and one on communica-

tions.- Members of each task force were teachers

* who were content specidlists in the appropriate

field, bilingual educators, guidance Counselors,
school administrators. and representatives of
special projects and affiliated associations. The
Communicatidns Task.I'drce was further divid-
ed into threé committees — one committes Ton
reading, one for writing. and one for listening
and speaking.

“The tagk forces din eloped skills Statements dt
thé secondary level. which were &ubsequently .
approved by the Depdrlment and adopted by the
Board. Table 5 presents the subskills thgt were

- defined for each eompetericy arca. For the com-

plete fext of the objectives listed under, each
subskill, see the cmulatlonb (Massachusetts De-*

partment of Education. 797()) - .
7 e ® =
- R '
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C . ) Table 4° o ‘ '

Mmlmum Statew1de Educational’ Objectives for. the Basic Learning Skrlls Program

t - Readmg, Compumcatlons, Mathematlcs (Grades K-6) >

v
N

The student w‘JI identify words encounteréd in written or org| form.
The student will use structural analysis and context clues to identify words -
The student will identify antonyms, synonyms homonyms and homographs and demonstrate a,

knowledge of therr meanings. c - . .

WO NOOO A

. The student will identify the main jdea in a readrng/electron
. The student will arrange events n sequence from a reading selection.

Th& student will classifysitems or events. a . ",
* 7. The student will predict outcomes from a readrng selection - ) .
. The student will locate and venify factual tnformation on who what, when, where orwhy in a readrng
-selection ’ o
9. Thé student will distinguish fact, fiction. and opinion In & readrng selection

10. The student will determine causg-and-effect relationships . - s
11. Fhe student will determine the meaning of words from context clues . A

12. The student will follow oral pr written directions v A £

13. The student will locate ipformation. ‘ " ) oW

14. Thes studemt will' organize infQrmation.

Commumgptlons e ' .
1. The student will comprehend marn |dea( s) and specific detal(s) of an oral communication
2. The student will comprehend that the meaning of an oral communncatron 1S |nf|uenced by many

factors. * .

- 8. The student will usé correct and appropriate Ianguage

4 The student will speak effectlvely in a variety of situations. ,
5 The student will write legrbly and correctly to convey information andvdeas

Mathematits

’

. hat
1. The student wilt jdentify the place value of each d|g|t In a ten-digit numeral

2. The student will deptify the relatlonshlp between two Six- digit numerats as greater than, less than or’

equal to. . 1
3. The student will add two -five-digit numerals wuh«regrouprng ) . .
4. The student will subtract a five-digit numeral from a greater five-digit numeral with regrouping,
5. The student will multiply a three- -digjt numeral by a.two-digit numeral with regrouping
6. The student will divide a four- -digit numeral by a two-digit numeral with a rgmainder
7 The student will |dent|fy the relationship between two fractrons;(halves thirds, fourths) as greater
© than, less than, or equalto. . ; .
8. The student will add and subtract fractions and mixed numbers. '
9. The student will identify the place vajue of each digit in a decimal fraction, through* thousandths
10. The student will add and subtract decimat fractions, through thousandths
11. The student will multiply and divide decimal fractions, through tiiousandths, by a one-digit numeral
12. The student will demonstrate competency In measurément, usmg metrrc and customary units of
measurement. - °
13. The student will demonstrate an understandrng of geometric shapes and their properties
14, The student will interpret ling' graphs, tabtes, and‘eharts .

~

Source General Assembly of Virginia. Standards bf Quallty for Dbhc Sthools in Vlrglnla! Enacted 1976 for the

1976-78 brennrum pp. 19 20.

