Pilot Projects in Beginning and Remedial Reading

I.  Statement of Problem

Reading Achievement

According to Chard and Osborn (1999), the goals of reading instruction are that children read with confidence and comprehension, and come to find reading a source of knowledge and pleasure.  However, these goals are achieved in only a minority of students, as shown by national, state, and district data.   Data presented below focus at national, state, and local levels; on aggregates and subgroups; on short-term and long-term achievement; on different years; and on different measures.  In general, the data reveal the same patterns, as shown.

A Sample of National Data
Data on several different achievement variables are presented below.  Following are statistics compiled by Haycock (2001).

“In 1999, by the end of high school 

· Only 1 in 50 Latinos and 1 in 100 African American 17-year-olds can read and gain information from specialized text—such as the science section in the newspaper (compared to about 1 in 12 whites), and

· Fewer than one-quarter of Latinos and one-fifth of African Americans can read the complicated but less specialized text that more than half of white students can read.

“The same patterns hold in math. 

· About 1 in 30 Latinos and 1 in 100 African Americans can comfortably do multistep problem solving and elementary algebra, compared to about 1 in 10 white students.

· Only 3 in 10 African American and 4 in 10 Latino 17-year-olds have mastered the usage and computation of fractions, commonly used percents, and averages, compared to 7 in 10 white students.

“By the end of high school, in fact, African American and Latino students have skills in both reading and mathematics that are the same as those of white students in 8th grade. Significant differences also persist in the rates at which different groups of students complete high school and in their postsecondary education experiences. 

· In the 18- to 24-year-old group, about 90 percent of whites and 94 percent of Asians have either completed high school or earned a GED. Among African Americans, the rate drops to 81 percent; among Latinos, 63 percent.

· Approximately 76 percent of white graduates and 86 percent of Asian graduates go directly to college, compared to 71 percent of African American and 71 percent of Latino graduates.

· Young African Americans are only about half as likely as white students to earn a bachelor's degree by age 29; young Latinos are only one-third as likely as whites to earn a college degree (see fig. 1).”

The table below shows several of the long-term outcomes of low achievement in schools; namely, decreasing chances of higher education.  
Figure 1. Highest Educational Attainment for Every 100 Kindergartners

	(Ages 15 to 29)  
	African Americans  
	Asians  
	Latinos  
	Whites  

	Graduate from high school  
	88  
	90  
	63  
	88  

	Complete at least some college  
	50  
	74  
	33  
	59  

	Obtain at least a bachelor's degree  
	16  
	51  
	10  
	28  

	Source: U.S. Census Bureau. (1998). Educational Attainment Detailed Tables, October CPS  


(Haycock, 2001).


Data from 2007 and are consistent with the above findings.  In particular,

1.  
Across all states and the District of Columbia, anywhere from 23 to 61% of ALL students in grade four scored at the “below basic” level in reading.  (http://nces.ed.gov/nationsreportcard/pdf/main2007/2007496_2.pdf).  

2.  
Reading achievement analyzed by “race.”

                    Grade 4 reading.  2007 National Assessment of Education Progress

                                  African American    White

          Below basic   54%                            23%

           Basic              32%
                 35%

           Proficient      14%                            42%

(Ed Trust.  http://www2.edtrust.org/NR/rdonlyres/D73F6FD3-EB01-4033-BC9B-0458746564B4/0/GreeneCountyCommunityForum_92809.pptx)


Data from The National Assessment of Educational Progress (NAEP) present a similar picture.

Grade 4 reading achievement-level percentages 

% Advanced                               7         7        8        8      8      8         8
% At or above proficient         29      31      31       31   33   33       34
% At or above basic                  59     64      63       64   67   67       67
                                                    2000 2002 2003 2005 2007 2009 2011


Consider.  After 5 years (at 180 school days per year), with an hour of reading instruction per day, or 900 hours of reading instruction, the following percentage of fourth graders are below the basic level.

% Below basic                            41     36      37       36   33   33       33   
Four additional years of reading instruction has little beneficial effect on reading achievement, as shown by data below for eighth grade.

Grade 8 reading achievement-level percentages
% Advanced                                            3       3        3        3       3      3
% At or above proficient                      33     32      31     31     32    34
% At or above basic                               75    74      73     74     75    76
                                                     2000 2002 2003 2005 2007 2009 2011

Note that the above data also tell us what percentage of 8th graders read below the basic level.

% Below basic                                         25     26     27      26     25    24
(National Center for Educational Statistics, 2011. 4-5)

Following are aggregate data analyzed by subgroups.  


Percentages and average reading scores for racial/ethnic groups in 2011

                   Grade 4                        Grade 8
                   Average Scale Score   Average Scale Score
White            231                            274
Black              205                            249
Hispanic        206                            252
[A scale score of 268 is considered advanced; 238 proficient; and 208 basic.]
(National Center for Educational Statistics, 2011. 7)

State Data: North Carolina

Data for North Carolina are similar to data for the nation.
Grade 4

               % Below Basic    Basic    Proficient   Advanced

                 32                     34            26                 9
Grade 8
                 26                      43            28                 3

(National Center for Educational Statistics.  4)

Below are data for North Carolina analyzed by race and ethnicity.  Achievement is rated by levels, defined as follows.

Achievement Level I 
Students performing at this level do not have sufficient mastery of knowledge and skills in this subject area to be successful at the next grade level. 

Achievement Level II 
Students performing at this level demonstrate inconsistent mastery of knowledge and skills in this subject area and are minimally prepared to be successful at the next grade level. 

Achievement Level III 
Students performing at this level consistently demonstrate mastery of grade-level subject matter and skills and are well prepared for the next grade level. 

Achievement Level IV 
Students performing at this level consistently perform in a superior manner clearly beyond that required to be proficient at grade-level work.  (http://www.dpi.state.nc.us/docs/accountability/testing/eog/pretest/pre3achievleveldesript.pdf) 
Performance Of Each Student Group On The Abcs End-Of-Grade Tests 

Reading:
	Percentage of Students at Level I


	[image: image1.png]



	All
	Male
	Female
	White
	Black
	Hispanic
	American
Indian
	Asian/
Pacific
Islander
	Multi-
Racial
	E.D.
	N.E.D.
	L.E.P.
	Migrant
Students
	Students
with
Disabilities

	2009 - 10
	11.0%
	12.7%
	9.2%
	5.7%
	18.4%
	19.1%
	16.6%
	9.1%
	9.2%
	17.0%
	<5%
	30.2%
	29.9%
	28.8%

	2008 - 09
	12.7%
	14.7%
	10.6%
	6.7%
	21.5%
	21.3%
	20.1%
	8.5%
	11.0%
	19.9%
	6.0%
	30.6%
	33.4%
	32.3%


	• E.D. = Economically Disadvantaged Students

	• N.E.D. = Not Economically Disadvantaged Students

	• L.E.P. = Limited English Proficient Students


	Percentage of Students at Level II
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	All
	Male
	Female
	White
	Black
	Hispanic
	American
Indian
	Asian/
Pacific
Islander
	Multi-
Racial
	E.D.
	N.E.D.
	L.E.P.
	Migrant
Students
	Students
with
Disabilities

	2009 - 10
	18.9%
	19.4%
	18.3%
	12.6%
	28.8%
	26.2%
	26.0%
	12.4%
	18.4%
	26.0%
	11.0%
	33.0%
	26.4%
	30.5%

	2008 - 09
	19.7%
	20.3%
	19.0%
	13.7%
	29.3%
	26.6%
	26.3%
	14.0%
	19.0%
	27.0%
	12.9%
	31.9%
	28.5%
	29.7%


	• E.D. = Economically Disadvantaged Students

	• N.E.D. = Not Economically Disadvantaged Students

	• L.E.P. = Limited English Proficient Students


	Percentage of Students at Level III
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	All
	Male
	Female
	White
	Black
	Hispanic
	American
Indian
	Asian/
Pacific
Islander
	Multi-
Racial
	E.D.
	N.E.D.
	L.E.P.
	Migrant
Students
	Students
with
Disabilities

	2009 - 10
	49.9%
	49.0%
	51.0%
	53.1%
	45.3%
	46.1%
	46.9%
	45.9%
	53.2%
	47.4%
	52.7%
	33.7%
	39.6%
	33.6%

	2008 - 09
	48.1%
	46.9%
	49.3%
	52.0%
	42.0%
	43.8%
	44.0%
	45.7%
	50.7%
	44.3%
	51.6%
	34.3%
	34.7%
	31.3%


	• E.D. = Economically Disadvantaged Students

	• N.E.D. = Not Economically Disadvantaged Students

	• L.E.P. = Limited English Proficient Students


	Performance of Each Student Group on the ABCs End-of-Course Tests

The percentage of passing scores on the state End-of-Course tests grouped by gender, ethnicity and other factors.
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	All
	Male
	Female
	White
	Black
	Hispanic
	American
Indian
	Asian/
Pacific
Islander
	Multi-
Racial
	E.D.
	N.E.D.
	L.E.P.
	Migrant
Students
	Students
with
Disabilities

	2009 - 10
	80.7%
	80.1%
	81.3%
	88.5%
	67.0%
	74.1%
	71.7%
	88.0%
	83.3%
	70.9%
	87.9%
	55.8%
	62.3%
	54.9%


	


2008 - 09
	71.4%
	71.6%
	71.3%
	81.0%
	53.2%
	63.6%
	62.6%
	83.3%
	74.0%
	58.0%
	79.1%
	52.1%
	48.7%
	43.9%

	Percent Change
between years
	9.3%
	8.5%
	10.0%
	7.5%
	13.8%
	10.5%
	9.1%
	4.7%
	9.3%
	12.9%
	8.8%
	3.7%
	13.6%
	11.0%


	* If the number of students in a category is fewer than five, then results are not shown and are represented by a N/A.
* Chemistry and Physics tests were eliminated from the ABCs effective 2009-10.
• E.D. = Economically Disadvantaged Students

	• N.E.D. = Not Economically Disadvantaged Students


District and School Data


Elementary Schools: New Hanover County
	Grade

Snipes 
	3rd
Reading
28.8%
	3rd

Math
42.5%
	4th

Reading
35.2%
	4th

Math
56.0%
	5th

Reading
54.2%
	5th

Math
79.2%
	Overall

Reading
39.0%
	Overall

Math
58.9%

	Bradley Creek 
	79.7%
	93.8%
	71.6%
	71.6%
	71.2%
	80.8%
	73.4%
	82.0%

	Carolina Beach 
	85.5%
	91.3%
	87.3%
	93.7%
	80.2%
	84.0%
	84.0%
	89.2%

	Castle Hayne
	67.4%
	86.5%
	52.3%
	70.8%
	65.0%
	73.8%
	62.4%
	77.8%

	College Park
	70.7%
	88.0%
	77.3%
	90.9%
	80.6%
	85.5%
	75.9%
	88.2%

	Eaton
	86.5%
	>95.0%
	91.7%
	>95.0%
	89.3%
	91.3%
	89.2%
	94.6%

	Codington
	91.9%
	>95.0%
	90.3%
	94.6%
	88.6%
	92.4%
	90.2%
	94.3%

	Alderman
	60.5%
	69.8%
	76.7%
	81.7%
	58.1%
	67.7%
	67.2%
	74.6%

	Anderson
	79.0%
	89.6%
	79.1%
	89.1%
	72.6%
	89.6%
	76.9%
	89.4%

	Forest Hills
	52.7%
	68.1%
	59.4%
	75.0%
	57.1%
	65.7%
	56.0%
	69.3%

	Gregory
	58.8%
	76.3%
	56.2%
	65.8%
	60.5%
	75.0%
	58.5%
	72.5%

	Bellamy
	84.0%
	93.0%
	78.9%
	86.7%
	89.1%
	90.9%
	84.2%
	90.0%

	Holly Tree
	88.2%
	>95.0%
	91.5%
	>95.0%
	81.5%
	91.3%
	86.8%
	94.4%

	Blair
	72.4%
	85.7%
	72.4%
	86.7%
	75.0%
	82.8%
	73.4%
	84.9%

	Mary C. Williams
	58.8%
	84.3%
	52.1%
	83.6%
	64.6%
	80.0%
	58.2%
	82.5%

	Murrayville
	71.9%
	88.5%
	66.7%
	86.9%
	68.5%
	82.0%
	69.0%
	85.6%

	Ogden
	85.6%
	93.7%
	94.5%
	>95.0%
	93.3%
	>95.0%
	91.2%
	>95.0%

	Pine Valley
	61.6%
	81.8%
	76.0%
	85.0%
	78.8%
	83.7%
	72.3%
	83.5%

	Rachel Freedman
	51.7%
	71.7%
	47.2%
	73.1%
	69.6%
	66.1%
	56.2%
	70.2%

	Sunset Park
	49.1%
	65.5%
	60.8%
	68.6%
	44.6%
	58.9%
	51.2%
	64.2%

	Parsley
	94.3%
	>95.0%
	91.4%
	>95.0%
	94.5%
	>95.0%
	93.6%
	>95.0%

	Winter Park
	58.3%
	73.3%
	64.1%
	81.3%
	68.3%
	88.3%
	63.6%
	81.0%

	Wrightsboro
	60.8%
	81.1%
	72.0%
	86.0%
	66.7%
	70.5%
	67.2%
	79.9%

	Wrightsville Beach
	92.3%
	>95.0%
	90.6%
	94.3%
	90.7%
	>95.0%
	91.2%
	>95.0%

	District
	71.7%
	84.7%
	73.3%
	84.5%
	75.3%
	83.7%
	75.0%
	85.0%

	State
	67.6%
	82.1%
	71.6%
	83.8%
	72.3%
	82.0%
	70.7%
	82.4%


Grade                      3rd             3rd               4th                4th                 5th               5th              Overall        Overall   
Percentage Passing State End of Grade Tests
 (http://www.ncreportcards.org/src/servlet/srcICreatePDF?pSchCode=384&pLEACode=650&pYear=2010-2011

