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Reading Achievement and Attitudes 2
Abstract

A 4-Block Balanced Reading Program was implemented in a school system in
Georgia during the 1998-99 school year in an effort to improve reading achievement of
these students. This study examined the short-term effect of this program
implementation oh reading achievement and attitudes toward reading of students in
Grades 1 through 5 (n = 2,127) who had been exposed to this approach for one school
year. Surprisingly, despite the fact that the 4-Block Balanced Reading Program has
been utilized for nearly a decade, scant research exists on the efficacy of this reading
intervention. Statistically significant reductions in achievement scores were found for
Gradé 2 (African American and White females and males) and Grade 3 (African
American females and males; White males); no significant differences were found for
Grade 5. Conversely, for Grade 4, a statistically significant increase was found for
African American males. Cognitive Ability Test scores also were compared across
grades. The fact that the fourth-grade scores did not differ from the earlier grades
suggests that intelligence does not explaih the relatively superior reading achievement
of fourth graders over the one-year period. With respect to reading attitudes, statistically
significant differences were noted for Grade 2 (African American females), Grade 3
(African American females and males), Grade 4 (African American females and males),
and Grade 5 (African American males and White females). In all cases, posttest scores
were lower than were pretest scores, with moderate effect sizes, in general. Thus, the
current findings, although preliminary, cast serious doubt over the effectiveness of the

4-Block Balanced Reading Program. Implications are discussed.
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Short-Terrri Effects of Balanced Reading Implementation on Reading Achievement and
Attitudes Among Elementary School-Aged Students

Reading achievement is of continuing interest and concern among educators
(Snow, Burns, & Griffin, 1998). Much of the early research concerned the effectiveness
of various materials and methods, but no consensus was reached as to the best single
way to teach beginning readers (Bond & Dykstra, 1967, 1997). Interestingly, as early as
1967, Bond and Dykstra reported that no method of teaching reading was superior to |
any other, but that nonbasal programs tended to be superior to basal programs.

In a follow-up study, based on their investigation of the 27 projects that were part
of the Cooperative Research Studies on First-Grade Reading Instruction, Bond and
Dykstra (1997) reported that scores on some readiness subtests were positively related

to reading achievement, but class size was determined to be unrelated to reading
achievement. Teacher experience and efficiency ratings were statistically significantly
but only slightly related to student achievement in reading. A combination of programs
was found to be better than any one single approach, by systematic word skill
instruction was essential regardless of the approach utilized. The relative success of
non-basal programs compared with basal programs indicated that reading instruction
might be improved by adopting elements from each of the approaches studied and the
addition of a writing component was found to be effective. They further recommended
that future research focus on teacher and learning situation characteristics rather than

methods and materials.
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In agreement with Bond and Dykstra (1967, 1997), Allington (1994) described the
type of school that he considered would be needed for the 21st century. The importance .
of the classroom teacher and lessons in developing literacy, having long blocks of time
to teach, and curricula that cover fewer topics with more depth using intensive |
instruction in literacy that integrate writing and reading were at the top of his list.
Freppon and Dahl (1998) also supported a balance between skill instruction and whole
language-like instruction in a constructivist_ classroom environment as the most effective
approach to teaching reading.

Cassidy and Cas_sidy (1999) and Cassidy and Wenrich (1999) reviewed survey
results from 1997 and 1998, respectively. In the original study, 25 members of the
International Reading Association were chosen in proportionate numbers to
membership wbrldwide and interviewed regarding the “hot topics” for literacy research,;
these individuals represented equal proportions of practitioners and university
personnel. The second study surveyed the same group of educators. In both surveys,
Balanced Reading was rated by 100% of the respondents as the top and second “Hot
topic” in the respective years.

Thus, considerable documentation exists to support the need for a balanced
approach to teaching beginning readers (Allington, 1994, Cassidy & Cassidy, 1999;
Cassidy & Wenrich, 1999; Cunningham & Allington, 1994; Freppon & Dahl, 1998). One
such framework described in the literature is the 4-Block Balanced Reading framework
(Cunningham, Hall, & Defee, 1991). Implemented initially in an elementary school in

North Carolina, the framework divides the two-hour Language Arts instructional period

W
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into four 30-minute blolcks: Basal, Self-Selected Reading, Writing, and Working with
Words. Results after the first year of fmplementation were promising, and, therefore, two
additional sites, both in South Carolina, were added in subsequent years. What follows
is a summary of the results at each of these three sites reported by Cunningham, Hall,
and Defee (1998) since the implementation of 4-Block B‘alanced Reading.

