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1B Track:

Editors Note: The Association for Direct Instruction recog-
nized the work of Thaddeus Lott in 1982, He was the first recipient
ofthe ADI Excellence in Education Award for Administration and
Supervision. Since that time Lott has continued to provide strong

leadership at Wesley.

Wesley Elementary is in the center of one of
Houston’s poorest neighborhoods. Virtually all of
its students come from low income backgrounds,
and -the vast majority of them receive free lunch.
Thaddeus Lott has been principal of this school since
1975, and he’s lived in the neighborhood evenlonger
—- his whole life.

For the entire time Lott has been principal at
Wesley, he has been fighting to raise academic
achievernent. Lott has been working againstextraor-
dinary odds and, at times, even the local school
district. Rather than adopting the district’s cur-
ricula, for example, he uses Direct Instruction pro-
grams from SRA. Lott takes his lead for this from
Project Follow Through, the national program which
showed disadvantaged children could achieve in
spite of a multitude of rationalizations for failure.

The Promise of Follow Through

In 1967, Project Follow Through was organized to
select and test several nationally recognized educa-
tional programs. The promising programs that ulti-
mately participated in the Follow Through evalua-

ThaddeusLott, Principal, Wesley Elementary School

Fifteen Years of Student Improvement
ementary School

tion were to directly affect the achievement levels of
disadvantaged youth in their first three years of
school. A wide range of models were selected, from
highly Piagetian approaches to behavioral methods.
Follow Through eventually included 180 communi-
ties in this country and 75,000 children. After nine
years, the Direct Instruction model — which is the
foundation of curricular programs from SRA like
Reading Mastery, DISTAR Language I, IT, and I11, Cor-
rective Reading, Spelling Mastery, and Connecting Math
Concepts — was deemed superior to all other models
in terms of academic achievement and self-concept.

The success of the Direct Instruction programs,
then and now, has been attributed to a distinct set of
features: small group instruction, well-designed and
field tested curricula, carefully worded instructions
to the teacher, a positive attitude toward learning,
and specific feedback. These elements have remained
essentially the same since thelate 1960s even though
all of the SRA programs have been revised several
times; either to add new material {(e.g., stories in the
reading series, etymology in the spelling programs)
or to expand the series into higher grade levels.

Lott believes that, “if we had notimplemented the
DISTAR Systems [SRA’s earlier name for its Direct
Instruction programs] here at Wesley, we would
have had many children who would have become
non-readers and they would have left school as non-
readers. The difference lies in the repetition, the
sequencing, and the progression of skills that are
offered in the DISTAR program.”

Rising to Excellence

A testimony to Wesley's successisin its test scores.
Data come from a variety of sources, and all of itis
impressive, particularly in the way it developed over
time. It shows a cumulative effect for the Direct
Instruction method of teaching.

Lott piloted the DISTAR Reading Mastery Series in
aTitle | Reading Resource Room at Wesley in1975. It
was so successful that it was used as a supplement to
the basal reading program for low achieving first
graders the next year. Again, the results were excel-
lent, propelling more and more teachers in the school
to use the programs. Shortly, the materials were
used throughout the school. The graph below shows
the positive changes in reading for third, fourth, and
fifth grades on the lowa Test of Basic Skills from 1975
to 1986.
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Wesley Elementary—continued

Composite Scores for the ITBS: 1974 - 1986
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The school shifted to the Metropolitan Achieve-
ment Test (MAT®) as its annual form of achievement
testing in 1987. Scores for grades 1 through 5 on the
MAT® are reflected below. Performance in reading
and math show that median tests scores are typically
at, and, in many cases, above grade level during the
spring testing.

MAT6 Achievement 1987-1990

Well before these patterns had become apparent,
however, administrators in the Houston Indepen-
dent School District noticed the dramatic changes at
Wesley. In1980, they compared Wesley'sITBS scores
to ten other elementary schools based on the follow-
ing criteria: a) greater than 85% black enroliment b)
greater than 70% of the students on freelunch and ¢)
test scores on the ITBS below grade level for the third
grade in the spring of 1975. Looking over the period
from 1977 to 1980, the differences for grades 1 through
3 were dramatic.

Wesley Elementary ITBS Scores Compared with 10
Similar Schools
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Near the end of the 1980s, Wesley had become
one of Houston’s best performing schools according
to scores on TEAMS (Texas Educational Assessment
of Minimal Skills). In 1987, Wesley ranked 23rd in
the Houston Independent School Districts list of 232
schools. Of the 22 schools above Wesley, none had a
greater percent of students receiving free lunch nor a
higher number of minority students. And in 1988,
Wesley ranked in the top 25 percent of the elemen-
tary schools in the state of Texas.