Middle Schools: 
End-of Grade Tests 2010 -2011

Percentage of Students’ Scores at or Above Grade Level

 State vs. New Hanover County Middle Schools:

(R = reading score, M = math score)

 (# Of students)
Overall Average Score Grades 6 – 8

Passed
 State




State Average (655):

R: 70.7%
M: 82.4%

N/A



Murray (799): 


R: 82.9%
M: 90.6%

R: yes
M: yes

Virgo (189):


R: 51.1%
M: 75.3%

R: no
M: no

Trask (683):


R: 77.5%
M: 91.9%

R: yes
M: yes

Holly Shelter (601):

R: 70.0%
M: 76.2%

R: no
M: no

Noble (650):


R: 85.8%
M: 89.3%

R: yes
M: yes

Myrtle Grove (758):

R: 84.7%
M: 92.2%

R: yes
M: yes

Roland-Grise (854):

R: 84.4%
M: 93.1%

R: yes
M: yes

Williston (737):

R: 61.1%
M: 73.2%

R: no
M: no


Analysis.


In New Hanover County, there were three middle schools who didn’t meet state standard in both reading and math score averages. They were Williston, Holly Shelter, and Virgo (which I believe is now closed). 

There were no instances of a school passing in one area and failing in another. When the standards weren’t met, it was always in both categories. 

The highest scorer of reading was Noble and of math was Roland-Grise. 

In the case of Roland-Grise, I was surprised to see them the far and away winner of the math category because they have the highest number of students in their school, 854. My hypothesis

Middle School Achievement by Subgroups

Performance of Each Student Group 

(Based on Education First NC School Report Cards)

Percentage of students, grouped by gender, ethnicity, and other factors, who passed BOTH the reading and math tests.

S = State Average
V = Virgo
H.S. = Holly Shelter
M.G. = Myrtle Grove
W = Williston


M = Murray

T = Trask
N = Noble

R.G = Roland-Grise


E.D = Economically Disadvantaged
N.E.D = Not Economically Disadvantaged


L.E.P = Limited English Proficiency
N/A = Fewer than 5 Students




S
M
V
T
H.S.
N
M.G.
R.G.
W



Male


64.6
77.2
41.5
72.0
63.1
81.2
80.7
82.1
54.2

Female


69.5
83.1
54.3
77.8
61.2
83.0
84.2
82.8
56.6

White


79.0
83.4
70.6
81.0
73.3
87.0
88.7
87.2
80.0

Black


48.5
54.4
43.9
59.0
42.2
42.5
59.8
60.4
42.9

Hispanic

54.4
72.0
50.0
62.3
50.0
94.6
75.9
66.0
47.4

Amer-Indian

55.1
N/A
N/A
N/A
60.0
87.5
N/A
50.0
N/A

Asian


78.2
>95
N/A
84.6
N/A
88.9
80.0
>95
N/A

Pacific Islander

63.7
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A

2+ Races

69.3
66.7
77.8
75.0
70.4
68.8
75.0
75.7
82.4

E.D.


53.3
72.3
46.5
66.7
51.3
65.7
69.0
65.7
47.0

N.E.D.


82.8
85.5
64.3
81.2
74.4
89.4
92.2
89.7
78.6

L.E.P.


34.4
N/A
28.6
44.4
30.0
80.0
42.9
34.6
25.0

Migrant 

45.2
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A

Disabilities

34.4
36.8
27.3
43.4
32.0
45.6
59.8
50.7
20.4

Again, we see a large disparity between white and minority students.
Examination of Quality Teachers within New Hanover County Middle Schools

Murray (with District and State averages included)
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Virgo
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Holly Shelter
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Myrtle Grove
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Comparing  schools on the basis of student achievement and teacher preparation, we find that schools with the lowest achievement (Virgo and Williston) have the lowest percentage of teachers with advanced degrees.  However, there is also a correlation between social class and achievement. Therefore, we can’t determine the contribution, if any, of teacher advanced degrees and social class to achievement.
Explaining Reading Achievement

The most likely explanation of low reading achievement is poor instruction---not poverty, disability, or family background (Wren, 2002)---because when students are taught reading skills a certain way, they learn to read regardless of social class, family background, and past reading difficulties.  See, for example, the research base for effective programs such as Reading Mastery and Corrective Reading (here http://sradirectinstruction.com/html/files/1271704301_Reading_Mastery_2009_Evaluation.pdf) and here http://sradirectinstruction.com/html/files/1271704301_The_Research_Base_and_Validation_of_SRA_Corrective_Reading.pdf), as well as the literature review found in the Report of the National Reading Panel (http://www.nationalreadingpanel.org/Publications/summary.htm). 

Effective Reading Instruction.
Following is a brief review of effective reading instruction.

Five Major Reading Skills.  

Five reading skills

Proficient reading consists of five major skills.  When these skills are taught in a logically progressive sequence, early skills help students to learn and use the later-taught skills—leading to accurate, rapid reading with comprehension and enjoyment (Armbruster, Lehr, F., and Osborn, 2003).  Below are brief definitions of each of the five main skills.  Statements in italics are from the IDEA website, at http://reading.uoregon.edu/big_ideas/trial_bi_index.php
1.
Phonemic Awareness: The ability to hear and manipulate sounds in words. The most important examples are: 
a. Blend sounds into words.  rrrruuuunnn ( run
b.  Segment words into sounds.  Run ( rrruuunnn

sat = /s/a/t/ = 3  sounds
c.  rhyming


A student who can hear and manipulate the sounds (phonemes) in words, can more easily: (1) remember which sound goes with which letter; (2) sound out words [cat.  k/aaaa/t.]; (3) spell [How do you spell cat.  kaaaat . /k/ is c.  /a/ is a.  /t/ is t.” ]; and (4) detect and correct errors in reading and spelling.  See http://reading.uoregon.edu/pa/index.php for more information on phonemic awareness.

2.
Alphabetic Principle: The ability to associate sounds with letters and use these sounds to form words.   Notice that the alphabetic principle (sometimes called phonics) has two skill-parts.   
a.
The students knows letter-sound or sound-symbol relationships: that m says /m/, i says /i/, and r says /r/.  
b.
When the student sees an unfamiliar word (rim) in a story book, the student uses letter-sound knowledge to sound out or decode the word—-perhaps letter by letter and then quickly.

“The bike has a bent rrrriiiimmm….rim.”  
Using the alphabetic principle (shown above), the student knows exactly what the word says.  Read more at http://reading.uoregon.edu/au/index.php
3.  Fluency with Text: The effortless, automatic ability to read words in connected text. Fluency is reading with accuracy and speed.  Fluency is important both for enjoyment and comprehension.  If a person struggles with words (gu…qu…guil…quil…) , the person will also struggle to figure out the meaning of sentences.  In fact, dysfluent readers spend so much time and effort trying to figure out what the separate words say, they can barely pay attention to the meaning of the sentence.  “The ju..jur….jury found her gu..qu…guil…quil…”) In other words, they learn very little from reading.

To help students read connected text (e.g., story passages) accurately and quickly, it is important to:
a.  Teach students to decode separate words (regular and irregular) accurately and quickly—which means (1) using knowledge of letter-sound correspondence (not guessing); and (2) blending the sounds into words.
b.  Teach students to self-correct.
c.  Provide practice reading words enough times that it is almost automatic; that is, the words become “sight words.”  
d.  Provide practice reading text with which students are already accurate, 
encouraging them to read faster and faster without making errors (i.e., more words correct per minute, or wcpm).
Read more about fluency here.  http://reading.uoregon.edu/flu/
Work on fluency at all levels: from saying sounds to reading stories the fast way.

4.
Vocabulary: The ability to understand (receptive) and use (expressive) words to acquire and convey meaning.  http://reading.uoregon.edu/voc/
5.  Comprehension: The complex cognitive process involving the intentional interaction between reader and text to convey meaning. In other words, sentences don’t tell you what they mean.  You have to interact with the text—for example, asking questions, checking to see if the text gives answers, rereading, connecting one sentence with a later sentence to get the flow of the argument or the flow of events in time.  These comprehension strategies are learned best when they are taught explicitly.  


Effective Instructional Methods.  Reading is a tightly-coupled knowledge system.  That is, the skills are highly interdependent.  In fact, the more complex reading skills, such as comprehension, require that students have firm knowledge of the rest of the reading skills (e.g., phonemic awareness, the alphabetic principle, fluency, and vocabulary).  Therefore, reading instruction must bring all of the reading skills to a high level of proficiency, and it must sustain that proficiency even as more content and more skills are introduced.  This is best done with what is called systematic, focused, and explicit instruction.  
1.  Systematic means that skills and examples used to teach each skill are carefully sequenced; that all phases of mastery (acquisition, fluency, generalization, and retention) are taught thoroughly.
2.  Explicit means that the teacher talks herself and students through the performance of reading skills so that students learn the otherwise implicit concepts, rules, and steps and, with repetition, internalize these.  For example, 
“I touch under the first sound and say the sound.  Then I look at the next sound and say the sound…”
3.  Focused means that communication is aimed directly at teaching the objective.  There is little or no distracting talk or examples.

Ineffective Reading Instruction

Reading instruction is likely to be ineffective when: (1) some of the five skills are not taught; (2) instruction does not work on all four phases of mastery (acquisition, generalization, fluency, retention); (3) the sequence of skills taught does not ensure that elementary skills are introduced early and are worked on continually before complex skills needed the elementary skills are introduced; (4) examples do not clearly communicate information; (5) the teacher does not correct errors immediately; (6) children are taught to use context cues (such as pictures) to guess what words say, rather than to use knowledge of letter-sound correspondence to decode words (Wren, 2002).  (7) Teacher does not systematically teach students to use skills taught in a program to authentic materials. Instruction that has the above flaws yields the following outcomes. 
1.  Children who do not acquire phonemic awareness early, are less likely to learn to decode words later (Juel, 1988; Stanovich, 1986).
2.  Children who are poor readers in grade 1 are still poor readers in grade 4 (Juel, 1988).
3.  Low-income children and English language learners are more likely to have limited word knowledge, which negatively affects their reading comprehension in the upper elementary and middle school grades (White and Kim, 2009).

4.  There is a trajectory of increasing deficit, described by Stanovich (1986).

“The combination of lack of practice, deficient decoding skills, and

difficult materials results in unrewarding early reading experiences that lead to less involvement in reading-related activities. Lack of exposure and practice on the part of the less skilled reader delays the development of automaticity and speed at the word-recognition level. Slow, capacity-draining word-recognition processes require cognitive resources that should be allocated to higher-level processes of text integration and comprehension (LaBerge & Samuels, 1974; Perfetti, 1985; Stanovich, 1980). Thus, reading for meaning is hindered, unrewarding reading experiences multiply, and practice is avoided or merely tolerated without real cognitive involvement” (364).

A visual model of reading deficits is presented below.
Weak phonemic awareness ( weak decoding skills  (child struggles to figure out what word say) ( excessive energy and time spent decoding ( weak comprehension( less reading ( less development of vocabulary, general knowledge, and syntactical structures (e.g., arguments, lists, facts).

5.  The long-term effects of early reading disability are seen in secondary schools.
“Recently, a report on adolescent literacy indicated that as many as 70% of secondary students require some form of reading remediation (Biancarosa & Snow, 2004)” (Edmonds, Vaughn, Wexler, Reutebuch, Cable, Tackett, K,  and Wick, 2009: 17) ).  
Implications


The research reviewed above has several implications, which are considered in the proposed research:
1.  Effective reading instruction must begin early and must be sustained across the grades.
2.  Effective remedial instruction must be systematic, explicit, focused, and comprehensive, as soon as difficulties are seen.
II. Design and Implementation of the Proposed Research Projects
The proposed projects are pilot projects at level 1.  They will have quantitative measurement, comparison groups, random allocation, and reliability checks, but will have small samples.  Therefore, we can assess internal but not external validity (generalization of findings to the larger population).