School 1, a large suburban school in North Carolina, encompassed a student body
with 20% to 25% low socioeconomic status (i.e., free/reduced price lunch) and 25% to
30% minority students. All classes were heterogeneous and each included approximate
23 students. Nd children were retained and none were referred for special education
classes until second grade. The population was relatively stable, with approximately
10% turnover. All students in Grades 1 and 2 were administered the Basic Reading
Inventory on an annual basis across the six years of implementation. There was no
control group, but the authors reported consistent results across all groups of 100 to
140 children assessed annually. The most interesting results were among the students
who did not read at grade level at the end of the Grade 1. Half or more of these
students read at or above grade level by the end of Grade 2. Moreover, standardized
test data for the systém on the same groups of children, taken in Grades 3, 4, and 5,
resulted in 90% of the students performing in the top two quartiles with respect to
reading achievement (Cunningham et al., 1998).

School 2, also suburban but located in South Carolina, contained a student body
with 25% low socioeconomic status. Approximately 6ne-half of the teachers |

implemented the Four-Block framework. Again the Basic Reading Inventory was
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administered. Students in classes where the Four Block Balanced Literacy Model was
implemented scored at ~or above grade level at the end of the first semester of
implementation; students in classes where the model was not implemented scored at
grade level 1.2. Further, 100 of the students in classrooms where the model was
implemented were matched with 100 students in classes where the model was not
implemented. These students were matched on scores they received on the Cognitive
Skills Assessment Battery, a readiness test administered to all students at the beginning
of the school year. Encouragingly, the students who were in the Four-Block classrooms
scored statistically significantly higher on the Metropolitan Achievement Test
administered at the end of the first year of implementation (Cunningham et al., 1998).

School 3, a rural school located in South Carolina, was rated as one of the wdrst
schools in the state based on achievement. The school included 84% low
socioeconomic level students based on lunch status. As noted by Cunningham et al.
(1998), various emphases had been implemented across the years, with no increase in
achievement scores: in 1991-92, “skill and drill “ basic skills instruction was introduced;
in 1992-93, whole language was tried; in 1993-94, cooperative learning was
implemented; and in 1994-95, Rita Dunn Learning Styles approach was incorporated.
Only 20% of first graders and 9% of second graders in 1994-95 school year scored
above the 50th percentile. During the 1995-96 school year, the Four Block Balanced
Literacy framework was taught to teachers and mandated for use in the school. At the
end of the first year, 30% of the first-grade students and 38% of the second-grade

students scored at or above the 50th percentile. By the end of the second year of
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implementation, 1996-97, 46% of the first-grade students and 40% of the second-grade
students scored at or above the 50th percentile. These gains in achievement were
attributed to the implementation o‘f the Four Block Balanced Literacy Model
(Cunningham et al., 1998). Cunningham (1999) reports that addifional data currently are
being gathered via a website from schools nationwide that are using this model.

In light of these research findings, the 4-Block Balanced Reading framework
(Cunﬁingham et al., 1998) was implemented in an additional school system in the stéte
of Georgia during the 1998-99 school year in an effort to improve the reading
achievement of these students. Unfortunately, at this school district, both reading
achievement and reading attitudes had been found to decrease with increased years of
schooling (Diamond & Onwuegbuzie, in press). Thus, the purpose of the present
investigation was to examine the short-term effect of this program implementation on
reading achievement and attitudes toward reading of students in Grades 1 through 5
who had been exposed to this approach for one school year.

Surprisingly, despite the fact that the 4-Block Balanced Reading Program has
been used for nearly a decade, a paucity of research exists as to the efficacy of this
reading intervention. Indeed, the three studies discussed above appear to be the only
published research in this area. Yet, before nationwide implementation of the 4-Block
Balanced Reading Program can be justified, it is imperative that there is extensive
support for this technique. For the present inquiry, baseline data, obtained prior to the
implementation of the 4-Block Balanced Reading Program, were compared with