Wesley’s success has attracted the support of com-

munity leaders and business groups. For example,
George Scott of Tax Research Association, a govern-
ment watchdog group, helped raise $10,000 to buy
paper, workbooks, and maps for the school. Like so
many in Houston, he has recognized the immense
contribution that the educational methods used at
Wesley are making to disadvantaged childrenin the
inner city.

Wesley Today

One key to Wesley’s success is early intervention.
To make up for reading and language skills that
students may not have when they enter Wesley,
students in the pre-Kindergarten class use SRA’s
Languagel program. For many, Arithmetic [isused in
kindergarten, and all students begin the Reading
Mastery program by the first grade. There are six
levels to Reading Mastery, one for each grade level.
However, those who excel in reading are not held
back. They begin another level of the program before
moving into the next grade. This policy is another
big reason for Wesley's high scores on standardized
tests.

Annette Barstow, a third grade teacher at Wesley,
has found the Reading Mastery Series to be im-

mensely successful for her students. By spring 1991,
half of her class were in Reading Mastery V. “I have
tried basals and even a whole language approach,
but I haven’t had the success — they’re all too dis-
jointed. Ilike the connections and the flow to these
programs. They make sense to kids. Children will
even raise their hands and point cut the links from
one story to another, the way the characters, for
example, develop over time. I think that this leads to
greater retention. The controlled vocabulary also
helps.”

Chris Wallace of ABC’s PrimeTime Live program
visited Wesley Elementary in the spring of 1991 fora
special report on the school. Wallace noticed the
enthusiasm and genuine excitement that Wesley stu-
dents had as he toured the school. When interview-
ing a group of intermediate students about this, one
answered that she liked working hard, “because it's
fun learning and reading. Reading helps you out for
the rest of your life.”

Observing that many children were doing work
up to fwo years ahead of their grade level, he asked
Thaddeus Lott what drives this unique and very
persuasive approach to education. For Lottitrestsin
the potential of systematic and well-designed educa-
tion to impactthe lives of disad vantaged children. “1
believe the children can do a lot. Once you get them
into a sétting where they feel like they can and they

- know that you believe in them, then they rise to the

occasion. We have too many people who have Iow
expectations of children, too many people who really
don’t think that children in a setting like this even
have the brains or ability to learn. The truth about
them is that they can learn, and that's what we're
proving.” ¢
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SUMMER 1992 CONFERENCE
UPDATE...SAVE THESE DATES TO IM-
PROVE YOUR SKILLS!

JULY 13-16 « REHOBOTH, DELAWARE
8TH ATLANTIC COAST DI CONFERENCE

JULY 27-31 = EUGENE, OREGON
18TH ANNUAL EUGENE DI CONFERENCE

AUGUST 3-5 e SALT LAKE CITY, UTAH
7TH SALT LAKE CiTY DI INSTITUTE

AUGUST 3-5 ¢« MADISON, WISCONSIN
3RD WISCONSIN SUMMER CONFERENCE ON DI

4 a
Would you like to apply to a business or agency for funds for
implementing a Direct Instruction program or program series?

Or would you like to fund the program through your local school budget? We will send
you a model proposal with budget (that includes money for implementation and
training so the program will work) for you to use as a gudie in developing your
proposal. Tellus the content area, level and number of students you want to serve and
give us some idea of the funding limitations. Write to:

Bonnie Grossen

ADI

PO Box 10252

Eugene, OR. 97440
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by Tai-Hwa Emily Lu
University of Oregon

Study I: A Two-Year Pilot Study of
Mildly Retarded Students at the
Junior High Level

In this study, mildly retarded Junior High level
students were taught DI Math programs in Chinese.
During the second year, 35 moderately- and mildly-
retarded children received DI Math instruction. The
data showed that the students achieved above expec-
tations for retarded children.

Method
Subjects

Six students in the second lowest group, accord-
ing to the cross-grade ability-grouping results, re-
ceived DI math instruction during the first year of
this study (from Sept., 1984 to June, 1985). Their
grade equivalent scores ranged from 1.00 to 2.00 on
the Key-Math Dingnostic Arithmetic Test. The prereq-
uisite math skills were: 3 digit (1-999) addition and
2 digit (1-99) subtraction without renaming. Al-
though they knew the rote counting skills, they did
not exactly know the place value of 1-999. No skills
in other areas were assumed. As to their IQs, three
ranged from 50-62, and the other three were below 50
on the Stanford-Binet. During the second year of the
study, all 35 seventh-to-ninth-grade retarded stu-
dents (IQs from 70 to 43} received DI math teaching.
Instructional Design and Procedures

The following DI strategies and teaching proce-
dures were implemented in this study:

Small group instruction. The Key-Math Diagnostic
Arithmetic Test and the DI Placement Tests (6 levels,
revised in Chinese by the researcher) were used to
divide students into groups. DI presentation skills
were used to present the Math Lessons (e.g., union
responding, signals, rapid pacing, seating arrange-
ment, monitoring, correcting, and diagnosis and
remediation techniques).