Programs And Methods to Use In Interventions and/Or Beginning Reading Instruction

The proposed pilot projects will use Teach Your Child to Read in 100 Easy Lessons (Engelmann, Haddox, and Brunner, 1986) for beginning reading, and Corrective Reading (SRA McGraw-Hill, 1999 and 2008) for remedial reading.  The effects of these intervention programs will be compared to other programs, as noted later.
Description of the programs

Corrective Reading. Corrective Reading is a comprehensive intervention program designed for students in grades 4-12. It targets students who are reading one or more years below grade level and is appropriate for students who are in special education classrooms as well. The 3 essential goals of the program are increasing reading accuracy (decoding), developing reading fluency, and building reading comprehension. Corrective Reading can be implemented in small groups (4-5 students) or whole-class format. Each lesson is 45-minutes in length and intended to be taught by teachers 4-5 times per week. 
The program is tightly sequenced, offering 2 distinct Intervention Strands: Decoding and Comprehension. There are 4 levels at each of these two strands that address varied reading skills and ability levels. The Decoding strand is appropriate for students that have trouble identifying words, understanding how the arrangement of letters in a word relate to its pronunciation, and whose reading rate is inefficient. Comprehension programs are suitable for students that have limited vocabulary, narrow background knowledge and inadequate thinking skills. The Decoding strand lesson format incorporates word-attack skills practice, group reading, individual reading checkouts, and workbook exercises. The Comprehension strand lesson format synthesizes thinking operations, workbook exercises, information, and oral group work. 

The number of lessons within the program varies depending on the strand. Both Comprehension and Decoding have three levels devoted to half-year implementation (Levels, A, B1, B2) and one level devoted to full year implementation (Level C). The Decoding strand contains 65 lessons in level A, B1, B2 and 125 lessons in level C. The Comprehension strand contains 60 lessons in level A and B1, 65 lessons in level B2, and 140 lessons in level C. 

Teacher materials include a Series Guide (contains reproducible placement tests and sample lessons), Teacher Decoding Presentation Book (provides explicit step-by-step script, chalkboard activities, and point system chart), Teacher Comprehension Presentation Book (provides explicit step-by-step scripts, vocabulary activities, and point system charts), Teacher Guide (contains tips and techniques for correcting mistakes, summarizes strategies, and additional ideas for teaching specific skills and motivating students), Blackline Masters (provide additional practice exercises), Sunshine State Standards/Benchmarks Checklist (illustrates correlation to daily lessons), Ancillary Materials (include standardized test format booklets), and Mastery Test Packages (include Test Administrator’s manual). 

Student materials consist of Hard-Cover Student Decoding Textbooks (Levels A, B1, B2, C), Hard-Cover Student Comprehension Textbooks (Levels A, B1, B2, C), Student Decoding Workbooks (Levels A, B1, B2, C), and Student Comprehension Workbooks (Levels A, B1, B2, C). Both strands of the program (Decoding and Comprehension) contain Placement and Mastery Tests. 
How is the Content and Instructional Design of Corrective Reading Aligned with Scientifically Based Reading Research?  In order for a comprehensive program to be fully aligned with scientifically based reading research (SBRR), its instructional content includes all 5 components of Reading (Phonemic Awareness, Phonics, Fluency, Vocabulary, Comprehension). In addition, its instructional design incorporates explicit instructional strategies, coordinated instructional sequences, ample practice opportunities, and aligned student materials. Corrective Reading is consistent with SBRR. 
Phonemic Awareness (PA) is taught directly in the early levels of the program (Decoding strand, Levels A and B1). Phoneme segmenting, blending, and manipulating are essential elements in these early lessons. Auditory activities are present in each lesson (decoding strand, levels A, B1, B2) and begin with easier PA activities, later progressing to more difficult tasks while following the continuum of word types. The teacher models PA and provides guided practice. 

Phonics instruction is systematic and explicit. Only frequent, highly regular letter-sound relationships are taught. Segmenting and blending previously learned sounds are included in each lesson. Letter-sound correspondences are taught to mastery and reviewed frequently. Once letter sounds have been mastered, they are immediately applied to reading words, sentences, and text (Decoding strand, levels A, B1, B2). Decodable text is provided for practice of applying skills with phonic elements and there is an emphasis on reading multisyllabic words. 

Fluency instruction is addressed in the Group Reading and Reading Checkout parts of each lesson (Decoding strand, levels B1 [beginning at lesson 7], B2, C). The research-based strategy, partner reading, is utilized during the Reading Checkout section. The teacher models prosody and immediate feedback is given to students in the form of a formal correction procedure. Fluency goals are included and require students to meet a precise criterion for rate and accuracy. In particular, Decoding strand level A requires students to master reading 60 words per minute (WPM) with 90% accuracy, levels B1 requires reading of 90 wpm with 98% accuracy, level B2 requires reading 120 wpm with 98% accuracy, and level C requires reading 150 WPM. 

Vocabulary is present in the program as a prerequisite to comprehension. In particular, a vocabulary section is included in every lesson before Group Reading (decoding strand, level C). Vocabulary instruction directly teaches important, difficult, and useful words. Listening, reading, and speaking vocabularies are addressed in the format of the daily lesson. Students are provided with multiple opportunities to work with new words in reading sentences, paragraphs, and longer text. The meanings of the most common prefixes and suffixes are taught before connecting them to words. Previously introduced words are reviewed cumulatively over several lessons. 

Comprehension is taught using questioning, a research-based strategy proven to increase understanding. Questions are dispersed throughout the text. Prediction questions are provided at the beginning so that students may anticipate text content and activate prior knowledge (Decoding strand, levels B1, B2, C). Expository text is provided to teach cause/effect, inference, main idea, text structure, and sequence (Comprehension strand, levels B1, B2, C). In addition, students are taught how to locate, and interpret graphs, maps, charts, and diagrams. 

(Florida Center for Reading Research  http://www.fcrr.org/fcrrreports/pdf/corrective_reading_final.pdf)

Summary of the Research Base and Validation of SRA’s Corrective Reading Program. Corrective reading is a direct instruction program in which the instructor follows a specific teaching program. The students in the program follow the instructions and may not progress to the next lesson or step until they have successfully completed the current lesson. The basic rule is that the lower the skill level of a student the smaller the instruction group. This allows the instructor to identify problems and provide individual instruction. The program allows students to progress from one stage of the program to another as their decoding and comprehension skills increase. 


The Corrective reading program seeks to improve the reading skills of struggling readers by giving them instruction on two areas: decoding and comprehension. 

The following review of research examines the effect of Corrective Reading, a highly intensive intervention curriculum, across multiple school contexts and with diverse samples of students. The research proves that evidence-based practices in the program make a meaningful difference with struggling readers that is sufficient to close the gap in reading skills.

1. What was the subject of the Research.  

The subject of this research was struggling readers in grades three through twelve. The study defined struggling readers as those students who would traditionally have been classified as learning or educationally disabled. The subject groups included Title 1 students as well as special education students. These groups were performing below grade level in reading and perhaps in other subjects as well. Prior to the commencement of the Corrective Reading program the students included in the studies had been classified as struggling. 

 2. How many studies were done?

There were twenty-eight peer reviewed investigations on the effectiveness of Corrective Reading. 

Twenty-three studies were found that examined the effectiveness of Corrective Reading delivered by teachers in general education, special education, and alternative education settings such as correctional institutions and alternative schools.

3. What kinds of research were done on the subject? 
The research studies used pre-experimental, quasi-experimental, and experimental designs.  Pre-experimental studies involve only an intervention group that is both pre-tested and post-tested to determine whether or not the intervention had a favorable impact on the group. Quasi-experimental studies involve the use of nonequivalent control groups. 

4. How large were the samples.   Sample sizes? 

The number of students involved in these studies ranged from 6 to 112. Please note that 6 was the smallest study and that the average lowest number was approximately 20. The samples were taken from several areas of the United States and Australia. Students were predominately from various urban, rural, and suburban areas of the United States. The studies were conducted in all geographic areas of the United States. This should reduce cultural bias in the study.  This broad sample indicates the research was conducted on a varied population of students.  The ages of the students ranged from third graders to twelfth graders. 

The studies examined the effective of the Corrective Reading program across a wide variety of settings and populations. 

5. Were Comparison groups used? 

Ten of the studies employed the use of control and experimental groups so comparisons could be done on the pre verses post test.  The size of the control and comparison groups were relatively small at approximately 30 participates in each category. 

6. How long were the studies conducted; that is, what was the Length of the research? 

The length of the intervention ranged from 85 days to 7 years.  Several other studies lasted from 6 months to less than a year. 

7. What where the primary results of the research? 

Overall, the results of these studies suggest that the Corrective Reading program closes the achievement gap for a wide range of students who are performing below grade level. All of the studies indicated the Corrective Reading program had a positive impact on student’s decoding of words and comprehension of text. The students in the study were reading at a level 1.5 to 3.0 years below their assigned grade.

Depending on the area of focus for a specific study, the program resulted in greater gains in the reading attributes verbal comprehension, general reasoning, and syllogistic reasoning. Several of the studies indicated the program resulted in selected at-risk students increasing their reading level by one year. Studies also were done that compared the effectiveness of the teachers who instructed the students. The studies revealed that teachers who received six weeks of training were able to increase the standard score increase in reading and spelling more than teachers who received only one week of training. 

Teach Your Child to Read in 100 Easy Lessons.  100 Easy lessons is a supplemental reading program based on Reading Mastery I and II. This scientifically- research based program primary purpose is to learn to read and decode. 100 Easy Lessons is a systematic and explicit phonics program. The program is can be used as an intervention program for struggling K-2 students, precocious preschool students and home schooled children.  Daily scripted lessons last approximately 20-30 minutes and are highly teacher-directed. Each lesson provides practice with sounds, words and passages.
 
100 Easy Lessons has four major instructional Tracks including sounds practice, oral segmenting and blending, word reading, and sentence and passage reading. 

When teaching 100 Easy Lessons sound combinations are joined and sounds are written in unique orthography. There are no capital letters to ensure on-sound/symbol correspondence and lines over vowels, or macrons, differentiate long/short vowels.  Sounds are carefully sequences to  to avoid confusion.  100 Easy Lessons teaches two types of sounds: continuous sounds and stop or quick sounds. 

There are four delivery elements for each instructional task: Focus, wait time, cue and signal and confirmation. Each help to ensure student attention to the lesson, time for the students to think of a response, guide the student for starting and stopping and reinforce the student’s final answer. 

Hempenstall’s study of 100 Easy Lessons.  Hempenstall’s research (Hempenstall, 19  ) was designed to assess the effect of participating in the Teach Your Child to Read in 100 Easy Lessons program on phonological processes (i.e., phonemic awareness, phonological recoding in lexical access, and phonological recoding in working memory), word attack, and spelling. To this end, several statistical procedures were performed on the data derived from pre-tests and post-tests of the relevant variables. In all, the data analysis involved univariate analyses of variance and covariance and effect size calculations. This section was designed to answer the research questions concerning the outcomes of the program: Did participation in the Teach Your Child to Read in 100 Easy Lessons program increase phonemic awareness phonological recoding in lexical access, phonological recoding in working memory, word attack, and spelling?

The results achieved with this beginning stage reading group are readily apparent. The emphases in the program are on phonemic awareness, letter-sound correspondence, corrective feedback, and ample practice. It provides further support for the growing research consensus that herein lays the core of effective beginning reading instruction. The 100 Lessons program is written for 1:1 teaching, and provides parents with a most useful resource to assist schools in ensuring the reading development of their children. In this study, however, the program was presented in group-format by a teacher. Thus, the strong effects with this group are reliant upon the capacity of the teacher to develop group management skills, or to translate skills obtained from teaching in the Reading Mastery or Corrective Reading program. 

The general model of reading assumed in this study places word-level processes at the centre of most reading difficulties, and phonological processes as the major underlying abilities causal to reading development. The outcomes of the study indicate that these skills can be developed, even in students who have had prior opportunity but been unable to do so in the context of earlier instruction. That these phonological processes develop simultaneously with advances in word attack suggests that such skills remain important. That the developmentally earlier (phonetic decoding) stage cannot be by-passed has been emphasised in recent times by Share (1995), Share and Stanovich (1995), and by Shankweiler, Lundquist, Dreyer, & Dickinson (1996). This finding conflicts with the often expressed view that any phonics emphasis should be discontinued before Year 3 to be replaced by an emphasis on whole words (Shaywitz et al., 1999).


The results of this intervention indicate that discernible and educationally significant change in word attack became evident within a relatively short period of time (approximately 50 hours over 7 months). Nor were the advances in word attack reliant on high levels of pre-existing phonological skills. It has been argued that the environmental contribution of a carefully structured phonics program is sufficiently powerful to overcome any possible resistance to progress produced by low initial naming speed. Perfetti et al. (1987) noted that, when structured code emphasis teaching was not provided, then initial low levels of phonological variables such as naming speed were predictive of poor reading progress. However, they also noted that, when effective, phonically-based teaching occurred, the former levels of such variables were no longer predictive of progress.