.
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Table ‘ .
Subskllls Defined for Each Competency Area at the Secondary Level
’ [ ] N ’
Reading _ ' ' ‘
1. Basic word meaning - ) 4 Evaluative comprehension . . .
- 2 Literal comprehension 3 . 5. Locating information ) ¢
¢ - 3. Interpretive ggmprehension ~
. Writing ~ ¢ co T y . ) .o
, Given the opportunity to use a dictionary, students, through theis own writing samples, will demonstrate. . |
, * 1 Knowledge of the subject’ ‘ 8. Correct spelling o a )
, * 2. Clear and consistent purpose, 9 Legible handwriting l
. 3 Organization 10. Complete senténces .
4 An awareness of the intended’ reader 11 Standard use of nouns, pronouns, verbs,
. 5-Precise word choices o adjectives, and adverbs (
) 6 Fulfilment of the purpose ) 12. Agreement of subjecsand verb
7 Correct capttahzatson and punctuation \ -,
.- 'Listening ' - ‘ . ‘
1-Basic listening skilis © \ : . :
2. Understanding what you hear . A : ) - :
3. Using whatyou hear hd : ‘ '
- . . N ’
‘ . Speaking . : \ .
1 Basic oral communication skiljs . ! , ..
2 Planning, developing, and stating spoken messages ' . i
3 Common uses of spoken messages \ / - .
.-Mathematics - ) VoL "\ ’
/ 1 Number and numeration concepts ) 4 Measurefent and geometry . 2!’
. 2. Arithmetic computation ° 5. Graphs and tables '3 _
3. Estimation and approximation 6. Pre?ctuon of events and stafistiés
’ ) RN . ,
- ' . ,J!
Source Massachusetts Department of Educatuon Basic Skills /mprovement Policy and Regulanons Boston, Mas-
sachusetts. Alfred C Holland, State Purchasing Agent 1979, pp 36\ . %
\s
. 2 . b V \\ -
New York ) . diploma. Second a passmg score in an end-of-
. The state of \Ieu York's minimum compe- course Regents examination in eleventh- grade
tency testing program formerly comprlsedﬂ six English or inyany high school mathematics
. separate components, each using different sets course may be substituted for the related Re-
of tests. However. the program was revised gents. competencv test. Third, a satisfactory
to include only five components after January score on one or fwo standardized college admis-
1981. First. a new set of.Regents competency sion examinations in the appropriate subject
-8 tests in readingy comprehénsion, -writifg, and area may be substituted for the correspondmg 'Y
_ mathematics has been developed for adminis- ". Regents competency test. Fourth, the :‘basic
tration in high school, these tgsts are now being competency tests” in reading, writing, mathe-
phased in and will serve as both the core of New matics, science, and social studies, which were

York’s minimum competency testing program developed in the®early 1970s, had been used as a
, and a pagtial reqyirement for a high- school partial requirement for a high schoo! diploma
(S . R . o . . N LR - , T
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Table 6

-

¥

Specmc Competencnes in Three Content Areas Requnred for High School Graduation

.

Readlﬁg Comprehension .
Students will be able to demonstrate a sansfactory level of readmg comprehension by selectlng word's for

Insertion mto\‘a prose passage, thereby showing their

’

1 Undérstanding of the meaning within individual sentefices
2. Ability to derive meanind from connected prose text

-

s ar

Writing . . A

°

Students will be able to demonstrate\a satlsfactor«y level of Ianguage skills by writing

1 A business letter
2. A report based upon data* supphed

3. A statement of about 200 words designed to persuade a specific audience

involving

Mathematics . .
Students will be able to demons\rate a satisfactory |

-

»

‘é\/el of mathematics skills by answering questions

1. Integers
2. Rational numbers
3 Graphing .
4.Geometric figures ¢
5. Ratio, proportion, and percent
6. Prabability and stafistics

7 Consung and job-related mathermatics

JIng. Remedial /nsl‘ruct/on and High Schoo/ Credentials.

]
-

y R -

Y

: Source New York State Department of Education. The Regents Competency Testing Program Compe{ency Test-

Albany, New York 1979, pp 9-10

Y ‘

but wese phased out entirely in 1981. Early iden-.
tificat‘i}(s)} of pupils who appear to need remedia-
tion.in order-to successfully pass the Regents
competency ®tests has been designed into the
testing program. Fifth, Rupil Evaluation Pro-
grani (PEP) tests are administered to all students
in grades 3 -and 6 with.an optjonal additional
admlmstratnon in grade 9: these tests are
designed to measure reading and mathematics
skills and to provide diagnostic information
.about elementary sthool studénts. Sixth, in
readmg comprehension and writing, prelimi:
nary Regents competency tests which are m-

" been develope‘d. Students ir grades 8 and 9

-. The basic philosophical position of New

o 1mp0rtant responsxbllmes of the elementary and.
secondary schools is .

must be administered these tests for diagnostic
-~ purposes, if they have not met the state-speci-
fied performance on the PEP tests in sixth grade
‘or on a nationally standardiZed achlevement
test in grades 8 or 9.