Revising and editing instructional materinls. DIMath's
scope and sequence is an important reference. First,
the researcher revised the skill hierarchy and the
sequence and assessment charts into Chinese and

discussed with the other four teachers how to imple-
ment the teaching. According to the assessment
result, each teacher had to find and edit teaching
materials related to each skill hierarchy to teach her
own group. After designing the groups’ individual-
ized educational programs (l1EPs), all teachers dis-
cussed if it was appropriate for that group and each
particularstudent. Inaddition, a oncea week discus-
sionand three periodicIEP evaluation meetings were
held.

Planning daily lessons. Teaching in strands is the
most important factor in this study. Each lesson,
fifty-minute-unit, wasdivided into 4 to 5 segments to
address different topics. However, only one of them
was a new skill. Three or 4 segments practiced and
reviewed previously taught skills. The one constant
segment in each lesson was the mental computation
skill, a ten-item math computation test dictated by
the teacher at the beginning of each lesson, DI
strategies, i.e., model-lead-test, discriminating test,
guided practice, cumulative review, and separate
teaching of easily mixed skills, were integrated into
the daily lesson plans.

Motivation system. Reinforcement principles were
used by: giving tokens, providing immediate feed-
back, recording systematically, and holding game-
like competitive activities to enhance students’ moti-
vation. The reinforcers include primary (food and
drink), social, token, and the learning activities.

Independent work. Each teacher had to design a
worksheet for each lesson as student’'s homework.
The worksheet design was according to the DI prin-
ciples and mixed previous learned skills with newly
taught skills.

Results
First Year

Table 1 shows the math achievement level of the
six low achievers after one year’s implementation of
the DI model.

Second Year

The result on Key-Math Diagriostic Arithmetic Test
showed that all 35 students age-equivalent scores
exceeded their mental age by at least 2 years (the
exact data analysis is not available here}.
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Math Achievement in Taiwan—Continued

Discussion and Conclusion

Mildly retarded children can learn beyond the
current expectations of the teachers and educatorsin
Taiwan. Highly structured materials and methods
can enhance the math achievement of mildly re-

Table 1. Subjects’ Average Math
Achievement Level

Skill

Counting

Symbol
Identification

Mental
Computation

Addition
Subtraction

Multiplication
Division

Fractions

Time

Money

Measurement

Story Problems

Achievement Level

1-99999,

Reading and writing 1-99999, 5
digit equations.

1-99 mixed addition, subtraction,
multiplication, and division
basic facts together.,

4 digit (1-9999) addition.

3 digit (1-999) subtraction with
renaming zeros and renaming
in consecutive columns.

3digit (with zeros) times one digit.

1digit division facts with remain-
ders.

Converting fractions to diagrams
or diagrams to fractions; com-
paring the quantity of fractions;
adding and subtracting frac-
tions with like denominators.

Telling time from various kinds
of watches and clocks (includ-
ing no digit shown on the
watch); drawing correct time
from clock diagrams; convert-
ing time to various units.

Counting money (with coins and
bills together); converting
money (changing money to dif-
ferent units).

Metric units: length, length con-

version (kilometers, meters,
and centimeters). Metric units:
weight, weight conversion (ki-
lograms, grams), measuring
objects.

Twodigit mixed addition and sub-
traction; 2 digit times 1 digit; 1
digit division with and with-
out remainders.

] Direct INsTRUCTION NEWS, WINTER, 1992

tarded students. :

Strand teaching makes students pay great atten-
tion to the teaching content, feel curicus and inter-
ested in the various strands, and reduces the feeling
of length of class period.

The small-step, new-skill teaching, distributed
practice, and cumulative review force students to
use their judgment and discriminating abilities. It
also makes the teaching more systematic. The teacher
can catch each component error easily and correct it
immediately to avoid whole strategy errors.

The motivation system contributes a lot in this
study. The learning itself becomes an indispensable
reinforcer, gradually. This may be the essential
component to maintain the learning motivation and
interests of these children, who many people think
are deficient in motivation.

Understanding math concepts is acommon deficit
of mentally retarded students. Through the DI pro-
grams, students nolonger are computation machines,
but can apply the math concepts to daily living.

Study II: A Two-Year Study of
Severely and Profoundly Retarded
Children at Primary Level

Severely and profoundly retarded children were
excluded from the educational system in Taiwan
before 1988. The Educational Bureau of Taipei City
and NTNU cooperatively set up an experimental
class to examine the effects of educating the severely
and profoundly retarded students in public schools.
The DI model was implemented in the teaching of
this class from Oct., 1989 to June, 1938.