Reading Mastery.  100 Easy Lessons is derived from the much larger program—Reading Mastery, published by SRA McGraw-Hill.  The effectiveness of 100 Easy Lessons is at least partly supported by the effectiveness of Reading Mastery.  http://www.nifdi.org/pdf/JDI_02_02_03.pdf
	

	
	
	         “An Analysis of the Reading Mastery Program: Effective Components and Research Review
National Assessment of Educational Progress” (2001) reported that 37% of fourth-grade students cannot even read at a basic level, and only 32% read at or above a proficient level, defined by the National Assessment Governing Board as the level all students should reach. Further, the National Institute of Child Health and Human Development (NICHD; 1996) noted that 40% of the overall school population has reading problems severe enough to hinder their reading enjoyment.
Focal Areas of Effective Reading Instruction
1.      Oral Language: A Reading Prerequisite
Oral language can be divided into two components: receptive and expressive. Receptive language refers to words that are recognized or understood. This type of language often is measured by orally presenting a word and asking the student to identify the corresponding object. Expressive language refers to the words that are produced by students. To measure oral expressive language students are commonly asked to state the appropriate word for presented objects (e.g., point to a picture of a dog and ask, “What is this?”).
            Good readers have been shown to differ from poor readers in the speed and accuracy with which they can orally identify (both receptively and expressively) colors, numbers, and objects, as well as letters (Catts, 1991; Olofsson & Niedersoe, 1999; Scarborough, 1991; Walker, Greenwood, Hart, & Carta, 1994). Further, Meese (2001) noted that expressive vocabulary, naming skills, and letter identification were associated with a child’s future reading skill. This research suggests that oral language skills are important to the development of reading.

2.      Decoding: Learning to Read
This approach is referred to as a code–emphasis approach. By contrast, a meaning–emphasis approach, (e.g., whole language) relies on contextual cues such as pictures and story themes, and structural cues such as word types including nouns or verbs as a means of teaching reading. Research continues to demonstrate the superiority of a code emphasis program in the acquisition of beginning reading skills (Carnine et al., 1997; Foorman, 1995; Salerno, 1992).

3.      Phonemic Awareness Skills Must Be Taught Explicitly
Phonemic awareness skills include perceiving words as a sequence of various sounds, isolating and segmenting individual phonemes, blending phonemes into whole words, and rhyming. Snow et al. (1998) concluded that good phonemic awareness skills are the most successful predictor of future superior reading performance. These skills are not natural for most students; therefore, they must be taught in an explicit manner. The importance of
these skills is recognized through the early emphasis in Reading Mastery on phonemic awareness training.

4.      Letter–Sound Correspondence Must Be Taught Explicitly
5.      Blending Must Be Taught Explicitly
        Thirty-seven research articles met the inclusion criteria for this meta-analysis. Thirty-four of the 37 studies involved active intervention of Direct Instruction curricula. These studies were analyzed in three ways: (a) comparison of means, (b) comparison of statistically significant differences, and (c) meta-analysis.
        Comparison of the means of the groups involved in the 34 studies overwhelmingly favored Direct Instruction curricula. In 80% of the studies, the Direct Instruction groups scored higher than the control or comparison groups. Comparison of statistically significant outcomes involved a frequency count of statistically significant differences. Over 64% of the differences were statistically significant in favor of Direct Instruction. Statistically significant differences favoring non-Direct Instruction groups were found in 1% of the studies, and nearly 35% of the comparisons showed no statistically significant differences between groups.



	


http://sradirectinstruction.com/html/files/1271704301_Reading_Mastery_2009_Evaluation.pdf
and http://darkwing.uoregon.edu/~adiep/rdgtxt.htm.


Funnix.  Funnix is one of the programs with which 100 Easy Lessons will be compared. http://www.funnix.com/funnix2006/research.htm  Funnix Reading is made up of two programs, Funnix Beginning Reading and Funnix 2. The senior author, Siegfried Engelmann is also th author of Reading Mastery and several other Direct Reading programs. Funnix was formed after a thorough process of formative evaluation and field testing. 

Funnix Beginning Reading (FBR) is a computer based instructional program targeted for beginning readers in kindergarten or first grade and also used as remediation for older students. Funnix 2 is to be used for students that have completed FBR or children reading at a second grade reading level. Initially this program was created for home use, but the publishing company suggests using the program at school for a variety of purposes including: an intervention program, as a supplemental program, as a summer-school or after-school program, peer tutoring program, and even with student with learning disabilities.

The program consists of comprehensive reading lessons using the Direct Instruction approach on CD discs are to be completed along with leveled readers, workbooks, and worksheets. The lessons on the CD can be used both as one on one or small group lessons. The publisher warns against using Funnix for independent student use. The lessons  have four main activities: 1) identifying sound and letter names, 2) identifying words, 3) reading stories, and 4) Workbook or writing activities. The narrator on the CD follows the Direct Instruction approach, with the narrator on the Funnix CDs providing instruction that are taught sequentially and reviewed to help students gain the skills needed for subsequent lessons.  The two CDs have 120 lessons (approximately 60 hours of direct instruction), a workbook, and the Parent CD. Funnix 2 includes two CDs, one with the 100 lessons (approximately 50 hours of direct instruction) and a Parent Guide containing testing and placement procedures, transition exercises, and twenty final lessons of FBR.  The Parent Guide provides explicit directions for introducing and running the program. Parents or Instructors  schedule times for the thirty minute lessons, the Funnix company recommends at least four or more times a week. The CD’s and guides also provide instructions on how to use assessment data to plan and differentiate instruction. Students repeat passages they do not complete correctly until they reach an acceptable level of accuracy. Funnix Beginning Reading and Funnix 2 is 220 complete lessons taking children from beginning non-readers to reading at a beginning third grade level. The Funnix DVD package include 4 installers and 5 special-use files for all lessons and print material. 

Research on Funnix completed by Jean Stockard, Ph.D. for the National Institute for Direct Instruction used a pretest-post test control group design to evaluate the effectiveness of the Funnix Beginning Reading to the development of beginning reading skills. The test group was comprised of 37 randomly selected four year old Head Start students in a low income suburban area of the southern United States which received 30 minutes of Funnix or 30 additional minutes of their normal daily Language Arts instruction. The results of this study suggested that Funnix Beginning Reading was effective in improving the beginning literacy skills of low-income preschool aged children. The validity of these findings is increased by their use of random assignment to treatment and by the incorporation of multiple instructors in both experimental and control groups. Stockard reported high scores of the Funnix students on the test of basic language concepts (BLCT), in fact Funnix students scored in the top quartile also led him to conclude that Funnix resulted in higher reading achievement. 


Another study conducted by the Florida Center for Reading Research at Eastern Washington University used ten children from one preschool class that were tutored in small groups using FBR. The study used a pretest-posttest design to examine the scores of these ten students using the Basic Reading, Letter-Word Identification, Story Recall, Passage Comprehension, and Word Attack from the Woodcock Johnson III and the Mullen Scales of Early Learning (MSEL). The research was determined that the content and instructional activities in both Funnix Reading Programs are aligned with current research and that the students demonstrated increased scores in all areas except on Passage Comprehension on the WJIII. However, the study is inconclusive because it lacked a comparison or control group from the same population of students that did not experience the Funnix program. The study did note that the programs’ strengths included the following: modeling, scaffolding, ample support, guided repetitions, continuous monitoring and assessment of student progress, and provided explicit and systematic instruction.
Model of How the Intervention (Which includes the reviewed programs) Might Work   

To improve reading achievement and its longer-term outcomes, we need to improve how reading is taught; that is, curriculum and instruction (variable set 1).  These are the main independent variables.  Likely intervening variables include timeliness of supervision and assistance, support from fellow staff and administration, and support from families (variable set 2).  The short- and longer-term outcomes are variable sets 3-8.  The model that guides the research design and intervention is as follows.  
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Given the limitations of the research---pilot project, relatively short time frame, small samples--we will focus on the interventions (variable set 1), the short-term outcomes (3 and 5), and end-of-grade test scores (9).
Experimental design and Intervention Protocol
The proposed project focuses on the classroom and, in particular, student-teacher interaction.  If the pilot project shows that the intervention was successful, the project could be replicated in additional classrooms, which might have an effect at the level of a school; e.g., changes in how teachers understand and teach reading. 

The research strategy will be experimental.  Even in a pilot study, we seek data and conclusions that are internally valid. The main threats to internal validity include the following.
Internal validity" refers to how accurately the data and the conclusions drawn from the data (e.g., Change in X causes change in Y) represent what really happened. For example, looking at pre-test and post-test scores, it may seem that a reading intervention increased students’ skills. However, some of the difference between pre- and post-test scores may be the result of measurement error; during the post-test, observers wrongly scored some sloppy teaching as “proficient.” 

1.  Instruments do not measure what they purport to measure.  In other words, the findings are not valid.  For instance,

a.
The dependent (outcome) variable is reading proficiency. If the researcher is “testing” a new method of reading instruction (a method that does NOT work), this method will APPEAR to be effective because the researcher is not measuring reading at all.  Consumers should expect researchers to use standardized validated methods and instruments, or expect researchers to carefully define variables, and then develop valid measures based on these definitions.  

b.
The measurement method or instrument has not been tested for reliability; that is, different observers or testers observing the same thing would NOT get the 
same scores.

c.    Data that should be OBJECTIVE (e.g., counting how often teachers properly correct 
       student errors) are in fact subjective---opinions, impressions.

2.  History.   History includes events in addition to the independent variables under study, that occur between one measurement and another (e.g., between a pre-test and post-test).
 3. Maturation.  Maturation refers to changes that ordinarily occur with time (e.g., strength, increasing knowledge).
 4. Testing.  This refers to the effects of taking one test on the results of a later test.

5. Statistical regression.  A person's performance of any task varies within a certain range.  The rival hypothesis of statistical regression can be partly controlled by using equivalent comparison groups, since the possibility of unusual scores applies equally to the groups. 
6. Selection bias.  In research using comparison groups, some participants in one group may be different from those in the other group(s) in ways that affect performance.  This source of invalidity can be handled, in part, by random allocation of participants to comparison groups.  This way, all possibly biasing factors have an equal chance of being in both groups.

7. Experimental mortality.  This refers to the differential loss of participants from comparison groups. The rival hypothesis of experimental mortality can be partly controlled by using equivalent comparison groups, since the chances of dropping out should be about equal in the two groups. 
9. Causal time order.   Here, participants began to change prior to an intervention, but the researcher does not know this.  A partial solution is an extended series of repeated baseline or pre-intervention observations, to assess the stability of performance before an intervention.
10. Diffusion or imitation.   Here, part of an intervention given to an experimental group is used by members of the control group.  One way to try to control this is to make sure that members of the comparison groups do not know one another. Another method is not to tell participants what group they are in---a single blind study.  Still another method is to use delayed-intervention control groups (so that members of the control group may be more willing to wait).
11. Compensatory rivalry.  Knowing they are in a control group, some participants try to change on their own.  One way to handle this is NOT to tell participants which group they are in—a “blind” study.

Choice of Design.  Three criteria governed choice of experimental design: (1) feasibility---the design could be used in a school; (2) validity--the design had to control for main threats to internal validity; (3) ethics---the design could not deny students potentially beneficial instruction.  The design that best meets these criteria is pre-test, post-test, experimental group, alternative treatment group design, using random allocation. 
a.  Comparison of pre- and post-test scores within groups show whether there is change.
b.  Comparisons of pre- and post-test scores between groups show whether one or the other intervention has a greater effect.
c.   Random allocation ensures that all extraneous variables (threats to internal validity) have an equal chance of being in each group.  Therefore, the main systematic difference between groups is the intervention.

Following is a diagram of the design.
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[random allocation]
Experimental Group  X                      Middle school:               




          Corrective Reading

Comparison Group    Y                       Alternate intervention; e.g.,                    









           100 Easy Lessons

-------------------------------------------------------------------------------------------------------------------------------
Elementary school

        Pre-test   Intervention                 Progress        Post- test  
                                                                              monitoring 

[Random allocation]
Experimental Group  X                          100 Easy Lessons






Comparison Group    Y                           Funnix  or Early Reading Tutor                                           






Data can be analyzed later by subgroups/variables, to see if any nonprogram variables are associated with achievement.


Population for Whom the Research is Relevant.
Elementary and middle grades students in beginning reading, remedial reading, and children who are at risk for reading failure.

Pool From Which Samples/groups Will Be Drawn, and How Samples Will Be Drawn and Allocated?

Conceptual and Operational Definitions.  Phonemic awareness (one of the five main skills) will not be measured. However, decoding, fluency, vocabulary, and comprehension will be measured.
1.  Decoding.  Percentage of words read correctly.  For example, from (1) curriculum-based (program; e.g., mastery tests) or from (2) authentic, school materials, the teacher says, “Read this. Try to go quickly, but try not to make mistakes.”