York’s Board of Regents.is that “one of the most

. teaching young people
to read with Comprehensxon to write effectively,
and to make proper use of mathematical con-
cepts and operatigns” (New York State Depart-—
ment of Education, 1979, p. 1). This phllosophy

‘parable to Regents competency tests have also

a

LI »
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. pervades-all of the work associated with the
dexelopment of the new Regents .competency

. gram with existing testing and examination
components.

9

The specific goals of New York s overaltﬁmml- .
mum competency- testing program are twofold:
“to assure the early identification of-students
who need spacial help in developing ... skills”
and “to assure that students have acqu1red Aan

L. adequate competence in these skills before re-
ceiving a high scheol diploma’ (New York State
Department of Education, 1979, p. 1). The new
preliminary Regents competjncy tests and the
existing PEP tests represent approaches tg the

- diagnostic goal, while the new Regents compe-‘

* < “tency lests themselves represent the majar ap-

3, pro Sh to the goal of proficiency required for a
high/schdol d1ploma

Table 6 1ndlcates the specific competencies
‘in threé content areas required for graduation.
These comp‘etenCLes are assessed by the new
Regents competency tests.

N

Summary

It has-been the intent.of this\paper to point
- out differences and similarities in a small sam-
. ple of existing or.developing state programs and
to provide spécific examples from the stafes sé-
lected of what has been and is being accom-
2 plished in the area of basic skills/minimum
' . competency téstings This] together with back-
ground information regarding the development
of these programs, has been presented in order
to give some impression of the broad range of

‘available options in this field.

/ .
¢ / 4
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'Lite;'éicy iS'R_isihg, But So Is Demaénd for- Literacy
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> " - John R. Bormuth TR
Department of Education and Behuavioral ‘Sciences .

’ * University of Chicago_ | me
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_ the past. Those reports have contributed in §ome communities to a cnisis, attitude in basic skills planning in this
pap@ér John Bormuth summarizes his anglysis of several.apparently discouraging studies of levels of iteracy He
concludes that there 1s no ewdence for a dechne n hiteracy. In fact, therexss evidence that fiteracy irr the total
population is nsing. Bbrmuth s‘uggests' that there 1s no reason for pan/c an¥ that gnéhpts at quick changes in
schools, espécrally an-empRasis on simpler skilis, may be counterprodugtive He also syggests ‘that literacy iIs

PR . . > . - . . * " .
Editors Note Reports in the public medzZ have indicated that studenls are not learning as well as students did in

increasingly important for success i our soc1et'){ and that we mus} use greatér care in assessmeat of literac y and

provide for long-term, close attention to /r?;proWn/Q} Iiteracy nstruction dor all students

- ° . ’~ .

. . . . .
People are confused about the nation’s,level
of literacy, and with good redson. Daily, the
r_lews_me"d‘i'a report expert opinions and test
scores claifning that the literacy levels of youth

in our cobuntry are falling, that adylt illiterscy

is rampant; and that electroni¢’media are mak-
ing the written*word obsoléte, Yet, the fact that
people can observe that we are making more
use of our literacy for more important purposes
‘tham ever beforg prould seem to suggest just
“the opposite. What should be done? Should we
beat down the. schoolhouse door, throw out the
teachers and the books, and mount massive
adult ljteracy programs? Or should we send up
a great cheer and announce that the war is won?

Neither. As we shall see, people’s own ,obser'-‘:

vations, and not those of the experts, are the best
indicator of the state of our nation’s level of lit-
eracy. In fact, the level is generally high, and
literacy is a groyvineg force ,in ouy economy. But
there is a true cause for alarm. It is clear that

thd experts do not know how to define literacy, . .

“or how to assess it, an
oy

PR}

they have not known

— ‘;2{-)‘4.

»

d ,'..' ¢ . . , ~y ).
{ . .
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where literacy has been.headed. They have not . -.-

even been asking the right questions! Instead of,
asking, How iterate are we? they should first
have asked, How do we find out how literate we
are? Only then can they address the questions, °
How literate should we be? and, How can we

" best reach that level of literacy?