Method
Subjects

Seven students, from age 5-9 to 7-7 (mean = 6-9),
participated in this study. Their IQs ranged from 34
to 17 (mean = 29). Two of them are Down’s Syn-
drome, 2 are hyperactive, and 1 is autistic. They are
all languape impaired. Three had articulation prob-
lems, 2 can not speak, 1 can only speak Taiwanese
dialog instead of Mandarin, and the other one had
listening comprehension difficulty.

Instructional Design

DI multiple-strand instructional design was used
in all subject teaching (e.g., math, language arts,
music, and independent living skills). The mainly DI
strategies used were avoiding teaching similar mate-



rials in the same or adjoining lessons,
distributed practice, and cumulative
review. Exceptfor math, thematerials
were selected and edited by the re-
searcher and teachers themselves. For
math teaching, the procedures and in-
structional design are quite similar to
the StudyI. However, due to the needs
and individual differences, two small
groups plus individual instruction
were used here. In addition, the for-
mat of teaching each skill was trans-
lated and revised by the researcher
before class. Based on the pretest analy-
sisof DIPlacement Test, the researcher
and two teachers together designed
the IEP for each student. Two teachers
designed the next week’s daily lesson
plans one week in advance and dis-
cussed them with the researcher. For~
mative evaluation data, including daily
records and weekly assessment, were
recorded by the teachers. A time-se-
ries design, using the DI Placement
tests, was used to exarnine the progress.
For the non-verbal kids, the assess-
ment methods were adjusted by using
clapping and pointing instead of oral
responding,

Results and Discussion

Table 2 shows quarterly scores of
the seven students on the DI Place-

ment Tests for one-and-half years{Oct., -

1986 to June, 1988).
From the result, we can see that the
_four higher students (No’s 1 to 4) per-
format their gradelevel (86% to 100%).
Even the autistic child {1Q 21) and
another non-verbal child (IQ 19) can
also learn some number identification
skills and counting skills. In the other
subject areas, DI model also affects the
learning. For instance, these students’
listening comprehension, oral expres-
sion, reading, and writingabilitiesalso
improved during the two-year experi-
ment. )

In other pre-posttest comparisons
(i.e., Stanford Binet Test, Preschool Lan-
guage Scale, the Columbia Mental Matu-
rity Scale, Draw-a-Man Test, Adaptive
Behavior Scale), the findings all indi-

cated students’ performance pro-
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Math Achievement in Taiwan—Continued

gressed a lot. For instance, the students’ average 1Q
increased 10 points.

Conclusions

- The DI model’s theory and application are com-
patible to the educational expectation and learning
environment in Taiwan. “Everybody can learn no
matter who he/sheis,” an important DI tenet, is also
Chinese people’s belief on Confucious thought. Itis
much easier to implement DI model in Taiwan be-
cause the whole society emphasizes basic knowl-

edge teaching. However, the teaching strategies
used are traditionally centralized and intensive teach-
ing on skills. Typically, after a skill is familiar,
teachers begin to teach another one. Students, espe-
cially the disabled, always remember the newest
skill, but forget or mix up all previous taught skills.
Thus, most teachers of disabled students are willing
to modify and adapt this model to their teaching.
The D1 model verifies that teachers cannot use stu-
dent inability or other extrinsic environment fea-
tures as the excuses for students’ not learning. ¢

by Julie Becker Eisele, M.Ed.

Mark Tindell

Education Specialists

New Medico Rehabilitation Center of Florida .

Four boys noisily clamor down the hall of the
school at the New Medico Rehabilitation Center of
Florida. One boy slaps the wall several times as he
walks, then jumps up to touch the ceiling. One boy
is wearing headphones and is singing a rap song that
would challenge any lyricssung by “Two Live Crew.”
The other two don their best “street wise” swagger.
The boys bound into the classroom, brashly pull
desks and chairs from their ordered places and rede-
sign theseatingarrangement. Customarily, the thera-
pist enters the room with practiced caution and per-
sistence when starting a new learning situation. Ridi-
culelaced with sarcasmoverridesall semblanceofan
organized entrance. Everyone seems to want to
“outdo” the other in whatever may be the feat of the
moment. At the top of the list is the ever-present
denial-denial of injury, denial of deficit, denial that
relearning must take place in order to lead a near-
normal life. Absence of “normal” in this situation is
brought on by a traumatic brain injury. These inju-
ries are caused by any number of things from anoxia
at birth to a car accident. The therapist-any good
therapist-comes into this particular room with the
understanding that, first of all, these students can be