Fox and Frog

It is hot. Frog sits on a pad. (8)

Frog sits still in the hot sun. He does not hop. (19)

He does not jump. Frog is just too hot. (28)

Fox is very sad. He wants to jump with Frog. (38)

He wants to hop with Frog. But Frog just sits still. (49)

Fox sits on a log. Fox comes up with a good plan. (61)

Fox gets a very big fan for Frog. (69)

Now Frog hops and jumps again. (75)

Frog and Fox hop and jump together. (82)

Fox is very glad. (86)

Numbers at the end of each sentence are the cumulative number of words in the passage so far.
2.  Fluency.  Number of words read correctly per minute.  For example, from curriculum-based (program) or authentic, school materials, the teacher says, “Read this. Try to go quickly, but try not to make mistakes.”
Fox and Frog

It is hot. Frog sits on a pad. (8)

Frog sits still in the hot sun. He does not hop. (19)

He does not jump. Frog is just too hot. (28)

Fox is very sad. He wants to jump with Frog. (38)

He wants to hop with Frog. But Frog just sits still. (49)

Fox sits on a log. Fox comes up with a good plan. (61)

Fox gets a very big fan for Frog. (69)

Now Frog hops and jumps again. (75)

Frog and Fox hop and jump together. (82)

Fox is very glad. (86)
3.  Vocabulary.  Percentage of words defined correctly.  For example:  from a list of words selected from curriculum-based (within program) and authentic, school text), teacher asks, “What is another word (new word is huge) for very big?”
4.  Comprehension.  Percentage of questions answered correctly.  For example:  from a list of questions in curriculum-based (within program) materials, and from a list of questions based on authentic, school text), the teacher asks, “What is the frog sitting on?” (pad: literal question). “Why did Fox get a very big fan for frog?”  (so that Frog would not be hot and would jump and hop with him: evaluative question).

Pre-test, Progress-monitoring, and Post-test Measurement.  The measures and scheduling of measurement is as follows.

1.  Pre-test
     a.  Prior data on end of grade tests; e.g., percentage of students passing.  Percentage at 
          levels 1, 2, 3, and 4.
     b.  Program placement test data: starting lesson. See Appendices 2 and 5.
     c.   Decoding accuracy measured in: 
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering 
           lessons 21-30.  See Appendix 3.
           (2) authentic, school materials with samples of graded text.
     d.   Fluency is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering                    
           lessons 21-30
           (2) authentic, school materials with samples of graded text.
      e.  Vocabulary is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering      
            lessons 21-30.  See Appendix 4.
           (2) authentic, school materials with samples of graded text.
      f.  Comprehension is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering      
            lessons 21-30.
           (2) authentic, school materials with samples of graded text.

2.  Progress monitoring
      a.   Decoding accuracy measured in: 
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering 
           lessons 21-30
           (2) authentic, school materials with samples of graded text.
     b.   Fluency is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering                    
           lessons 21-30
           (2) authentic, school materials with samples of graded text.
      c.  Vocabulary is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering      
            lessons 21-30.
           (2) authentic, school materials with samples of graded text.
      d.  Comprehension is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering      
            lessons 21-30.
           (2) authentic, school materials with samples of graded text.
        e.  Teacher proficiency will be checked periodically, and supervision and assistance will be provided based on direct observation and scoring, using 
3.  Post-test
     a.  Post data on end of grade tests; e.g., percentage of students passing.  Percentage at 
          levels 1, 2, 3, and 4.
     b.  Number of lessons completed.  
     c.   Decoding accuracy measured in: 
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering 
           lessons 21-30
           (2) authentic, school materials with samples of graded text.
     d.   Fluency is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering                    
           lessons 21-30
           (2) authentic, school materials with samples of graded text.
      e.  Vocabulary is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering      
            lessons 21-30.
           (2) authentic, school materials with samples of graded text.
      f.  Comprehension is measured in:
           (1) program materials with the first mastery test inclusive of student placement.  For 
           example, if a student is placed at lesson 30, the pre-test is the mastery test covering      
            lessons 21-30.
           (2) authentic, school materials with samples of graded text.


Data Analysis.
1.  Determine differences within and between groups on pre- and post end of grade test percentages.
2.  Determine differences within and between groups on pre- and post scores on
      a.  Decoding accuracy with curriculum-based and authentic, school text.
      b.  Fluency with curriculum-based and authentic, school text.
      c.   Vocabulary with curriculum-based and authentic, school text.
      d.   Comprehension with curriculum-based and authentic, school text.
The research hypotheses is that there will be educationally significant differences pre to post within the experimental groups and between the experimental and comparison groups.

Steps in the Implementation.
Describe the whole process.
1.  Making a case to administration. 
2.  Selling staff  . Selecting first teachers.  Teachers with the highest reading scores. Or random.  Or, pprincipal orders. Or, volunteers. 



6.  Protocol for teaching.  Follow instructions in materials.
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Appendix 1
Teach Your Child to Read in 100 Easy Lessons
Entry Test

Entry Test Measures

Skills needed to participate 

1) Student looks at what teacher points to.

2) Student has to take turn when signaled. 

3) Student does what he/she was told to do two seconds earlier.

4) Student has to repeat a model. 

5) Student properly articulate sounds. 

6) Student has to do what he/she did several tasks ago. 

Test 

1) Teacher points to object in a picture. Does child follow her finger? Repeat with several more.

2) Teacher holds up picture of a cat, points to the cat, says “This is a cat”. Teacher asks “what is this?” child answers correctly. Teacher holds up picture of a sun, points to the sun and says, “this is the sun”. Teacher asks, “what is this?” and child answers correctly. 

3) If child does not pass item one, teacher points to object in picture and says, “follow my finger”. Child then follows finger and looks at the object. 

4) Student has to take turn when signaled. Teacher says, “I’ll say a sound then you say that sound. aaaaa” Child repeats model within five seconds. Repeat with several more sounds. Teacher touches book and says, “do this” and child touches the book. 

5) Repeat number 2 

Rule

If the child is week on one item, start the program but work on that item.  If the child does not improve, provide extra practice on that item. 

Appendix 2
Placement Protocol for 100 Easy Lessons

Appendix 3
Mastery Test for Teach Your Child to Read in 100 Easy Lessons

1.  Make a mastery test for every ten lessons; e.g., 1-10, 11-21, etc.

2.  Test each child individually.  

3.  Have one test copy from which the child reads (e.g., Mylar coated) and a second copy that 
      you score as the child reads.  
      Mark each item with which child makes an error.

4.  If children make common errors, reteach the group in later lessons (e.g., words, sentences) 
      and retest later.

5.  If children make particular errors (e.g., words, sentences), reteach, and retest individually 
      later.

6.  Include:
     a.  A sample of words that were presented individually or in lists or displays; e.g., 25.  This 
          assesses retention.
     b.  Recombine letters in these words to make new words; e.g., 25.  This assesses 
          generalization and, by implication, acquisition.
     c.  A sample of sentences that were presented in “stories.”  Sentences can be taken from 
          different stories; e.g., 10.  This assesses retention.
     d.  Recombine words in these sentences to make new sentences; e.g., 10.  This assesses 
           generalization and, by implication, acquisition.
Letter-sound and Words Worked On   

Generalization words

Sentences Worked On



Generalization Sentences

Mastery Test Lessons 1-10

Sounds and Words Worked On   

m, s, a, ē, t, r

am, sa, ma, mē, sē, ēm, ēs, sē, at, ēt, mēt, mat, sēt, sat
Generalization words

mēs, tē, tēm, tēs, tas, mas, sam, tam, tēt, mēm, sēs
Sentences Worked On


N/A


Generalization Sentences

N/A

Mastery Test Lessons 11-20
Sounds and Words Worked On   

r, m, t, a, s, e, d, I, th, c, 

am, me, see, sat, eat, ram, rat, at, seed, sam,

seat, sad, mad, meat, read, ear, meet, is, it, 

seem, this, that, the, mitt, rid

Generalization words

mas, das, dat, det, des, ces, cas, cat, cet, tas, tar, tad, tha, thar, them

Sentences Worked On

See me eat

See me read

Mad at me

Read it

That rat is sad

Sam is mad at me

See the ram sit

The ram is sad

Generalization Sentences

Sam is sad

See the rat

The rat is sad

See Sam eat

See the meat

Eat the meat

The cat is sad

I am mad at Sam

Sam is the rat

See me eat

Eat the seed

It is a seat

That is sad

It is a mitt

I am Sam




                                                           Mastery Test Lessons 21-30. 
Sounds/Words worked on: o, ē, d, i, th, c, r, s, a, t, m, n, f, u, l. sick, rack, this, am, mad, mēēt, cat, that, mom, rod, rat, sock, rock, it, this, sack, on, not, in, an, can, man, sit, mē, ant, fat, fan, fēēt, if, and, fin, fun, run, ēat, at, mud, sun, fit, fēēd, nut, sēēd, sand, land, little, fill, lot, lid, lick.
Generalization Words: than, crust, must, full, tēam, mat, fēēl, rēēl, lit, do, done, dēēd, …
Sentences Worked On: this cat is sick. This cat is sad. That is a sēēd. Sēē a ram ēat it. This is a rock. Sam is at the rock. A rat is in a sack. That rat is not sad. The sock is nēar a man. A cat is in that sock. A man sat on a ram. That ram can not sēē. An ant is fat. It can sit and ēat. A sock is in the sun. thē sock is on mē. An ant can ēat a sēēd. That sēēd is in thē mud. This is a cat. Thē cat can run. Mud is on thē cat.
Generalization Sentences: thē mat is in thē mud. a little rat is on thē sock. Th  fat cat is full. Fill thē rack. A tēam is on thē ram. Thē cat licks the crust. Thē rat is done. I fēēl mad. A rēēl is red. Thē ant lit thē sun. I do not fēēl sad. That sēēd is done. 
Lessons 41-50

Sounds & Words

K, h, sh, g, u, n, was, has, lick, that, the, kick, she, sick, rock, feel, cow, c, th, a, i, l, w, his, not, hug

Generalization Words

gun, thick, sock, hate, shock, wail, sat, hung, hat, late, we, thug, gate, tail, hail, mail, snail, mate, hot, will, run, now, knot, fish

Sentences
The cow sat on a little gate.

A fish ate a rock.

She can kick.  She can lick.

Is she a man?

So he ate cake.

He has no feet.

He has no nose.

He is not a cow.

He is not a cat.

I can kiss a cat.

Can a cow kiss me?

Can a cat lick a kitten?

We save rocks.

So she gave him a sock on his nose.

The old man was cold.

A man gave an old coat to an old goat.

Generalized Sentences
He has no mail.

The old fish was cold.

Is she a fish?

He has no sock.

She ate snail.

I can kiss a thug.

We hate socks.

I hate hot socks.

He is not a gun.

She has no hat.

I can kiss a mate.

She gave him a knot on his tail.

Mastery Test Lessons 51-60

Sounds and Words Worked On:

Ch, Sh, p, th, v, k, p, h, k, a, ē, ō, u, b, ing, l, ī, y

Will, fish, log, cars, park, gōat, shop, chop, cāme, thē, girl, shēēp, cākes, ship, farm, cows, hōme, met, pots, said, little, down, gāve, fēēt, rāin, mē, chicks, farm, bug, duck, getting, lēaf, āte, walk, sitting, bīte

Generalization Words:

Shark, pēēp, kōme, fitting, chalk, thop, farming, kīte, kirl, shāve, chāve, bill, yots, balk, shicks

Sentences Worked On:

· hē had sand in his ēars.

· thē dog will ēat his car.

· a dog was in thē fog.

· hē has little cars.

· hē has pots with tops

· a girl met a man in the rāin.

· the man and the girl went in the pet shop.

· then the girl went to the farm to pet a pig.

· a bug and a dog sat on a log.

· a big bug met a little bug.

· a man had a tub.

Generalization Sentences:

· hē had sand in his cars.

· then hē and a big bug went in the pet shop.

· a girl and a man sat on a log in the rāin

· thē dog has a pot with a top.

· then the girl and the dog went to the farm to pet a pig

· hē has little pots with tops

· a girl had a tub in the rāin.

· the dog will ēat in the rāin.

· then the man went to the farm.

· a little bug had little cars.

Lessons 61-70

Sounds and Words Worked On                                               Generalization words

y, ō, ā, b, p, i, ch, p, e, b, sh,                                                      talking, chime, lime, farmer,

th, ing, er, r, ī, you, talk, live, dime, gun,                            shāp, yōō, your, hun, shun, balk, tun, 

farms, her                                                                                    pee, bip, yōā

Sentences Worked On


Generalization Sentences

The dog that āte fish.                                              Toys had some fun

And the girl is sleeping                                             In the dog a cow had a cat

The rich pig                                                                   fish sēē dark cars

It was dark in the park                                             The pig was dark and big                               

I can not sēē you



  
Rats can not have cars 

I love big toys                                                              Soon toys sleep in the park                    

A girl had a cat                                                         Parking came when the girl was sleeping

I will find some fun
                                              The rich fish ate pig

Soon shē came to a cow                                                I was not having fun 

Rats do not have cars                                                           rats love to sleep

100 Easy Lessons

71-80

Sounds/Words: wh, th, j, oo, y, I, when, rich, under, away, yelled, filled, boys, down, white, bill bag, tree, sh, fishing, inside, big, five, gold, with

Generalization: whoo, thoo, why, thy, shy, jill, joo, richy, shi, shoo, bigoo, thunder, goldy, withoo

Sentences worked on: An old horse and an eagle. The fat man never came back. The rat said, “no, rats do not have cars”. Bill went fishing with the other boys, he got a big old bag. There was an eagle that was fat, fat, fat. I will go to the lake and start swimming. The road went near a pool and a cow. The black cat did like the gold cat. The gold cat started to sing. A girl liked to brush her teeth. Where is my white toothbrush?