This brief essay cannot answer these, ques-'

tjons. But we will -try to show that they are' the

primary issues in literacy policy: First, we,will
identify major flaws in the literacy assessment
studigh reported in the news. Next, we will%ex-
amine strong economic trends showing that lit-
eracy is an increasingly important force in our
country's economy. Theése discussions will lead
to our‘conclusion that the demand for h¥gher
levels of literaey is‘increasing ahd spreading to
a broader segment of the éopulatio‘n. v oo

. . gy‘ ,
News Reports of-Litéracy Assessments -

_Literacy assessment is not a‘nh-organized
science. It has fieither a group of scholars dedi-
cated to its study nor a,journal where those

-~
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studies are sy stematrca]lx reviewed and report-

ed Instead. the studies are described in unpub-

lished technical reports and publicized in the
form of brief news releases. Since, the press has
little interest in publishing positive resplts and,
“little knowledge or sophistication in researc}"l

~ LT . /' -Q' ./'

=1

. people’s own observations, and not -
those of the experts, are the best indicator -
of the state of our-nation’s level of Ilteracy
In fact, the level is generally high, and
I:teracy ls a growmg forcein our economy

v . ‘

o c——

6 ll . \‘ - : ’
rﬁet}%ods the¢ public-hears only the darkest re-

- sults and none of the qualrflcatrons that mod-
erateahd .even reftte those conc]usrons

Literacy of youth:. Frrst cqnsrder the clarms
e literacy of youth*

re-usually basgd on
. »studies of ‘the scores that students have made*
Sn. one ‘of the cqmmercial reading tests used .
The.people whd conduct

" these studies usually ge one of these tests to e
rn some years
ethe same,test to studen s at the same.
age or “grade level whe are now enrolled in the
safe schools: Farr, Tuinman, and Rowls {19743
and Hatnishfeger and ere) (1975) searched out

reported in‘the press th
is falling. Such clairps

outinely’ by schools

group of der;ts and then

* laterto give

¢

of students but also to insute that \‘er\'simi]ar

groups of students are given the tests. Tp claim
that reading skills ha.xe fallen over time, both of
these’ condmons must be metz b 1s not dﬁfrcu]t
to meet the first condition, but the second con-
dition is m,arl} 1mpossrbre to meet. Schoof pop-
tilations chiange &onstantly as a fesult both of

K3
 shifts in government policies and%f changes in

the kinds of families-who have chlldren attend-

. ing the &hool

One Mistorical !hange in.government pohcy
.alone could have resuited in the appearance of
falling veading/scores. even thoug,h the readmg
skills of vouth were actually contmumgon their

previgus upward trend. During the early part ° ("'

of the 1960s, schools mounted viporous cam-
paigns to prevent stydents from dropping oufof

.of this policy thange. which is.shown in panel

v A of Figure 1. was reported in the Digest. of Eda-

. these s‘udvres "and reviewed-all thdt theys could.

find. Their COncJusmras (whlch appeared in the
news).were that the average scores for all stu-
% dents rose steadily until 1965. Thereafter, the
, averages of efementaty students contmued to "

‘rise but ‘at a slower rate; the aver‘ages of j 1umof-r

high SChool students leve‘Ied off or dropped
. and the avera.ces of high school stu- .
dents began a«slow but definite decline. What
the news did not report was that the reviewers
found soxny serious flaws in these studies

in "their own

. sll

.that they®™placed

little ‘faith
conclusions. .

¥

The list of flaws in literacy assessment is too
ong and complicated to giut here. But at least

the most ser#us and consistent flaw should be .

described. In order to doimpare the reading skills
of two groupg bf students, researchers have not
"o only to-admin{ster Mme test to both groups

‘EKC - .

ull Toxt Provid

fod by ERIC

been continuing on their upward trend throvg’h-.

Cotron’\l\Stotrs(rcs (1962- ). which is published
by the Department of Educatian. Over ten years,
the dropout\rate was cut to about a fourth of its,
former level.

€

*
In additjon, thls partlcular policy produced

j,

J

, school before they g.,raduategi The direct result :

‘o

&

at-least two iridirect résilts. It began to lower - «
the average 1Q sqores of the students who were *

enrolled’in schools. A study by. the Bureau of °
L:abor- Statistics (4960) showed that the*former
dropouts gefierally had much lower 1Qs thari-
the s't,udents who'had been staying in schools.
.These.figures are shown in panel B: qf Figure 1.