posttest data obtained one year later. Program effectiveness and student outcomes
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| were of primary interest in the current research. As such, it was expected that the
current results would add to the scant body of published literature on the efficacy of 4-
Block Balanced Reading initiative.
Methodology
Participants
Participants comprised 2,127 children who were enrolled in four Kindergarten
through third-grade schools and two fourth- and fifth-grade schools in a small inner city
school district in Georgia. That is, all regular education students who were enrolled in
these six schools in Grades 1 through 5, who participated in the March, 1998 and 1999
administrations of the lowa Tests of Basic Skills were included in comparisons of pre-
and post-intervention measures of achievement. Those who completed the Elementary
Reading Attitude Survey in September, 1998 and April 1999 were included in pre- and
post-intervention comparisons of attitudes toward reading. However, students who
received services as students with intellectual disabilities were excluded from the
sample because they did not consistently participate in the general curriculum and did
not typically take the lowa Tests of Basic Skills. Because of the small number of
students (approximately 30) in the “Other” category, which included Hispanic, Native
American, and Asian, these data were not included in the analysis. Demographic data
for the achievement sample are reported in Table 1; demographic data for the attitudes

sample are reported in Table 2.

Insert Tables 1 — 2 about here
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Instruments

The lowa Tests of Basic Skills is administered annually to all Kindergarten
through eighth-grade students at the school system where the study took place. This
instrumeht is a standardized test of _academic achievement developed and published by
The Riverside Publishing Company (The Riverside Publishing Company, 1994). Areas
measured are Reading, Language, and Mathematics. Items are presented in a multiple-
choice format. The score of interest in this study was the Reading Total. Normal Curve
Equivalent scores, which were designed for comparisons across grades and test levels,
were the scores used in the present study. The State of Georgia has adopted this
particular test for use in all Georgia schools for state-mandated testing and has
provided evidence that the instrument generates valid scores for use in the Georgia
public schools (Georgia Department of Education, 2000). The Riverside Publishing
Company (1994) reported reliability Qoefﬁcients for the Reading Total, as measured by
KR-20, for Grades 1 through 4 which ranged from .89 to .93.

The Elementary Reading Attitude Survey was developed by McKenna and Kear
(1990). This survey yields three scores: attitudes toward recreational reading (ltems 1-
10), attitudes toward academic reading (Items 11-20), and full scale (summation of 20
items). The items on this Likert-type scale are weighted from 1 to 4, with a score of 4
representing the most positive response, and 1 representing the least positive
response. Students choose one of four Garfield line drawings which are representative
in expression from most to least favorable toward a given reading activity. Using norms

which were initially established on a population of 18,185 students in 38 states in
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Grades 1-6, McKenna and Kear (1990) recommended that raw scores between 41 and
80 be fndicative of increasingly positive aﬁitudes toward reading, and scores 40 or less
be considered increasingly negative attitudes toward reading.

McKenna and Kear (1990) reported reliability coefficients (i.e., Cronbach's alpha)
of .80 or higher, except for the Recreational subscale in Grades 1 and 2 (i.e., .74 and
.78, respectively). A factor analysis using the norm data supported the presence of two
discrete scales reflecting different aspects of reading ability. Evidence of construct
validity also was provided via positive correlations between the Recreational subscale
and owning a library card and checking books out of the library, and a negative
correlation between this subscale and time spent viewing television. Likewise, construct
validity of the Academic subscale was evidenced through high scores on this subscale
obtained by high ability readers; high ability readers were identified by teacher
nomination in the norming process. This survey tool was chosen by the Language Arts
Curriculum Director to measure attitudes toward reading.

As recommended by many researchers (e.g., Onwuegbuzie, 1999; Onwuegbuzie
& Daniel, 1999, 2000; Thompson & Vacha-Haase, 2000; Wilkinson & the APA Task
Force on Statistical Inference, 1999), reliability coefficients always should be reported
for the data at hand. Unfortunately, no reliability information was available for the
Elementary Reading Attitude Survey for the current sample. Thus, instead, és
recommended by Vacha-Haase, Kogan, and Thompson (2000), for each grade, the
standard deviation of scores from the inducted study (i.e., McKenna & Kear, 1990) was