8 DirecT InsTRUCTION NEWS, WINTER, 1992
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taught and are taught well when the educational
program is structured and behavioral contingencies
are followed precisely. With this level of under-
standing, the therapist begins to create order out of
what seems to be, at best, an intolerable situation.
Lack of compliance with the learning environ-
ment, once relied on to provide an exit from such a
setting, is accompanied now by persistent reminders
thatappropriate behaviors earn appropriaterewards
as well as appropriate placement and discharge.
What a surprise for the boys to find this “system”
does not use inappropriate behaviors to initiate those
cherished three-day vacations called “suspensions.”
After theinitial trial period with the expected escala-
tion of class disturbances which include verbal and
physical aggressions, missed classes, threats, prop-
erty damage and inappropriate sexual behavior, the
highly explicitbehavior program withstands the ploys
allowing the therapist to get down to the real prob-
lems both behavioral and academic. Continued pa-
tience meets the boys'.insistence that they will re-
main “tough”; and “tough” certainly does not mean
responding to a teacher’s or therapist’s wishes. Con-
fidencein, both the therapy offered and expectations
to be met, resultsin trustand mutual respect fromthe
beginning. “You gonna make me?’ is the common
retort. “No, but I know you're bright and I'd really
appreciate your help,” is the sincere and immediate



reply. When the schedule is consistent and the
presentation is carefully executed, the ridicule and
sarcasm diminish and the thirst for order seems to
override the chaos. High expectations with strue-
ture, both behavioral and academic, seem to be a key
to unlocking the mystery inside the head-injured
adolescent.

This “mystery” leads the child down a path of
recovery that can be extremely rewarding and equally
baffling because of the unique ways in which a brain
injury affects the processing of information and the
behavior of the individual. The disruptive, some-
times bizarre, behaviors of the aforementioned stu-
dents are likely to be misinterpreted and thus mis-
treated as time elapses post-injury. The diagnoses
and resulting prescriptive solutions to an injury to
the brain can be as elusive as the functions and
intricacies of the brain itself. Described here is one
prescription used over a period of one and one-half
years with a population of traumatically brain-in-
jured children ages 4 through 17. The results are
impressive, the progress ongoing. :

The foundation is laid in this paper for belief in
several hypotheses:

1. Brain-injured childrenrespond positively to highly
structured material and environmental situations.

2. Positive self-concept s fostered throughincreased
academic accomplishment and positive teacher/
student relationships.

3. Functional skills can be first taughtina classroom
academic situation and then generalized to other
settings.

4. Extended rehabilitation can minimize the frustra-
tion of the brain-injured student upon re-entering
the public school environment. _

The school at the New Medico Rehabilitation Cen-
ter of Florida is part of a residential facility aimed at
rehabilitating brain-injured children. Atitscore, the
philosophy of the school is toacclimate brain-injured
children to the community and specifically toaschool
environment. This is done through simulation of the
school environment by means of academically-based
therapy and by adding the specific traditional thera-
pies (Speech, Occupational, Physical, and Behav-
joral),

There is a scientific basis to all procedures used
and cross-therapy interactions are encouraged. This
“transdisciplinary” approach allows maximum in-
put and focus on specific deficits by the therapists. It
also produces an increase in the practical application
of skills by the recovering child. Therapists become
“teachers” and teachers become “therapists”. A child
being taught cognitive skills in a speech therapist’s
setting begins by learning the process by which a
deduction is made, for example, and is taught with

academically based material and techniques. The
same child in an academic setting is encouraged to
increase oral expressive skills by utilizing a specific
cue carried over from the speech class. A child
experiencing walking difficulties is prompted by the
teacher, when leaving the classroom, to remember
certain gait patterns prescribed by the physical thera-
pist. A physical therapist, on the other hand, may
refrain from giving a child a written list of exercises
to do in sequence if that child is unable to read well
enough to interpret written instructions. The child
may also have problems sequencing events well
enough to follow directions. Experience shows the
system’s approach works well and is strengthened
by an instructional sequence that is familiar to all
therapists. The support of specific academic mate-
rial itself, replete with the characteristics that posi-
tively interact with the brain-injured individual, com-
pleted the projected expectations. Skill deficits are
determined by standardized evaluative tests and are
then reduced by therapists carefully building skills
and confidence through the systematic team ap-
proach.

At the New Medico school, the Direct Instruction
materials published by Science Research Associates
form the academic base for instruction. Theteaching
techniques prescribed in the program design pro-
vide a basis for presentation consistency even when
other texts are in use. The Direct Instruction tech-
niques are encouraged across all therapies. Specific
skills and strategies are aimed at teaching generali-
zations that will be useful uponre-enteringa particu-
lar school situation after discharge from rehabilita-
tion.