Generalization Sentences: The fish was born rich. Eagles like corn. Those eagles sold corn. The boys have looked inside. The white tiger brushed his horse. Trees were inside the barn. My brother went swimming with the white tiger. This town makes me sick. Girls love gold. Nine books started singing.
       Lessons 91 -100
	Sounds and Words Worked On   





	Generalization Words


	Lesson 91

	
	Say

	May


	Stay

	Way


	Away

	Always


	Play

	
	Day

	
	Hear

	Dear


	Soon

	Platoon


	Moon

	Toon


	Seat

	Meet (Non Example)


	Note

	Float (Non Example)


	Outside

	Inside


	Playing

	
	Oh

	
	Loud

	Mound


	Sound

	Found


	Shouted

	Shout


	Our

	
	Want

	Won’t (Non Example)


	Lesson 92

	
	Hid

	Bid


	Hide

	Ride


	Line

	Mine


	There

	Their (Non Example)


	Gave

	Have (Non Example)


	Notes

	
	Thing

	
	Something

	
	Lesson 93

	
	Hard

	Soft (Non Example)


	Side

	Tide


	Tail

	Nail


	Legs

	
	Lesson 94

	
	Don’t

	
	Green

	
	Pail

	Fail


	Ai

	Cain


	Pain

	
	Paint

	Faint


		
	Lesson 95

	
	Fog

	
	Frog

	
	Spots

	Lots


	Blap

	
	Loud

	Cloud


	Sound

	
	Ruck

	Tuck (haha!)


	Ding

	Bing


	These

	
	Those

	
	Here

	Hear (Non Example)


	Deep

	Sleep


	Teeth

	Tooth (Non Example)


	Lesson 96

	
	Frogs

	
	Sounds

	
	Big

	
	Biggest

	
	Kick

	Sick


	Shore

	More


	Ate

	Bait (Non Example)


	Room

	Doom


	Dust

	
	Mouse

	
	House

	
	Proud

	Loud


	Found

	
	Around

	
	Spring

	Ring


	Lesson 97

	
	Out

	
	Grass

	Sass


	Shine

	
	Lesson 98

	
	Other

	
	Another

	Brother


	Bite

	
	From

	Crumb (Non Example)


	Too

	
	Smiled

	Child (Non Example)


	Bug

	
	Bed

	
	Biting

	Fighting


	Lesson 99

	
	Near

	Fear


	Take

	
	Shot

	Cot


	Blam

	
	Tiger

	
	Stopped

	
	Picked

	Ticked


	Lesson 100

	
	Sing

	
	Back

	
	Shouted

	
	Sand

	
	Thank

	Tank (Non Example)


	Kept

	
	Licked

	
	Nose

	Rose


	Noses

	Roses


	Home

	
	Tame

	
		
	Sentences Worked On




	Generalization Sentences


	The Old Man Did Not Hear Well: Part 1

	** Choose Story, and read in sections as progression goes on.


	The Old Man Did Not Hear Well: Part 2

	
	The Pig That Liked To Hide: Part 1
	
	The Pig That Liked To Hide: Part 2
	
	The Frog That Made Big Sounds: Part 1

	
	The Frog That Made Big Sounds: Part 2
	
	The Bed Bugs: Part 1
	
	The Bed Bugs: Part 2
	
	Hunting For Tigers: Part 1
	
	Hunting for Tigers: Part 2
	
		

	


Appendix 4
Scripted Formats for Teaching Vocabulary by Synonyms, Examples, and Verbal Definitions


A.  Teaching Vocabulary by Examples

Format 1
Here’s a new word: circle

What word? Circle

Spell circle

What word? Circle

Yes, circle.

Examples:

This is a circle (small)

This is a circle (large)

This is a circle (blue)

This is a circle (clock)

This is not a circle (square)

This is not a circle (red oval)

This IS a circle (small)

Test

Is this a circle? Use above examples of circles and non circles.

Is this a circle? Use new examples such as beach ball, marble, wheel, egg, watermelon.

Format 2

Here’s a new word. (point) horse

What word?

Spell horse

Good job, horse.

What word?

This is a horse (big)

This is a horse (little)

This is a horse (brown)

This is a horse (jumping)

This is not a horse (donkey)

This is not a horse (mule)

This is a horse (big)

Test: 

Is this a horse? Test with all the examples and nonexamples. (Delayed acquisition test)

Then test with NEW examples and nonexamples (Generalization test)

Format 3
Heres a new word [point] dog

What word?

Yes, that word is dog

Spell dog

Yes, good you spelled dog

What word?

Yes, dog

This is a dog [small]

This a dog [big]

This is a dog [yorkie]

This a dog [playing]

This is not a dog [cat]

This is not a dog [horse]

This IS a dog [small]

Is this a dog? Test with all the examples and non-examples [delayed acquisition test]

Test with NEW examples and non-examples [generalization test]

Is this a dog [cow]

Is this a dog [Labrador]

Is this a dog [raccoon]

Is this a dog [rabbit]

Is this a dog [Pomeranian]

Is this a dog [rat]

Is this a dog [german shepherd]

Is this a dog [squirrel] 

B.  Teaching Vocabulary by Synonyms

Format 1

Here’s a new word [point] … interpret.

What’s the word?

-Yes, interpret.
Spell interpret.

What word?

Model

Interpret means to understand something for its meaning.

What does interpret mean?

-Yes, interpret means to understand something for its meaning.

*He understands a story for its meaning. He interprets the story.

*He understands the picture for its meaning. He interprets the picture.

Test

*He understands the word problem for its meaning. Tell me…. he interprets or NOT interprets.

-Yes, he interprets the word problem for its meaning.

*He does NOT understand the meaning of the poem. Tell me…. he interprets or NOT interprets.

-Yes, he does NOT interpret the word problem.

Application

I’ll say a sentence with old words and then I’ll say that sentence with our new word. 

*He understands the movie for its meaning. He interprets the movie. 

*He understands the science experiment for its meaning. He interprets the science experiment.

Format 2

Model:

Here is our new word (point) enjoy.

What’s our new word?

Spell enjoy.

Yes, enjoy.

What word?

Models:

Enjoy means to have fun. 

What does enjoy mean?

Yes, enjoy means to have fun.

John has fun when he plays baseball. He enjoys playing baseball.

Rachel has fun when she dances. She enjoys dancing.

Test:

She has fun when she hangs out with her friends. – Is she enjoying it or not enjoying it?

Good job! She is enjoying it!

Shelby does not have fun doing her homework. – Is she enjoying it or not enjoying it?

Good job.

Application:

I’ll say a sentence with our old word and then I’ll say a sentence with our new word.

Rachel has fun playing with her cat. 

I’ll say that with our new word.

Rachel enjoys playing with her cat.

Your turn.

Good job. Rachel enjoys playing her cat. 

Test:

I’ll say a sentence with our old word and then YOU’LL say a sentence with our new words.

John has fun listening to his Ipod.

Say that with our new word.

John enjoys listening to his Ipod.

Good job. John enjoys listening to his Ipod.

Format 3

Here’s a new word: integrate

What’s our new word? Integrate

Spell integrate

What word? Integrate

Integrate means to combine together. What does integrate mean?

Yes, integrate means to combine together.

Examples:

Billy combined red and blue blocks in his castle. Billy integrated red and blue blocks.

Sally combined together her yellow and green M&M’s. Sally integrated her yellow and green M&M’s.

Test

He combined together his trucks and cars. Does he integrate or not integrate?

Megan did not combine her crayons and markers. Did she integrate or not integrate?

I’ll say a sentence with old words then I’ll say that sentence with our new word

Rachel combined her apples and grapes.

I’ll say that with our new word.

Rachel integrated her apples and grapes.

Now it’s your turn; I’ll say a sentence with old words then you’ll say that sentence with our new word.

John combined his carrots and celery.

Say that with our new word?

Yes, John integrated his carrots and celery. Good job!

Format 4

New word [point] synonym.

What’s our new word?

-Yes, synonym.
Spell synonym.

What word?

-Yes, synonym.

Model

A synonym is a word that has the same meaning as another word. 

Say the definition.

-Yes, a synonym is a word that has the same meaning as another word.

Examples and non-examples

Examples must be quite different but clearly reveal the few defining features. Non-examples must be just like examples but without the defining features (for clear contrast).
*This is a synonym. Big is a word that has the same meaning as large.

*This is a synonym. Beautiful is a word that has the same meaning as pretty.

*This is a synonym. Unhappy is a word that has the same meaning as sad.

*This is NOT a synonym. Cat is does not have the same meaning as dog.

Acquisition Test.  

Examples and non-examples from acquisition set

Is this...?

Is this…?

Is this…?

Etc.

Generalization Test.

Is this…?

Etc.

C.  Teaching Vocabulary by Verbal Definition

Format 1

New word… [point] transportation.

What’s our new word?

Spell transportation.

What word?

MODEL:

Transportation is a method of moving from one point to another.

Say that definition.

EXAMPLES AND NONEXAMPLES:

This is transportation [car]

This is transportation [airplane]

This is transportation [boat]

This is NOT transportation [sandwich]

This is NOT transportation [sitting on chair]

This is transportation [train]

Format  2

Here’ a new word. Automobile

What’s our word? Automobile

Spell automobile.

Yes, automobile.

Model

A four wheeled object that takes you from place to place. 

Say that definition.

Examples:

Car

Truck

Van

Non examples:

Plane

Train

Is this an automobile? Use examples and non examples from above

Is this an automobile? Use new examples and non examples such as SUV, scooter, cab, and limo

Format 3

New word …(point) paleontologist

Whats our new word (point)

Spell paleontologist

Good job, paleontologist.

What word?

Yes, paleontologist

Model:

Example: Paleontologist is someone who searches for bones and artifacts

Say that definition.

A paleontologist- someone who searches for bones and artifacts
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This is a bone.
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This is not a paleontologist. It is NOT someone who searches for bones and artifacts. It is just a bone by itself

Appendix 5
Corrective Reading Decoding Placement Test
• Appendix A •
Decoding Placement Test
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Preparation
Reproduce one copy of the test for each student and each tester. A reproducible copy appears on pages 50 and 51 of this guide.
Administration
Select a quiet place to administer the test. Students who are to be tested later should not observe or hear another student being tested. You will need a test form for each student and a stopwatch or a watch with a second hand. When administering the test, sit across from the student. Position the test form so that the student cannot see what you are writing on the form.
Fill out the top lines of the test form (student information). Keep this filled-out test form and hand the student a clean copy of the test.
PART I
Tell the student Read this story out loud. Follow along with your finger so you don’t lose your place. Read carefully. Begin timing as soon as the student begins reading the first sentence.
Record each decoding mistake the student makes in oral reading. Mark an X on the filled- out form to show where the student made
each mistake.
¢ If the student omits a word, mark an X
above the omitted word.

¢ If the student adds a word that does not appear in the story, mark an X between two words to show where the word has been added.
¢ If the student misidentifies a word, mark an X above the misidentified word. Do not count the same misidentified word more than once. (For example, if the student misidentified the name “Hurn” four times, count only 1 error.)
¢ If the student cannot identify a word within 3 seconds, say the word and mark an X above it.
¢ If the student makes a mistake and then self-corrects by saying the correct word, mark an X above the word.
¢ If the student sounds out a word but does not pronounce it at a normal speaking rate, ask What word? If the student does not identify it, mark an X above the word.
¢ Do not count the rereading of a word or phrase as an error if the word is read correctly both times.
Note: If you wish to use diagnostic procedures, you can use additional code information to indicate the type of mistake the student makes. You may, for example,
write SC above self-corrections, SO above sound-out mistakes, and O above the omitted words. You may also wish to write in what the student calls the misidentified words or what the student adds.
After each word-identification error, tell the student the correct word.
• Appendix A •
When recording the errors, make sure your copy of the story is not visible to the student. The student should not be able to see the marks you are making.
Stop timing as soon as the student completes the story.
Enter the total errors for Part I on the appropriate line at the top of the filled-in test form. Also record the time required by the student to read Part I.
Refer to the placement schedule for Part I to determine placement or whether you should administer another part of the test.
PART II
Part II is a series of sentences that are to be read aloud by the student. You do not need to time this part of the test. To administer, present the section labeled Part II and tell the student Read these sentences out loud. Follow along with your finger so you don’t lose your place. Read carefully.
Record each decoding error the student makes while reading. When the student finishes reading Part II, enter the total errors for
Part II on the appropriate line at the top of the test form. Then determine the student’s placement by referring to the placement schedule for Part II. Fill in the “Placement” blank at the top of the test form.