“There is a high. correlatlon between students’
IQs and their ability to'learn reading skills.
- Therefore, it may safely be, assumed that the sec- .
~ ond indirect effect would be a dé€rease in read-
ing-scores like the one researchers reported
Bince only a few elementary school students
have droppbd out of sc‘flool in the past,-the re-
- turn of these, students to school’ would be e-

"pected to produce a relativély, small decrease in ,

gains on readmg tests. THis was s what research-
.ers found had happened Next, since the drop-

those average scores would be gxpected toleve
" off more or decline a bit, just as;they, did. An

since the dropopt rate is hrghest in the high
schools, those.averages wpuld be expected to

out rate rlses ‘at the juniog h1gh schoo] ]eve;lf/

show.a definite d&cline, just as they did. Thus,"

the reading skills of all youth may actually hate

4
)

3
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out thls per10d when the average test s;:ores .

were declinipg.

Now this doeslnot prove that readlng ‘skills

" of youth did in fact continue on their previous

upward frend. (It shows clearly the danger of

comparing dissimilar groups.) The available

studies, in fact. do not tell us what actually hap-

pened to the readlng skills.of youth during thls
period of time.

: »

r*

Literacy of Young Adults, The press is also
fond of reports that the literacy of college stu-

derits and recent c’raduates is declining Some of |

these ‘reports are based on students’ scores on
college’entrance examinations, while others are
based on the statements of professors and’ em-

nes)\There i§ little reason to doubt that the
rage performagce of college students and re-
ent graduates ha$_fallen. But, once again the

bra umgldo not% read and write as well as eart

" .(observers are trylﬁg to compare.groups that

ave changed in composmon

irst, consider the college examlners and

loyers who complain that students and recent.

.

ibrlghtest high school graduates. In 1946, only

‘this period.

" professors. Thirty years ago. they saw only the

13 percent of the 18-24 vear olds were enrolled
in college, according to the Dwe.sl’c){ Educationx ’

" al Statistics (Department.of Health. Education,

and Welfare, 1962- ).’So the professors and ex-
aminers were then dealing almost entirely with
the academic elite. However, the percentage’of
vouth enrolled in college rose rapldlv over the
next generatlon reaching .34 per‘cont by 1974.
The professors were by then se#ag more stu-
dents with onlv modest intellectual abilities.
And the performance of these students was
probably below the standards set by earlier.
generally more able groups of students. But that
did not indicate ghat the literacy of all young
adults was falling. Yo the contrary, many more
voung adults. wgre now receiving much more.
education thandefore. So the literacy of yvoung
adults mayv in fatt have surged up)\jard during

Much the samg kind of thing happened to
employers. They farely if ever complaln about
the literacy of skNled and unskilled laborers.

- @ R . . \-
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Figure 1. Percent of Students Dropping Out of School from 1962-1972
- and Average 1Q’s of Dropouts and Graduates ‘ i
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Instead. thev speak of the reading and writing

skills of white-collar workers 'whose jobs de-
pend heavily on those skills. In 1946. according
to the Statistical . \bst‘mrts of the United States
(Bureau -of the Census, Annually). less than
36 percent of the labpr force was employed in
white-collar occupations. Durmo the ,next few
decades. the nation’s standard of liv LAg rose rap-
idlv. caused largely by the- fact that industries
emploved increasingly advanced tethnology
and grew largf? enough to enjov more of the
economies 8t production that come with size.
This growth and increase in complexity meant
that increasing numbers of people had to be
hired in" managerial. professiopal.
and clerical roles By 1974. the number of white-

collar workers had risen to 48 percent of «the,
. labor force. . -

% .
"To fill that many jobs. emplovers had to hire

.more people with lesser intellectual abilities

than many of the bright peoplg.vho had easilv
gotten those jobs in the past. So. like col-
lege professors and examiners. when emplovers
complain about literacv skills. thev are. not
reporting on the literacy trends of all voung
adults. Rather. they are telling us that when thev
have to hire more peoplée who did not learn to
read and write well in school. these people also
do not read and write well at work. That4nay, in
#elf. qualify asalarming news. But it does not
mean that the literacy of all voung adults is
falling.

a
¢

People are literate when they can
exchange as much information as they
want or need using the writtertword. So
their literacy can bé measured directly only
by testmg their ability to comprehend °
materials that they actually need to read i in
their day-to-day lives or matenals they
wantto read

The most serious faults in the studies de-
scribed up to this point stem from the fact that
thev did not measure literacy itself. People are
literate when they can exchange as much infor-
mation as.they want or need using the written

word So their literacy can be measured directly .
o “nlv by testing their ability to comprehend ma-

- v

\\‘

technical.