Direct Instruction programsincorporate precisely
the procedures needed to maximize treatment of
cognitive deficits in traumatically brain-injured in-
dividuals. They require frequent responding, proce-
dures to accommodate individual rates of progress,
programmed materials which teach essential con-
cepts and operations required for more complex
skills, systematic reinforcement, and cumulative re-
view of information taught. The programs areimple-
mented in small groupsor individually as thelevel of
skill deficit dictates. For students with major skill
deficits the focus is on sentence syntax, oral expres-
sion, following directions presented orally, abject
identification, actions, sequencing, story patterns,
beginning decoding and comprehension, written
expression, and basic computation. At the interme-
diate level, the focus is on maximizing memory of
pre-learned information as well as new information,
inductive and deductive reasoning, using facts or
clues to eliminate possibilities, grammar and its us-
age, vocabulary development, following written di-
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Rehabilitation of

rections, information processing and analysis, basic
writing skills, and problem -solving strategies in
math. For those with minimal deficits the focus is on
thinking skills, evaluation, analysis, reading for in-
formation, and a variety of other reasoning skills.

The object of education in the rehabilitation set-
ting is to help bridge the gap between the time of
injury and the time of re-entry into the school system.
Toooftena brain-injured child will re-enter the same
school he/she attended before being injured. In
many cases failure is “set up” by expectations based
on pre-injury behaviors. A child with minor cogni-
tive deficits may look normal and carry on logical
conversations with fellow classmates and yet not
remember how to get to a class or follow a schedule
throughout the day. In such situations, a level of
frustration is likely to build. Overcrowded class-
rooms and a lack of information dealing with brain-
injured children forces them to get attention any way
they can. The door is, many times, opened for brain-
injured children to exit the public school system.
This leaves parents to find a “place” for these chil-
dren who are described by teachers as “different”.
Acute and post-acute rehabilitation, which include
education, offer these individuals specialized helpin
overcoming physical, cognitive, and psychological
obstacles that hinder their progress in school.

Each year the number of head-injured children
increases. The National Head Injury Foundation's
recent report-on education argues for extended edu-
cational rehabilitation to helpreduce the problems of
re-entry to the school and community. At the same
time it promotes further education of teachers and
parents involved with head-ihjured individuals.

AttheNew Medico Rehabilitation Center of Florida
the progress of three adolescent boys (ages 15 to 17)
was followed for one year and measured by stan-
dardized test scores. All of these boys entered reha-
bilitation with moderate to severe cognitive deficits
coupled with severe behavioral deficits. School per-
formance was more than one year below grade-level
with attention spans ranging from 30 seconds to 15
minutes. Inappropriate verbal and physical disrup-
tions averaged 20-30 per 50-minute class session.
They were taught for three hours a day using the
Corrective Reading Program Decoding and Comprehen-
sion strands, Spelling Mastery, American history us-
ing a basal text, and current events using the daily
newspaper. Most subject matter was taught two to
three times a week, with math taught in the Occupa-
tional Therapy class. The results follow as measured
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by the Woodcock-Johnson Test of Achievement (Re-

" vised).

It might be appropriate to conclude with several
noteworthy facts:
1. All of three adolescents are boys. Boys comprise



the majority in the head-injured classification.

2. Each boy was more than one-year post-injury at
the pretest date.

3. The majority of adolescents entering this rehabili-
tative setting performed poorly in school prior to
injury.

Through the process of teaching the head-injured
child, many observations are made and various cog-
nitiveinterventions are based on those observations.
Bettered self-awareness is brought about by good
teaching. Good therapist-child relationships, posi-
tive attitudes and interventions, integrity in instill-
ing trust and self confidence, as well as the use of
humor, are essential interventions comprising the
total treatment plan.

The strategies and multi-component treatment

procedure set forth here produce the changed behav-

iors which ready children, not only, for long-term
maintenance, but for the learning of new skills to
increase their quality of life.

The teacher waits for the boys to settle. The pace
in thisclassroomisbrisk, always moving. Thereisan
awareness of the genuine confusion inside these
boys and of their attempts to grasp the real person
who lies waiting inside, sometimes “miles from no-

A Field Report: Specific Learning

-where.” “I ain’t gonna take this test. You didn't tell

me nothin’ about it and, besides, [ don’t need this to
graduate. It's stupid! Just mark me noncompliant.”
There is the ever-present urge to confront...the al-
ways thoughtful care to defuse abehaviorchainat its
beginning...Control prevails and the teacher findsa
reasonable solution...no words...no movement...a
move away... later a choice. “You can study for a
minute if you want.” The boy slouches. “Yeah,” he
slurs...another chance... “Let’s work the first few
questions together, “ the teacher cautiously responds
...And the progress begins. After class the bedlam
resumes. The boys push their way out the door and
down the hall. A hand touches the rapper on the
shoulder. “Thanks for your hard work. Youdid a
greatjobon your test.” “Yeah, right!” was the angry,
loud reply. “I hate this stuff.” Then the explosive
slam of the front door is heard with a softer, almost
reverent voice saying, “I’'m gonna send this paper to
my Mom.”