PARTS III and IV
[image: image18.png]


Each of these sections is a passage that is to be read aloud by the student and timed. To administer, present the appropriate section and tell the student I’m going to time your reading of this selection. Read out loud and read carefully. Record errors as specified for Part I.
When the student finishes reading Part III, enter the total errors and time required at the top of the test form. Then refer to the placement schedule for Part III to determine placement or whether you should administer Part IV.
When the student finishes reading Part IV, enter the total errors and time required at the top of the test form. Then determine the student’s placement and fill in the “Placement” blank.
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Decoding Placement Schedule
	ERRORS
	TIME
	PLACEMENT OR NEXT TEST

	PART I
22 or more
12 to 21
12 to 21
0 to 11
0 to 11
	—
more than 2:00
2:00 or less
more than 2:00
2:00 or less
	Administer PART II Test
Level A, Lesson 1
Administer PART II Test
Level B1, Lesson 1
Administer PART III Test

	PART II
41 or more
8 to 40
0 to 7
	—
—
—
	No Corrective Reading placement;
use a beginning reading program
Level A, Lesson 1
Level B1, Lesson 1

	PART III
16 or more
6 to 15
6 to 15
0 to 5
0 to 5
	—
more than 2:30
2:30 or less
more than 2:30
2:30 or less
	Level B1, Lesson 1
Level B1, Lesson 1
Level B2, Lesson 1
Level B2, Lesson 1
Administer PART IV Test

	PART IV
9 or more
4 to 8
4 to 8
0 to 3
0 to 3
	—
more than 1:30
1:30 or less
more than 1:20
1:20 or less
	Level B2, Lesson 1
Level B2, Lesson 1
Level C, Lesson 1
Level C, Lesson 1
Doesn’t need Corrective Reading
Decoding program


Decoding Placement Test
Name  

Class  
Date  

School  

Tester  

	PART I
	Errors  

	Time  


	PART II
	Errors  

	

	PART III
	Errors  

	Time  


	PART IV
	Errors  

	Time  



Placement 

PART I
Kit made a boat. She made the boat of tin. The nose of the boat was very thin. Kit said, “I think that this boat is ready for me to take on the lake.” So Kit went to the lake with her boat.
Her boat was a lot of fun. It went fast. But when she went to dock it at the boat ramp, she did not slow it down. And the thin nose of the boat cut a hole in the boat ramp.
The man who sold gas at the boat ramp got mad. He said, “That boat cuts like a blade. Do not take the boat on this lake any more.”

PART II
Can she see if it is dim? And it can fit in a hand.
Now the hat is on her pet pig. I sent her a clock last week.
How will we get dinner on this ship? The swimming class went well. When they met, he felt happy.
Then she told me how happy she was. The tracks led to a shack next to the
hill.
They said, “We will plant the last of the seeds.”
What will you get when you go to the store?
You left lots of things on her desk.
PART III
Hurn was sleeping when it happened. Hurn didn’t hear the big cat sneak into the cave that Hurn called his home. Suddenly Hurn was awake. Something told him, “Beware!” His eyes turned to the darkness near the
mouth of the cave. Hurn felt the fur on the back of his neck stand up. His nose, like noses of all wolves, was very keen. It made him very happy when it
smelled something good. But now it smelled something that made him afraid.
Hurn was five months old. He had never seen a big cat. He had seen clover and ferns and grass. He had even eaten rabbits. Hurn’s mother had come back with them after she had been out hunting. She had always come back. And Hurn had always been glad to see her. But now she was not in the cave. Hurn’s sister, Surt, was the only happy smell that reached Hurn’s nose.

PART IV
During a good year, a large redwood will produce over twelve pounds of seed, which is nearly a million and a half seeds. And the year that our redwood seed fluttered from the cone was an exceptionally good year. The parent tree produced over fifteen pounds of seed that year, enough seed to start a forest that would be six square miles in size. However, only a few redwood seeds survived. In fact, only three of the seeds from the parent tree survived their first year, and only one of them lived beyond the first year.
Obviously, our seed was lucky. It was a fortunate seed because it was fertile. If a seed is not fertile, it cannot grow, and about nine out of every ten redwood seeds are not fertile. Our seed also had the advantage of landing in a place where it could survive. If it had fallen on a part of the forest floor covered with thick, heavy litter, it probably would not have grown. If it had fluttered to a spot that became
too dry during the summer, it would have died during the first year. Our seed landed in a spot where moles had been digging.
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Corrective Reading Comprehension Placement Test

Comprehension Placement Tests
The placement procedure for the Corrective Reading Comprehension program is designed so that students take two tests. The first
(Test 1) is a screening test that requires written responses and is administered to an entire class or group.
Students who make more than 7 errors on the screening test take a second test (Test 2) that places them in Comprehension A, Comprehension A Fast Cycle, or Comprehension B1. This test is individually administered.
Students who make 7 or fewer errors on the screening test take a second test (Test 3) that places them in Comprehension B1, Comprehension B1 Fast Cycle, or Comprehension C. This test requires written
responses and is presented to an entire class or group.
The battery of placement tests is also designed to identify students who perform either too low or too high for the Comprehension programs.
Test 1
The screening test (Test 1) is made up of

Administration
¢ Make sure all students have a pencil.
¢ Pass out the test forms, face down.
¢ Tell students: Turn your paper over and write your name at the top. You will circle the correct answer for each item. Begin now.
¢ Do not provide help either for decoding the items or identifying the answers.
¢ At the end of the 10-minute period, collect the test forms.
Scoring
The Answer Key below shows the correct answers. Count one error for each item that is incorrect. Note that for items 2 and 4, students are to circle four answers. If they
don’t circle all four correct answers, the item is scored as one error.
Enter the total number of errors in the score blank at the beginning of the test form. Then determine which placement test to administer to each student. Students who make more than 7 errors take Test 2. Students who make
7 or fewer errors take Test 3.
Answer Key
16 multiple-choice items. Students are to complete it in no more than 10 minutes.
Preparation
Reproduce one copy of the test for each student. A reproducible copy appears on pages
66–67 of this guide.

1.  c
2.  a, d, e, h
3.  d
4.  b, e, h, j
5.  d
6.  b
7.  c
8.  d

9.  a
10.  b
11.  b
12.  c
13.  d
14.  b
15.  c
16.  b
Test 2
Test 2 is administered individually. The teacher or another tester presents the test orally to each student.  Students respond orally and
the tester records whether the responses are incorrect. The test contains 22 items, some of which have more than one part. Test 2 requires about 10 minutes per student.
Preparation
Reproduce one copy of the test for each student and each tester A reproducible copy appears on pages 68–69 of this guide. Each tester should become thoroughly familiar with both the presentation procedures and the acceptable responses for the various comprehension items. Tester judgment is
called for in evaluating the appropriateness of responses to many items. (For a discussion of procedures and responses, see pages 64–65.)
Administration
Select a quiet place to administer the test. Students who are to be tested later should not observe or hear another student being tested. You will need a test form for each student.
When administering the test, sit across from the student. Fill out the top lines of the test form (student information). Keep the filled- out test form and position it so that the student cannot see what you are writing on the form.
Start by presenting the following general instructions: I’m going to ask you some questions. Do your best to answer them. There’s

no time limit,  but if you don’t know the answer, tell me and we’ll move on to the next item. This test is not designed to grade you. It’s designed
to help us figure  out how we can work with  you most effectively.
Present the items in order, starting with
item 1. If a student responds incorrectly, circle the response number that follows the item.
To help you keep track, you may want to draw a line through the number when the item is answered correctly.
Scoring
Total the student’s errors by counting every circled response number. Enter the total in the score blank at the beginning of the test form. Then determine the placement of the student.
Placement
The table below shows program placements based on the number of errors made in Test 2.
	Errors 
	Program Placement

	31 or more
	Place in a beginning language program, such as Language for Learning

	27 to 30
	Provisional placement in
Comprehension A, Lesson A*

	17 to 26
	Comprehension A, Lesson A

	14 to 16
	Comprehension A, Lesson 1

	11 to 13
	Comprehension A Fast Cycle, Lesson 1

	7 to 10
	Comprehension B1, Lesson 1

	0 to 6
	(Administer Test 3.)


* Some students who perform in this range may perform well on Lessons A through E of Level A. If not, place them in a beginning language program.
Test 3
Test 3 is a written test of 19 items administered to the group. Students underline sentence parts, write answers to questions, and indicate correct responses to multiple-choice items. The test requires about 10 minutes to administer.
Preparation
Reproduce one copy of the test for each


Answer Key
1.  a. frampos
b. (words underlined: little plants that grow in twinglers)
2.  a. drosling
b. (words underlined: a small kerchief around his wrist)
3.  a. 1,000 gallons b. 1,100 gallons
c. Idea: The price of milk will go up.
student. A reproducible copy appears on pages
70–71 of this guide.
Administration

4.  a. 7
b. 1
c. 15 d. 5

e. 16
f. 2 g. 3 h. 8

i. 4
j. 10 k. 6
l. 12
¢ Make sure all students have a pencil.
¢ Pass out the test forms, face down.
¢ Tell students: Turn your paper over and write  your name at the top. You will write the answer for each item. Begin now.
¢ Do not provide help either for decoding the items or identifying the answers.
¢ At the end of the 10-minute period, collect the test forms.


Placement
The table below shows program placements based on the number of errors made in Test 3.

Scoring
The Answer Key below shows the correct answers. Each incorrect response counts as 1 error. If students correctly underline only part of the specified group of words in section A or B, score 1/2 error.
Enter the total number of errors in the score blank at the beginning of the test form. Then determine the placement of the student.
Presentation Notes for Test 2
Items 1–3: Same-Different
These items test the concepts “same” and “different.” Present the instructions in a normal speaking voice. Each item has three response numbers. In item 1, for example, if a student names two acceptable ways
that a hamburger and an ice-cream cone are different, draw lines through 1a and 1b. If the student does not name a third acceptable way, circle 1c.
You may prompt a student by saying: You’ve named two ways that they’re the same. Can you think  of another  way? If the student does not respond within 10 seconds after the reminder, circle the response number and go to the next item.
The responses printed on the test sheet are only samples—not an exhaustive list of appropriate answers. A student’s response is appropriate if it (a) expresses how the objects are the same (or how they are different), and (b) has not already been given for the pair of objects.
Note that responses are correct for the different items if a student mentions only one of the items. For instance, if the student says the ice-cream cone has a cone, but does not mention the hamburger, the assumption is that the hamburger does
not have a cone. Therefore, the response is acceptable.

If you are in doubt about the acceptability of
a response, ask the student to give a different one. For example, a student may respond
to item 1 by indicating that a hamburger is hot, that a hamburger has a bun, and that an ice-cream cone is cold. The last response is questionable because it is the opposite of
the first response. Say: Can you name another way that an ice-cream cone is different from a hamburger?  Score the student’s response to your question.
Items 4–6:  Analogies
Item 4 is an analogy that tells where objects are found (or where the objects typically operate). Any response that accurately tells where is acceptable, for example: lake, stream, fishing hole, ocean, aquarium, or under lily
pads.
Item 5 tells which class each object is in. Acceptable responses include cold-blooded things, animals, food, and living things.
Item 6 deals with parts of objects. Acceptable responses include fins, tails, gills, scales, eyes, and teeth.
Items 7 and 8: Statement Repetition
These items test statement-repetition skills. The student receives as many as three tries at repeating the statement. You say the statement and tell the student to repeat it. If the student says exactly what you say, draw a line through the response number for that trial. If the student does not say exactly what you say, circle the number. As soon as the student repeats the statement correctly, go to the next item.
For example, if the student correctly says the statement in item 7 on the first try, draw a line through 7a and go to item 8. If the student does not say the statement correctly on the first try, circle 7a and say: Let’s try it again. Repeat the statement. Continue until the student has said the item correctly or until you have circled 7c.
Students must say the words clearly so they are not confused with other words. Watch for word substitutions, word omissions, and omission of word endings—for example,
saying twenty-seven instead of twenty-seventh in item 7. On the second and third try, you may emphasize the part of the sentence the student said incorrectly.
Items 9–13: Basic
Information
These items test knowledge of general information. For items 9 and 12, there is more than one acceptable response. For the others, however, only one answer is acceptable.