0

terials that they actuallv need to read in their
day -to-day lives or mategials they want to read.”

Unstead of measuring literacy. directly using
tests that have stidgnts reading many different »

but relevant materials. many of these.studies
tried to measyre literacy indirectly using péo-
ple’s scores on some single test obtheir reading
skills. A reader’s score on one of these compre-
hension tests directy measures only his or her
literacy \ ith respect to the particular matenal
tested. '-;,.

People’g_literacv can be inferred using thelr
scores on aNest of reading and writing skllls
But dqing so with accuracy requires other eviz
dence. such as kgow

the test needs to read in daily life. It is p0351ble
that reatling scores cou,li' go up and literacy lev-
els still fall if the atendlq encountered in day-
to-dav living. pdrticularly at work. were more
demanding thdn the material on the tests. At
present. we have no data on the possible in-
crease or decrease in the demands of reading
material over time.

Once again. nothing that was said here proves
that people’s literacy is rising. falling. or stable.
What it does show is that the stédies described
“up to this point provide very weak and possibly

. miisleading evidence about the trend of literacvy

among vouth™nd voung adults.
n

theracy of Adults’ For almost two centuries.

* the Bureat, of the Census has counted the adults

in this nation who say that they are illiterate.
_According to the Bureau of the Census (1975),
“the number of illiteraje adults has steadily de-
clined. until it now stands near 1 percent of the .
population. Recently. the news media have re-
ported a number of studies that tested adults’
mastery of such useful reading tasks as the

. ability to comprehend forms and directions on

packages (Harris and Associates, 1970:. Murphy,
1973, 1975: Northcutt, 1975). Those adults were
counted as being illiterate who failed to answer
as many questions as the researchers thought
they should. Illiteracy rates of. 10-20 percent
were reported for all adults, and illiteracy rates

of 5-11 percent were reported for college gradu- .

ates and professional and managerial workers.

The most serious flaw in these studies was
that researchers could offer no explanations for -

S,

oeof the level of diffi-:.
culty of the materials which the person taking *
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why they set the c&-off scores so high. Donald

_Fisher (1978, 1979) deubted that any college

graduate or managerjal’ or professional worker
was illiterate. So he used the “illiteracy rates” of
these groups as an estimate of how mugh too
high the cut-off scores were for the total popula-
tion of adults. When he recalculated the rates
given in the studies to remove this bias, the illit-
eracy rates for all adults fel] to 17 percent. Thert
he noted that most of the errors had been made
on a small number of questions. When he sys-
tematically examined some #f these, he found
that most of the errors were caused by failure to
comprehend the questions being asked rather
than by. failure to comprehend the materials that

" were supposedly being tested.

Thus, it"seems probable that the adult illit-

eracy rate is about 1 percent, as the Bureau of
- the Census saysx‘_is. and that it is found almost

entirely among the blind. the severely mentally
retarded, the very old, and non-English-speak-
ing immigrants. But this does not prove that the
litefacy level is stable or rising. As most people
use the term, to be-illiterate means to have a
useless level of ability to use the written word.
But to be literate does not mean simply to have a
next-tosuseless level of ability to read and write.
There are many levels of literacy; for example,
there is a broad, gray region of “subliteracy”
which -separates the illiterate from the literate.
There are also, of course, many higher levels of
literacy.