compared to the standard deviation of scores for the present sample. Deviation scores,
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using the inducted study as the baseline, were as follows: Grade 1 (0.63); Grade 2
(0.71); Grade 3 (0.68); Grade 4 (1.12); and Grade 5 (0.04). Interestingly, these'
differenceé were all positive, suggesting that the current sample’s reading scores were
more variable than that of the inducted sample across all grade levels. However, with
proportion deviations ranging from .01 to .10 (M = 0.06, SD = 0.03), it was concluded
that the current sample was not too dissimilar frorﬁ the inducted sample with respect to
score variation on the Elementary Reading Attitude Survey. Indeed, using Magnusson'’s
(1967) formula, which is based on the reliability of the inducted sample and the standard
deviations of the inducted and pfesent samples, the predicted reliability of the present
sample’s feading attitude scores was as follows: .88 for Grade 1, .89 for Grade 2, .89
for Gréde 3, .91 for Grade 4, and .89 for Grade 5.
Procedure

The lowa Tests of Basic Skills was administered in March 1998 and 1999.
Scores were available through a data management program called Student Data
Management System (1997). At the request of the Language Arts Curriculum Director,
the Elementary Reading Attitude Survey was administered by classroom teachers
during the week of September 21-25, 1998 and April 26-30, 1999 to all first- through
fifth-grade students in the six schools. These data were collated, summed into the two
subscales and a total score, and matched with lowa Tests of Basic Skills data for each
student. This data-gathering tool also included a place for demographic information
regarding ethnicity and gender. These data also were coded with the attitudinal and

achievement scores for each child. Lunch status was coded from information generated
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by the School Nutrition Program database. Once all data were collated, identifying
information was removed.

Results

Descriptive statistics regarding attitudes toward reading and reading

achievement for this sample are displayed in Tables 3 and 4, respectively. A 2 (gender)
x 2 (ethnicity) x 2 (socioeconomic status) x 4 (grade level) factorial analysis of variance
(ANOVA) was conducted to examine reading achievement as a function of gender,
ethnicity, socioeconomic status, and grade level. Findings revealed (a) a main effect for
grade [F (4, 2645) = 21.91, p < .001; w? = .18]; (b) a main effect for ethnicity [F (1; 2645)
= 154.58, p < .001; w? = .24]; and (c) a main effect for SES [F (1, 2645) = 98.67, p <
.001; v =.19]. No 2-, 3-, or 4-way interactions were noted. A post-hoc Scheffé analysis
reveaied that, students in Grade 1 6utscored those in Grades 2 through 5, and students
in Grade 2 outscored thdse in Grades 3 and 5. Also, White students outscored African
American students. Finally, students paying full price for lunch outscored those who

received free or reduced lunch.

Insert Tables 3— 4 about here

Using Cohen’s (1988) criteria, the effect sizes, as measured by w?, were
moderate for the ethnicity main effect and small for the grade and socioeconomic status
main effects. Moreover, a cubic trend was found for grade [F (1, 2683) = 4.55, p < .05],

with reading achievement declining consistently across Grades 2 and 3, rising slightly at



Reading Achievement and Attitudes 13
Grade 4, and decreasing slightly between Grades 4 and 5. The trend for reading

achievement is shown in Figure 1.

Insert Figure 1 about here

A 2 (gender) x 2 (ethnicity) x 2 (socioeconomic status) x 5 (grade level) factorial
anallysis of variance (ANOVA) was conducted to examine attitudes toward reading as a
function of gender, ethnicity, socioeconomic stétus, and grade level. Findings indicated
(a) a grade x SES x ethnicity interaction [F (4, 2555) = 2.91, p < .05; «* =.07]; (b) a
main effect for gender [F (1, 2555) = 40.54, p < .001; »? = .13]; (c) a main effect for
ethnicity [F (1,2555) = 8.75, p < .05, 92‘ = .05]; and (4) a main effect for grades [F (4,
2555) = 18.34, p < .001; w? = .17]. Using Cohen’s (1988) criteria, the effect sizes, as
measured by »?, were moderate for the main effect of ethnicity and small for all other
main effects and for thé interaction. Examination of the three-way interaction (graaes X
SES x ethnicity) plots revealed a steady monotohic decline for both White and African
American females with White females consistently reporting more positive toward
reading at each grade level. However, for males, the picture was different. Beginning in
Grade 1, African American males were more positive than were White males, but by
Grade 2, the situation had reversed. From that point, both groups steadily became less
positive toward reading, with scores converging at Grades 3-and 5. The interaction pots

- are shown in Figure 2.
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Insert Figure 2 about here