The teacher slowly rearranges the chairs in the
disheveled classroom. A warm smile and a weary
sigh bring to an end yet another successful day -
battling enormous challenge, a new frontier. ¢

isabilities

Corrective Reading Pilot Study 1989-90

by Brenda Thomson
SLD Teacher, Ballard Elementary School
Manatee County School District, Florida

During the 89-90 school year, an informal study
was initiated to look at the effectiveness of a Direct
Instruction reading program for specific learning
disability (SLD}studentsinresourceroomsand regu-
lar elementary and middle-school classrooms. The
Direct Instruction material selected for trialis known
as the Corrective Reading Program. The performance
of these SLD students was compared with students
participating in a more traditional/basal approach
and students participating in a whole language ap-
proach.

Pre/postachievement test scores and reading flu-
ency rates were collected. A total of 255 students
participated in the study. Miss Patricia Mathis of
Vanderbilt University assisted in collecting and run-
ning the data. Both she and Mary Kay Habgood of

Manatee County schools assisted in interpreting the
results.

The Direct Instruction/Corrective Reading Group
consisted of teachers who volunteered to be trained
and initiate Corrective Reading in their classrooms.
Participants were provided training, materials, dem-
onstration teaching, and on-going support through-
out the project.

The Traditional/ Basal Group was selected by the
S5LD coordinator. That approach was defined as an
approach which relies primarily on traditional basal
materials. ‘

The Whole Language Group was selected by the
SLD coordinator as well. That approach was defined
as one which used mostly a literature or student-
produced curriculum.

A total of 144 students were in the Correcfive
Reading Group. A total of 61 students were in the
Traditional/Basal Group. A total of 50 students
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Correcltive Reading Pilot Study—Continued

were in the Whole Language Group.

Note: A disproportionate number existed within
the groups primarily because some of the tradi-
tional/basal and whole language teachers asked to
participate in the study chose not to. From these
groups there were also a few data sheets that were
incomplete and could not be used. Also, a few
standard scores did not match the grade equivalents
and could not be used.

Results

The Figures 1 and 2 illustrate the results of the
Woodcock-Johnson Individual Achievement Tests and
the increased fluency rates on a timed Dolch Story
Reading Test.

There was an average of 5 points (1/3 standard
deviation) increase in standard scores within the
Corrective Reading/Direct Instruction group. There
was an average increase of 21 words per-minute in

Figure 1. Woodcock-Johnson Standard Score
Growth by Type of Instruction.
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the fluency pre/posttest scores for that group as

well.

1t should be noted that the Woodcock-fohnson
Achievement Test looks at mainly word recognition
and not other reading skills that may have been
stressed in a traditional/basal or whole language
classrooms.

However, for improving word recognition skills
in LSD students, who typically find that skill a major
hurdle, the Direct Instruction/ Corrective Reading Pro-
gram did seem to be an effective tool. It is also
interesting that:

1. A larger number of -Direct Instruction students hap-
pened to be lower in intelligence and socio-economic
status than their counterparts.

. A larger number of Direct Instruction students
were older students who typically do not make
large gains.

3. Standard scores which are designed to remain
fairly constant (year-to-year) indicate significant
growth.

4. The Woodcock-Johnson usually does not yield
large gains when using a controlled vocabulary
text such as that in the Corrective Reading Program.

5. Many first year Direct Instruction teachers see
very few gains among their students because
teacher behaviors are still in the developing stage.

o

Conclusion

The results of this Pilot study seem to indicate that
the Corrective Reading Program was effective in im-
proving decoding skills in learning disabled stu-
dents in elementary and middle-school classes. Sev-
eral components of these Direct Instruction materi-
als seemed to be advantageous to the learning dis-
abled student. They include:

1. A necessary structure of specific teacher and stu-
dent behaviors.

. Skills are built upon skills.

. The student is an active learner.

. The teacher teaches until mastery.

. Daily assessments are built into the lessons.

. The scripted lessons lend to continuity for SLD
transfer students and consistency within the pro-
gram with the proper teacher training.

7. The scripted lessons lend themselves very well to
the components of the Fiorida Performance Mea-
surement System.

8. A behavior shaping component is present.
However, this program, as any program, takes a

committed, highly trained teacher for optimum stu-

o LN o LI b



dent success. If a teacher does not believe in the
methodsused in these Direct Instruction materials, it
may not be of value for her students.