In the final ‘analysis, the test data can neither
support-gor" refute propositions that the level of
literacy~in our nation is high or low, rising or
fallmg_ﬂlns analysis of studies which report
test results does appear to refute the claim that
adult illiteracy is rampant, however. It.also sug-
gests that literacy testing and literacy assess*
ment are primitive arts. The studies discussed
ignored critical factors, and the results reported
have confused and misled even the experts and

the best informdg policy makers. -

Economic Indications of Literacy

Fortundely, people have not had to rely en-
tirely on reports based on literacy tests. When
they see people readigg, they are seeing the evi-
dence of literacy itself. And when they see ma-

Q terlals being manufactured and distributed and

I

students being taught to read and write, they are
seeing the activities needed to make that-liter-

acy possible. -
[

Literacy has often been. made to seem .eco-
nomically unimportant. It. is described as an
educational concern, asan aesthetic endeavor,
as a matter of social equ1t5 or as a necessity
of democratic government. Clearly literacy is
far more than any or all of these things —. it
plays a vital role in, our economy, to8, Infornta-
tion is our most important resource. Advances

in technology and increases in the complex-

ity of community organization have made the
communication of that information a larger and
more infportant task. Though other media have
provided some help. the writte word has car-
ried a large. 1mp0rtant and rapidly mcreas—
ing load. ‘

The author of this paper published a study
(1978) that attempted to gather a comprehensive
set of economic data related to literacy. It
covered selected years from 1947 through 1972.
(The years considered were those for which
reasonably completé data were ‘available — the
years in which the Census of Manufacturers was
conducted by the Bureau of the Census.) When-
ever possible, the study examined measures of
actual events and objects, such as time spent
reading and writing on the job or the number
of books published. Then, to provide a’compre-
hensive view of the trend of activities related to
literacy, expenditures for all of these variables
were totaled. To ensure that those trends were
real, all data were expressed in dollars on a per
person basis, and the 'dollar figures were cor-
rected for inflation by converting them to 1976
dollars. -

The dollar amounts are summarized in Table
1. The first three lines show the amounts spent
for activities and‘materials related to literacy,
and the fourth line shows*the amounts spent for
reading and writing on the job. The fifth line
shqws the totals of these expgnditures, and the
last two lines express the amounts on a per per-
son basis and as a percentage of the gross na-
tional product (GNP), a measure of the value of

.the goods and services that the nation produces
during a given year. The column at the far right

> shows the rate of increase of the figures in each

row. (Rates are annually compounded, to be

conservatlve} Note that every category of exzs

e ]
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N Table 1
Expenditures Related to Literacy* -
Amounts by Year (in billions of dollars)
- o : Annual
Item 1947 1954 {° 1958 1963 1967 1972 percentage
T increase
) . : A
Materials and supplies 10.1° 114 12.6 15.0 18.0 20.0 28 .
Distribution of nraterials 3.7 4.3 48" 7.2 8.8 1.4 . 46
Instruction in literacy skills 49 9.6 12,5 16.5 221 28.2 7.2 2
. Reading and writing‘at work 1197 148.4 174.2 213.0 289.7 347.4 4.4
Total 138.4 1737 204.1 2517 338.6 407.0 4.4
- . '
Dollars per person 961 1070 1172 1330  1704. 1949 © 29
Percent of the GNP 21 22 24 294 26 26 1.0
*All figures are corrected for inflation by conversion to 1976 dollars.
» ) :
F 4

8

penditure grew faster than the population
(which increased at an annual rate of 1.5 percent
during this period), faster than the gross nation-

al product, and’even_faster than inflation.

Q

| LR

-

To a large extent, the increase in mate-
rials and supplies.was due to a rise in the num-
ber of books sold (from 6.8 to 8.6 per person),
and to a rise in the number of newspaper pages
published daily {from 13 to 20 per person).
No™ record seems ta have been kept of the

numbers of periodicals and other publications -

published throughout this period or of the num-
bers of pencils, sheets of writing paper, or other
supplies sold. However, it could be determined
that the total expenditures for these items rose
from $26 to $33 per person. Also, no accounting
could be made, for the number of typewriters,
copy machines, computers, and similar equip-
ment. However, observation indicates that ex-
penditures for them grew at much faster rates
than expenditures for the items that were ac-

counted for. g

Expenditures for distributjng materials rose
at an annual rate of 4.6 percent, from $3.7 bil-
lion in 1947 to $11.4 billion in 1972. This was
partially dfie to a 60 percent increase in the total
Jumber of public libraries, whose overall col-

lections tripled and whese circulations rose
from 2.5 to 4.4 items per person annually. The
rise in distribution figures was also influenced
by thefact that mail delivered rose from 297 to
418 pieces per person annually and that expen-
ditures for telegraphy rose from $4.48 to $5.16
per person. These figures do not account for the
growth in the number and sizes of private and
industrial libraries or for the increase in the
amount of information distributed in the form
of printing on packages (or for the many other
means of distributing printed information). But,
once again, it seems likely that expenditures for
the activities not accounted for were growjng at
least as fast as those th& could be accounted for.