At all grade levels, females were more positive toward reading than were males
and, at all levels except Grade 2, Whites were more positive toward reading than were
African Americans. At Grade 1, African Americans were more positive toward reading
than were Whites but only by less than one point, on the average. A post-hoc Scheffé
analysis of the main effect for grade revealed that students in the first grade héd
statistically significantly more positive reading attitudes than did students in Grades 2
through 5; second- and third-grade students had statistically significantly more positive
reading attitudes than did students in Grades 4 and 5; and fourth-grade students had
statistically significantly more positive attitudes than did students in Grades 5. Moreover,
a cubic trend emerged for grades [F (1, 2593) = 5.05, p < .05], with reading attitudes
decreasing very slightly between Grades 1 and 2, decreasing sharply between Grades
2 and 3, slightly declining between Grades 3 and 4, and between Grades 4 and 5. The

trehd for reading attitudes is shown in Figure 3.

Insert Figure 3 about here

Comparisons were made between pre- and post-test scores in reading
achievement using a series of dependent t-tests by grade, ethnicity, and gender. A

Bonferroni adjustment was used to control for familywise error. Specifically, within each

Q | .3.5
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grade, an alpha value of .0125 (i.e., .05/4) was utilized (Onwuegbuzie & Daniel, 2000).
For Grade 1, achievement tests were not compared because pre-test Reading Total
scores were not available. Table 5 presents descriptive statistics, including the results of

dependent t-tests.

Insert Table 5 about here

For students in Grade 2, statistically significant differences were found for African
American females, African American males, White females, and White males. All four
groups scored significantly lower on the posttest than on the pretest: African American
females (M =-10.5, SD = 14.19); African American males (M = -8.5, SD = 15.26); White
females (M = -8.52, SD = 12.71); and White males (M =-7.79, SD = 15.64). Using
Cohen’s (1988) criteria, the effect sizes pertaining to these differences, which ranged
from .42 to .67, were moderate for all four groups (Table 5).

For students in Grade 3, statistically significant differences were found for African
American females, African American males, and White males. For all three groups,
posttest scores were significantly lower than on the pretest scores: African American
females (M = -5.75, SD = 14.34); African American males (M = -4.38, SD = 14.34); and
White males (M = -7.22, SD = 12.77). Using Cohen’s (1988) criteria, the effect sizes,
ranging from .26 to .35, were small for all the groups (Table 5).

Interestingly, for Grade 4, all means were higher for the posttest than for the

- pretest, although the differences were not statistically significant, except for African
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American males. Specifically, African American males scored significantly higher on the
posttest (M = 3.0, SD = 13.75) than on the pretest. Using Cohen'’s (1988) criteria, the
effect size was small for African American Males (Table 5). No significant differences
were found for Grade 5 (Table 5).

To investigate why the 4-Block Balanced Reading implementation may have been
more effective in Grade 4 in comparison to other grades, Cognitive Ability Test scores
were compared across Grades 2 through 5. Fifth graders had higher Verbal Standard
Age Scores [F (3, 1839) = 16.32, p < .001, »? = .16] than did each of the other four
grades. However, no differences were noted among the Grades 2 through 4 (Table 6).
Also, no differences were noted for the CSmposite Standard Age Scores (Table 7). The
fact that the fourth-grade scores did not differ from the othér three grades suggests that
intelligence does not explain the relatively superior reading achievement of fourth

graders over the one-year period.

Insert Tables 6-7 about here

Similarly, pre-' and post-test scores on the Early Reading Attitudes Survey
(McKenna & Kear, 1990) were analyzed using a series of dependent t-tests by grade,
ethnicity, and gender. Again, the Bonferroni adjustment to control for familywise errdr
was applied and an alpha level of .0125 (i.e., .05/4) was set. These results are

presented in Table 8.
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Insert Table 8 about here

Statistically significant differences were noted in Grade 2 for African American
females; in Grade 3 for African American females and African American males; in
Grade 4 for African American females and African American males; and in Grade 5 for
African American males and White females. In all cases, posttest scores were lower
than were pretest scores: Grade 2 African American females (M = -2.88, SD = 10.31);
Grade 3 African American females (M = -3.08, SD = 10.34) and males (M =-3.02, SD =
11.94); Grade 4 African American females (M =-3.79, SD = 11.92) and males (M =
-3.15, SD = 11.94), and Grade 5 African American males (M = -3.50, SD = 12.92) and
White females (M = -4.56, SD = 9.42) (Table 6). |