Items 14–17: Deductions
These items assess the student’s ability to use deductions. Nonsense words are used in item
17. If students object to the nonsense words, remind them: You can still answer the questions even if you don’t know the meaning of some of the words.
Students are not required to use the precise words specified for the items; however, they should give acceptable substitutions.
Items 18 and 19: Divergent
Reasoning
These items test the student’s ability to
use concepts related to true and false. Item
18 deals with descriptions that are true of some things, while item 19 deals with a contradiction (one part must be false if the other part is true).
Blackline Master for Test 1
Name  
 

Class  
 Date  
 School  


Tester  


Errors  

Give Test 2  

Give Test 3  

  1.  Circle the answer. 

  4.  Circle the name of every season.
Tom and Jerrit are the same age. Jerrit is
15 years old. So . . .
a. Tom is at least 16 years old.
b. Tom is less than 15 years old. c. Tom is 15 years old.


a. Jump b. Spring c. July
d. Monday e. Winter
f.  Pepper


g. September h. Fall
i.  Warm
j.  Summer k. Tuesday
d. Tom is older than Jerrit.
  2.   Circle the name of each object that is 
a container.


  5.  Circle the item that is true.
a. All dogs bark.
Collies are dogs.
a. bag
b. phone c. book d. purse
  3.  Circle the answer. 

e. briefcase f.  ring
g. belt
h. dresser

So some collies bark. b. All dogs bark.
Collies are dogs.
So all dogs are collies. c. All dogs bark.
Collies are dogs.
What is the holiday we celebrate on
January 1?
a. Labor Day
b. Memorial Day c. Thanksgiving
d. New Year’s Day e. The 4th of July


So no collies are dogs. d. All dogs bark.
Collies are dogs. So all collies bark.
  6.  Circle the class name for the objects.

 11.  She concealed her belief.
 
a.  containers 
 
b. vehicles


 
c. animals
 
d. tools

 
a. announced
 
b. hid
 
c. explained
 
d. confirmed
For items 12–14,  circle the answer.

  7.  Circle the word that means build.
 
a. buy
 
b. protect
 
c. construct
 
d. predict
For items 8–11, circle the word that means 
the same thing as the underlined part. 
  8.  She resides near New York.
 
a. visits
 
b. drives
 
c. works
 
d. lives
  9.  The doctor looked at the patient’s arm.
 
a. examined
 
b. predicted
 
c. selected
  
d. calculated
 10.  They will modify the plans.
 
a. support
 
b. change
 
c. observe
 
d. announce

 12.  A simile is a statement that tells how  
 
  things . . .
 
a. are different
 
b. are funny
 
c. are the same
 
d. are complicated
 13.  If information is irrelevant to an issue,  
 
  the information is . . .
 
a. untrue
 
b. hard to understand
 
c. important
 
d. unimportant
 14.  If a passage is repetitive, it . . .
 
a. introduces many unfamiliar words
 
b. says the same thing again and again
 
c. uses no unfamiliar words
 
d. has long sentences
For items 15 and 16, write the letter of 
the answer.
 
 
 
  \ 
 
 
  — 
 
 
  | 
 
 
  /
 
 
 
  a. 
 
 
  b. 
 
 
  c. 
 
 
d.
 15. Which line is vertical?  

 16. Which line is horizontal?  

Name  
 

Class  
 Date  
 School  


Tester  


Errors  

Comprehension Placement  

 
(Circle
(Read to the student.) 
errors.)

 
(Circle
(Read to the student.) 
errors.)
1. N 

ame three ways that an ice-cream

I’ll say some sentences. After I say a
cone is different from a hamburger.
 
 (Ideas: One is hot; a hamburger has      1a a bun; one is sweet; one has meat; an     1b ice-cream cone has a cone; and so forth) 1c

sentence, you try to say it exactly as I
said it.
7.  Here’s a new sentence: It was
March twenty-seventh, nineteen
2. N 

ame three ways that an ice-cream


sixty-five. Say it.
cone is like a hamburger.
 
 (Ideas: They are food; each is bigger      2a than an ant; both have parts; both are   2b purchased; you eat them; and so forth)  2c


 
   It was March twenty-seventh,
7a
nineteen sixty-five.
7b
    
7c
3. N 

ame three ways that a tree is the

8.   H 

ere’s a new sentence: Some of
same as a cat.
 
 (Ideas: They are alive; each is bigger     3a than an ant; both die; they reproduce;     3b both have coverings; and so forth)         3c
4. F inish this sentence: An airplane is

the people who live in America are
illiterate. Say it.
 
   Some of the people who live in
8a
America are illiterate.
8b
 
8c
to air as a fish is to . . .
 
 (Ideas: Water; a lake; an ocean;  
4 

9. 

L  isten: It has four wooden legs
and a seat and a back. What is it?
and so forth)
5. F inish this sentence: An airplane is to vehicles as a fish is to . . .
 
 (Ideas: Animals; food; living things;
5
 and so forth) 
6. F inish this sentence: An airplane is to wings as a fish is to . . .
 
 (Ideas: Fins; tail; and so forth) 
6

 
    (Ideas: Couch; chair.) 
9
10.  Listen: We celebrate this day every year because it’s the first day of the new year. What date is that?
 
(Circle
(Read to the student.) 
errors.)
11.  Say the days of the week.
 
    (Students may start with any day 11 of the week, but the days must be) recited in order.)
12.  What is a synonym for sad?
 
    (Ideas: Unhappy; downcast.)
12

 
(Circle
(Read to the student.) 
errors.)
16.  Listen: No brick walls have paint specks. Jerome has a brick wall. What else do you know about it?
 
    (Idea: It doesn’t have paint specks.) 16
17.  Here’s a rule. The rule has silly words, but you can still answer
13.  O 

ne season  of the year is

the questions. Listen: All lerbs
summer. Name the three other seasons.
 
    Fall; winter; spring (can be given
13
 
    in any order).
14.  Listen: If a dog is green, it has five legs.
a.  Pam’s dog is green. What else do you know about it?
 
    (Idea: It has five legs.)
14a
b.  Jim has something with five legs.
Is it green?
 
    (Ideas: Maybe; I don’t know.)
14b
15.  Listen: Some lobsters are red. a.  Tony has a lobster. Is it red?
 
    (Ideas: Maybe; I don’t know.)
15a
b.  Mary has a lobster. Is it red?
 
    (Ideas: Maybe; I don’t know.)
15b

have pelps. Listen again: All lerbs have pelps.
a.  Tom has a lerb. What do you know about his lerb?
 
    (Idea: It has pelps.)
17a
b.  What would you look for to find out if something is a lerb?
 
    (Idea: Pelps.)
17b
18.  Listen: It is a farm animal that has four legs, goes “moo,” and gives milk. Is that true of only a cow?
 
    Yes
18
19.  L  isten  to this statement and tell me what’s wrong with it. He was fifteen years old and his younger sister  was eighteen years old.
 
    (Idea: His younger sister is not 
19
y  ounger than he is.)
Name  
 

Class  
 Date  
 School  


Tester  


Errors  

Comprehension Placement  

1.  They planted frampos, little plants that grow in twinglers.
 
a.   The sentence tells the meaning of a word. Which word?   

 
b.  Underline the part of the sentence that tells what the word means.
2.  His drosling, a small kerchief around his wrist, was made of silk and grummicks.
 
a.   The sentence tells the meaning of a word. Which word?   

 
b.  Underline the part of the sentence that tells what the word means.
3.  Here’s a rule: When the demand is greater than the supply, prices go up.
 
 Here’s what’s happening: Digo Dairy sells 1,000 gallons of milk every day. Digo Dairy has 
orders for 1,100 gallons of milk every day.
 
a.   How much is the supply of milk?   

 
b.   How much is the demand for milk?   

 
c.   What is going to happen to the price of milk at Digo Dairy? 
4.    For each word in the left column, write the number of the word or phrase from the right 
column that means the same thing.
 
a.   currency 
 
 
1. all at once
 
b.  suddenly 
 
 
2. silently
 
c.   ambiguous 
 
 
3. movable
 
d.  hesitated 
 
 
4. changed
 
e.   exhibited 
 
 
5. paused
 
f.   quietly 
 
 
6. plan
 
g.  portable 
 
 
7. money
 
h.  regulations 
 
 
8. rules
 
i.   converted 
 
 
9. general
 
j.   appropriately 
 
 
10. fittingly
 
k.  strategy 
 
 
11. clear
 
l.   response 
 
 
12. answer
 
 
 
 
 
13. responsible
 
 
 
 
 
14. gradually
 
 
 
 
 
15. unclear
 
 
 
 
 
16. showed
 
 
 
 
 
17. caused
 
 
 
 
 
18. slowly
Appendix 6
Assessment of Teaching Proficiency
1.  The teacher has all materials ready and quickly begins instruction.

2.  Instruction begins with review, especially elements and background knowledge relevant to the current instruction (pre-skills).  The teacher corrects errors and firms knowledge or reteaches before introducing new material that requires this background knowledge.

Strengths, Weaknesses, Improve How? 
3.  The teacher gains student readiness:  attention, sitting properly, materials handy.
The teacher focuses students’ attention on the relevant stimulus, such as words in 
 the page.

Strengths, Weaknesses, Improve How? 
4.  The teacher frames the instruction by stating the kind of new knowledge to be taught and the objectives (what students will do). 

     “New sound.”  Or, “Now you’re going to sound out these words.”

Strengths, Weaknesses, Improve How? 
5.  The teacher models or presents new information clearly and focuses on the 


objectives.  The teacher:  (a) Shares his or her thought processes. (b) Uses clear wording. (c) Repeats the information as needed. (d) Presents one step or item at a time in a list or routine, depending on how many steps or items students can handle.

Strengths, Weaknesses, Improve How? 
“This sound is mmmm.”

6.  The teacher leads students through the application of the new information.  


“When I touch under the sound, you say it with me.”

Strengths, Weaknesses, Improve How? 
7.  The teacher gives an immediate acquisition test/check to determine whether students learned the new information.  The teacher tests/checks every time new information is presented to be sure that students learned it.  


“Your turn.  When I touch under the sound, YOU say the sound.”

Strengths, Weaknesses, Improve How? 
8.  The teacher verifies correct responses.


“Yes, that sound is mmm.”

9.   The teacher gives 3 second of think time after giving an instruction.

      “Your turn to sound out this word.”  [Think time….]  Signal

Strengths, Weaknesses, Improve How? 
10.  The teacher uses clear and consistent signals to tell the students when to respond; e.g., a hand gesture.

Strengths, Weaknesses, Improve How? 
11.  The teacher corrects all errors and/or firms weak knowledge.




**Matter of fact way and directed to the group.


**Model.  Teacher  immediately gives the answer or demonstrates the step.


** Lead.  Students say the answer or do the step with the teacher.


**Test/check.  Teacher asks the question or gives the problem step again.


**Verification.  Specific praise.


** Retest/starting over.  


**Delayed test.  Teacher comes back and checks again.

Strengths, Weaknesses, Improve How?  

12.  If new material is a concept, rule, or routine, the teacher:

** Uses a wide and varied range of examples.

** Juxtaposes examples to reveal sameness.

** Juxtaposes examples and nonexamples to reveal difference. 

Strengths, Weaknesses, Improve How? 

13.  The teacher gives a delayed acquisition test (calling on both the group as a whole   
  and then individual students) to determine whether students learned the new   
  examples.

      “Now let’s sound out all these words.”

Strengths, Weaknesses, Improve How? 
14.  The teacher uses information from the delayed acquisition test to determine 
  whether students have sufficiently mastered the new material and can advance 
  to the next step of instruction, or whether reteaching or more intensive   
  instruction for some students is needed.

Strengths, Weaknesses, Improve How? 
15. The teacher teaches at a brisk pace by speaking more quickly; staying on task;  
 using words whose meanings are clear; using the same instructional vocabulary 
 from one task to another; cutting out unnecessary words.
Strengths, Weaknesses, Improve How? 
16.  The teacher gives frequent opportunities for group (choral) and individual responses to test/check learning.  
· The teacher asks the question first, and then calls on the group or an individual.

· The teacher provides think time before calling on the group or an individual.

· After presenting new information, the teacher calls on the group as a whole.  

· After calling on the group, the teacher calls on individual students, and makes sure to call on students who have made errors or who in general have a harder time learning.

Strengths, Weaknesses, Improve How? 
17.  If Possible, teach in small, homogeneous Groups.

· Give pre-tests or placement tests to place students in groups with other students at the same level or spot in a program.

· During beginning instruction, keep the group small—say six to eight students.

· Groups can consist of students from different classes and grade levels (at most two grade levels, as a rule).

· Note students’ progress.  Move students who are making quicker progress to groups with similar students.

Strengths, Weaknesses, Improve How? 
18.  The teacher establishes a learning community with:

· A shared group mission.

· Shared group rules.

· Shared high expectations.

· Reinforcement for individual and group achievement.

· Students sitting near and facing the teacher.

· Providing frequent opportunities to respond (choral group, and individual).

· Ensuring mastery of every task.

· Celebrating progress.

Errors�
Program Placement�
�
more than 8�
Comprehension B1, Lesson 1�
�
5 to 8�
Comprehension B1 Fast Cycle, Lesson 1�
�
2 to 41/2�
Comprehension C, Lesson 1�
�
0 to 11/2�
too advanced for Corrective
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