Estimated expenditures for instruction in lit-
eracy skills rose from $4.9 to $28.2 billion, at the
astounding annual rate of 7.2 percent. Much of
this rise was a response to the baby boom, some
was a result of the rise iia the days of instruction
per year from 137 to 157 days per student, and
some occurred because of an increase in the
number of teachers per student:

The largest item among the four categories
was for reading and writing at work (calculated
frotmwages paid for such work). Growth in this
category was caused by an increase in the size of

ol ) - -
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the whlte collar work force, whlch grew from 37
to 48 percent of the total work force in the pe-

riod 1947-1972. In 1971, reading and writing
consuimed“141 minutes, or 29 percent, of the

average employed person’s work day (Sharon,

1972). Over the whole period studied, the esti-

mated expenditures rose from about $120 bil-
lion to over $347 billion. No formal effort was
made to set @ value on the time that people
spend Teading ‘and writing outside of work.
However, rising expenditures for books, maga-

zines, and newspapers make it seem llkely that
any such estimates would have kept pace with

those for reading and writing at work. ,
When the expenditures for these four categg?

ries were totaled, those tot&jls rose from $138.4-

billion to $407 billion, at an annual rate of 4.4

. percent. Total expenditures per person for these

literacy-related activities rose from $961 to
$1,949, at an annual rate of 2.9 percent. And
total expenditures for literacy rose faster than
the gross national product, rising from 21 to

26 percent of th&glgure

These totals do not include expenditures for
many other items relevant to tret#ds in literacy,
some of which were too complex to be included.
But the items omjtted would have increased the
totals shown anfl would prpbably have grown as
fast or faster than the items that have been dis-
cussed here. :

Conclusions

The- first conclusion that.can be drawn from
these figures is that literacy is very important

in our society. By 1972, the total expenditure

for literacy-related items and activities reached
$407 billion, over one fourth of the gross na-

tional product, 1.13 times the size 'of all federal -

expend itures, over twice the size of the defense
budget, and 5.8 times the total the nation spent
for new and used cars during that year. These

_data make _it clear that literacy has become a

major economic force-in this country.

Second, in view of the higher percentage of
students staying in school and the higher per-
centage of workers in white-collar jobs, creating

a demand for higher levels of literacy over a’

broader portion of the population, the level of
literacy of the population as a whole may very
‘well be rising. Analyses of the test data certainly

o CRuT
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do ot indicate,that a panic over illiteracy is
justified., ' .

Third, people want to be llgerate not merely
more literate than they were “before. To most
people, being literate means to be able to com-
prehend or, write competently materials that
they realistically want qr need to read or, write.
Having -less ability than that forces them and
society to forgo important opportumtles Be-
cause the media usually report scores on 0 read-
ing tests as indicators of literacy, they tend

.to, focus on reading skills with no attention to

the difficulty of the material people want or
need to read. N

Fourth, studies on literacy should first ask
how we ought to go about finding aut .if a
person is literate. Thereafter, the issue is not
whether people are growing more or less litert
ate. The central issues are whether people are as

- literate as they need to be and how to identify

the best coutse of action for making and keeping
them this literate..

Clearly, our bed and board depend heavily on
'how well we can use the written worq, Tests
may not yet be able to tell us whether we can
use it as well as we should. But economic data
give us important parts of the answer. People are
making more use of literacy for nore important
purposes. They ceuld not be doing this unless
schools had been steadily raising 'more people
to steadily higher levels of literacy. But is:
that enough? The trend is-pointing steeply up-
ward into a future where even.more people must
reach even higher levels of literacy. To arrive at’
that future, schools will need a lot of help. It

.. will not be enough merely to provide more of

the same instruction as before. The instruction
will have te become even more productive. The
papers in this handbook are efforts to achieve

_ that product1v1ty

-
N
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