Discussion

The major purpose of the present study was to examine fhe short-term effects of
the Four-Block Balanced Reading framework on reading achievement and attitude
toward reading as a function of gender, ethnicity, socioeconomic status, and grade level
among elementary school children. The use of a relatively large sample of students
enrolled in a school system afforded the opportunity to add to the body of literature as
related to that geographic area because of its high proportion of African American
students and large number of students classified as low socioeconomic status. A further

contribution of the current inquiry stems from the disaggregation of the data.
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As in the baseline study (Diamond & Onwuegbuzie, in press), the trend for
reading achievement and attitudes toward reading is for both to decrease with
increased years of schooling. First-grade students appear to be the highest achievers
and to have the most positive attitudes toward reading, with both reading indicators
decreasing at each successive grade level. Interestingly, however, differences in
intelligence did not seem to predict these lower reading scores among successively
higher grade levels because no differences were noted among Grades 1 through 4 in
Verbal 1Q. Also, Grade 5 students, who had the highest average Verbal 1Q scores,
scored the lowest in both reading achievement and attitudes toward reading. Therefore,
other factors should be examined to help clarify these trends.

The moderate effect sizes found in the current study, although preliminary, cast
serious doubt over the effectiveness of the 4-Block Balanqed Reading framework in
improving both attitudes toward reading and reading achievement—at least in its first
year of implementation. Cunningham et al. (1998) described hugely successful
implementation projects in their studies completed in North and South Carolina.
Students in these classrooms where the framework was implemented greatly increased
reading achievement scores within the first year of its use. In the current study, pre- and
post-test comparisons suggest that the converse is true for this population. Although
population demographics are not identical between the Cunningham et al (1998) studies
and the current population, this is unlikely be the only factor affecting outcomes

resulting after implementation. To the extent that these findings are replicable, it is
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possible that inadequate implementation of the 4-Block Balanced Reading framework
has played role, at least in part, in preventing short-term gains from being realized.

Moreover, Onwuegbuzie (2000) conceptualized that implementation is a corﬁmon
and serious threat to internal validity in many educational intervention studies.

According to Onwuegbuzie (2000), this threat often stems from differential selection of

teachers. In particular, as the number of instructors involved in an instructional
innovation increases, so does the likelihood that at least some of the teachers will not
implement the initiative to its fullest extent. Such lack of adherence to protocol on the
part of some teachers might stem from lack of motivation, time, or resources,
inadequate knowledge, poor self-efficacy, implementation anxiety, stubbornness, poor
attitudes, and the like (Onwuegbuzie, 2000). Thus, it is possible that such a lack of
adherence to the}4-BIock Balanced Reading protocol at the school district under
investigation exp{)Tains, at least in part, the reductions in reading achievement. Thus,
future research should investigate whether implementation threat permeates the school
district. One way of examining the level of implementation threat would be to compare
the level of implementation of the 4-Block Balanced Reading Program between Grade 4
classrooms, where increases were observed, and the remaining grade levels, where
significant decreases were apparent.

Attitudes toward reading also have continued to become more 'negative.
Interestingly, this was true across all grades and for all demographically-defined groups.

The interaction among grade, ethnicity, and gender also was interesting. Whereas the

females, regardless of ethnicity, were steadily becoming less positive toward reading as
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they advanced in grade, the picture for males was less consistent, with sharp, parallel
decreases in attitudes noted between some grades for both ethnic groups and
convergence at other grades. White females were overall more positive at every grade
than were African American females, but White males were more positive than were
African American males only at Grades 2 and 4. Scores for the two groups of males
converged at Grades 3 and 5, with African American males reporting more positive
attitudes toward reading than did White males at Grade 1. The reason for this difference
is unknown and bears further investigation. In any case, the present findings highlight
the utility of disaggregating data.

It is possible implementation threat also may have adversely affected the internal
validity of the findings with respect to reading attitudes. For example, poor attitudes of
some of the teachers toward the 4-Block Balanced Reading Program may have
transgressed to their students. This should be the subject of future research.

Another component of the implementation threat that may have prevailed is
related to time. That is, it is possible that one year may not .be a sﬁfﬁcient period of time
to observe positive gains in reading achievement and attitudes. However, significant
increases in reading performance have been observed by the end of the first year of
introduction of the 4-Block Balanced Reading Program (Cunningham et al., 1998).
Moreover, what is particularly disturbing is that reading achievement decreased for four
of the five grades. No significant differences between the pre- and post-intervention
measures perhaps could have been overlooked; however, decrements in reading

outcomes must be taken seriously, thereby justifying much more research in this area.
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A framework that offers great potential for studying the role of implementation
threat in the 4-Block Balanced Reading Program is that pertaining to Rogers (1995). In
his seminal work, entitled, The Diffusion of Innovations, Rogers (1995) identified the
following five stages individuals go through in deciding whether to adopt a new
innovation: (a) knowledge (e.g., awareness and comprehension), (b) peréuasion (e.g.,
formation of attitude), (c) decision (e.g., trial, followed by adoption or rejection), (d) |
implementation (i.e., actual use), and (e) confirmation (i.e., continued use). Thus,
researchers in the future should consider comparing teachers whose students
experience gains in reading achievement after implementation of the 4-Block Balanced
Reading Program to their lower-achieving counterparts with respect to these five
stages. These five stages also could be analyzed via narrative profile forhation
techniques (Tashakkori & Teddlie, 1998; Witcher, Onwuegbuzie, & Minor, in press). For
example, average narrative profiles could be compared for these two sets of teachers
(Witcher et al., in press).

If differences are found in the degree and speed that teachers adopt the
Balanced Reading Program, then the characteristics of the organization (i.e., the local
school district under study) (Rogers, 1995) should be examined further. In addition, as
recommended by Rogers, the attributes of the innovation should be studied. Rogers
(1995) identified the following five major attributes that influence how quickly an
innovation is likely to be adopted: (é) relative advantage, (b) compatibility, (c)
complexity, (d) trialability, and (e) observability. According to this author, innovations are

likely to be adopted more slowly if (a) they offer advantages such as high initial cost,
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relative economic disadvantages, increase in discomfort, saving.s in time and effort, and
social status; (b) if they are not compatible with the values, beliefs, perceived needs,
and goals of the teachers and administrators, as well as the parents and other
stakeholders; (c) if they are difficult to understand, to implement, and to utilize; (d) if
they are not phased in gradually; and (e) if they do not produce invisible results. Thus,
each of these components should be scrutinized.

In summary, future research should focus on issues affecting implementation of
the 4-Block Balanced Reading framework. As noted above, demographis differences
between the various samples reported in the literature and the current sample is unlikely
to be the sole reason for diffefent outcomes. Moreover, these results suggest further
questions that would be better investigated using qualitative methods. These questions
include the following: To what extent is the 4-Block Balanced Reading Program being
implemented? What has been implemented differently in fourth-grade classes as
compared with the other grades? What needs to be changed to reverse the short-term
downward trend observed in reading achievement so that these students can compete
in the information society in which they must function as adults? Clearly, answers to
such questions are vital and must be investigated. Questions such as these must be
asked in a society where accountability for achievement and expenditure of funds is

such a significant issue.
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Table 1
Demoaraphic Distribution of Achievement Sample as a Function of Grade Level
(Grades 2-5) |
Grade African White Male Female Total
American
2 77.1% 229% 48.2% 51.8%
357 106 223 240 463
3 78.2% 21.8% 45.6% 54.4%
348 97 203 242 445
4 77.6% 22.4% 49% 51%
326 | 94 206 214 420
5 76.8% 23.2%  50.8% 49.2%
301 91 199 193 392
Total 77.4% 22.6% 7/.3% 51.7%
1332 388 831 - 889 1720

28




Reading Achievement and Attitudes 28

Table 2
Demographic Distribution of Attitudes Sample as a Function of Grade Level (Grades 1-
5)
Grade African White Male Female Total
American
1 74.8% 25.2% 51.8% 48.2%
357 120 247 230 477
2 77.8% 222% 49.4% 50.6%
364 104 231 237 468
3 76.7% 23.3% 47.6% 52.4%
348 106 216 238 454
4 75.7% 243% 49.3% 50.7%
281 90 183 188 371
5 73.7% 26.3%  52.5% 47.5%
261 93 186 168 354
Total 75.8% 242% 50.04% 49.96%

1611 513 1063 1061 2124

25




Reading Achievement and Attitudes 29

Table 3

Spring 1999 Total Reading Means and Standard Deviations by Grade n and

Ethnicity
Male Female
African African
American White | American White

Grade M SD M SD M SD M SD n
1 50.79 1744 6472 1949 5157 18.28 7130 18.20 586
2 4279 1666 63.51 2062 46.34 1497 60.70 1642 585
3 38.36 1598 6279 1991 4068 1578 61.85 17.36 539
4 4085 1711 56.59 18.35 4085 1587 64.21 1757 499
5 38.81 1553 5832 16.03 3863 1527 5853 14.00 476

Total 4267 1721 6144 19.05 4384 16.78 6345 17.33 2685
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Table 4

Spring 1999 Total Attitude Means and Standard Deviations by Grade. Gender, and
Ethnicity

Male Female

African African
American White American White

Grade M SD M SD M SD M SD

[}

1 63.20 1224 6111 1468 ©66.5 10.68 67.64 10.27 582
2 60.86 1133 63.00 10.11 6567 9.95 67.17 9.95 551
3 5865 1230 58.82 10.72 63.79 10.56 64.90 8.40 533
4 5426 1255 58.04 1100 59.20 10.83 6195 9.57 484
5 5319 11.01 53.69 9.81 5869 11.84 60.64 8.58 445

Total 5841 1248 5888 1196 63.09 1133 64.76 9.78 2595
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Figure 1
Estimated Marginal Means of Spring Reading Total
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Figure 2

Estimated Marginal Means of Spring Total Attitude
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Figure 3
Estimated Marginal Means of Spring Total Attitude

66

{

T 64

=

3

(V]

~r

(] 62 |

Q.

<

o

ac 60 J

=3

o

< 58

]

[1V]

?
56 i
54 .
Grade 1 Grade 2 Grade 3 Grade 4 Grade 5

Grade

46




AERA

U.S. Department of Education
Office of Educational Research and Improvement (OER) E n I c
National Library of Education- (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE  csoi4 206

(Specific Document)

®

I. DOCUMENT IDENTIFICATION:

Title: ' — ‘(‘ 2SN el ‘(RC\LO-\ “-OI Reocliag T P(Q’““’\hm’
0/\5&2-7 m.wgefﬁchrM )‘vs{:( ﬂmo\n n,‘)l‘@ If%b(»@ac-" M‘N‘

Author(s): V DM 4éan :r' D 1a @,—\04 0\9{ Q”\/h‘ﬁ"«ﬂ \/l‘ 04 u)u€<g$“'\2 e

~J -
Corporate Source: Publication Date:

). ooQ

Il. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly aostract joumal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credlt is given to the source of each document, and, if

If permission is granted to reproduce and disssminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page. '

The sampio stickar shown beiow wil be The sampie sticker shown below will bo The sample sticker shown bolow wil bo
afxed to &) Lovel 1 documents affixed 1o all Level 2A documents affixed to all Lave! 28 documents
PERMISSION TO REPRODUCE AND
PERMISSION TO REPRODUCE AND DISSEMINATE THIS MATERIAL IN PERMISSION TO.REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS MICROFICHE, AND IN ELECTRONIC MEDIA DISSEMINATE THIS MATERIAL IN
BEEN GRANTED 8Y FOR ERIC COLLECTION SUBSCRIBERS ONLY, MICROFICHE ONLY HAS BEEN GRANTED B
HAS BEEN GRANTED BY
4
P & o
° ® <P
TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES ‘
INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC)
1 2A 2B
Level 1 Level 2A Level 28
N .

i [ |
mmuuvu1m.m~ mmvwwum.mm mmmwmm.m
Mmﬁmhm«m : deﬁmmmmh mmmmmmhmm
Emc:mu.a.(og.m)mm ,mmummmm

copy. subacribers only

wwumummmmm.
nmbmum.unmwhm.mmummuwt

Sign ? {V { /-Q \ Printad Name/Position/Tie; naaT '
Please ‘ Anthony J. Onwuegbuzie, Ph.D. FS.§ T*am-: Y Qe FAX. (Z‘J ey '8'12 .
Department of Educational Leadership [L- 247 - q 167

College of Education E?"‘Ni&m €G- @ - ILAQ /Q' c

Valdosta State University VAL CS.'-"}’ (S0 ' (over)
Valdosta, Georgia 31698 : '