The results of this pilot study do indicate that the
Direct Instruction materials known as the Corrective
Reading Program can and should be a viable choice

for the SLD teacher to consider. The teacher who
chooses this approach should be encouraged to use
this as a core curriculum, but not deny herself and
her students the wide array of materials and ap-
proaches that can quite easily work in concert with a
Corrective Reading Progrant core. €

?@@E@ﬁ@ﬁ@gy,

University of Oregon
Douglas W. Carnine, Director
Edward J. Kameenui, Associate Director

The National Center to Improve the Quality of
Technology, Media, and Materials is funded for a
five year period (199101996) by the Office of Special
Education Programs in the United States Depart-
ment of Education. The primary purpose of the
Center is to carry out activities that will result in
improving the quality of curriculum programs and
teaching materials, electronic media, and computer
technology for all students, particularly individuals
with disabilities.

The Center will engage in at least four sets of
" activities. First, the Center will work with profes-
sional organizations representing parents, teachers,
and administrators to define what is meant by qual-
ity technology, media, and materials. Focus group
meetings will be conducted at national conferences
with representatives from these stakeholders toiden-
tify the features of high quality technology (soft-
ware}, electronic media (videodisk}, and print mate-
rials (textbooks and curriculum programs). In addi-
tion, the Center will work with these professional
organizations to influence the demand for high qual-
ity technology, media, and materials by developing
standards for the development and adoption of high
quality technology, media, and materials.

The Center will also work directly with commer-
cial textbook and curriculum developers, producers,
and publishers to explore ways in which materials
can be improved to accommodate all individuals,
but particularly those with disabilities. Like archi-
tectural barriers that can deny or limit a person’s

NMational Center & 5mm’@ve the Quality @f
edia and Materials

physical aceess to a building, the way in which tech-
nology, media, and materials are designed can also
create barriers that limit a person’s visual, physical,
orcognitive access to theinformationcontained within
the materials. For individuals with learning prob-
lems in particular, the barriers are not necessarily
obvious—nor are they obvious to teachers, to parents,
or to the publishers of the materials themselves.

The Center will work with nationally recognized
researchers to establish a research base for the design
of quality technology, media,and materials for grades
kindergarten through grade 8. Research syntheses
on the principles for designing high quality technol-
ogy, media, and materials in the academic areas
(reading, language arts, mathematics, social studies,
and science) and nonacademic areas (social skills,
early childhood, severe mental retardation, transi-
tion, blind and visually impaired, deaf and hearing
impaired, bilingual, as assistive technology) will be
written. In addition, the Center will establish an
exchange process with national research centers and
projects to acquire and share information on the
principles for the design of quality technology, me-
dia, and materials.

Finally, the Center will work with a range of
professional educational organizations, private in-
dust-ry, and national organizations outside of educa-
tion in an effort to increase the demand for quality
technology, media, and materials for all students,
but particularly for individuals with disabilities.

The Center will publish a newsletter on a quar-
terly basis and establish an 800 telephone number to
respond to questions by users, and commercial de-
velopers, producers, and publishers about the qual-
ity of technology, media and materials. ¢
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Parental involvement in the ?@&@Eﬁm@ of Reading:

A Gomparison of
eading,
I@%ﬁm@%a@m

ethods*

by David J. Leach

Murdoch University, Western Australia
and

Susan W, Slddall

Ministry of Education, Western Australia

Summary. The parents of 40 children in two grade 1
classrooms were randomly assigned to receive brief
training in one of four instructional methods for
helping their child or to hear their children read at
home. The tutoring methods were Hearing Reading,
Faired Reading, Fause, Prompt, Praise, and Direct
Instruction, The results showed that the use of the
additional instructional strategies included in the
Direct Instruction and Paired Reading tutoring meth-
ods led to faster progress by the children receiving
them than by children whose parents simply heard
them read. Some theoretical and practical implica-
- tions of the study are discussed.

Introduction

Since 1970, a growing number of publications
have shown how parents can be guided to help their
children acquire reading skills at home. Such addi-
tionai help has often led to faster rates of progress
than those achieved by schooling alone. Whereas
early papers concentrated on parents’ use of general
strategies for enriching the home “reading environ-
ment” and on the effects of enhanced home-school
links (Quisenberry, et al., 1977), later ones have fo-
cused to a greater extent on the effects of formally
taught, more complex parent tutoring skills (Top-
ping and Wolfendale, 1985).

A number of strategies and techniques have
emerged from this effort which have gained substan-
tial ‘experimental support. At the simplest, least
intrusive level of involvement, a consistent finding,
with one or two exceptions (e.g., Hannoen, 1987), has
been that parents who are guided by professionals to
listen to their children read at home on a regular
basis are more likely to have children with higher
reading attainments than parents who do not listen

*Reprinted from the British Journal of Educational Psycholagy, 60,
344-355, 1990, with permission of the author and the Journal. &
1990 by the British Journal of Educational PsyEhology.
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to their children read. This relationship seems to be
causative and holds true irrespective of differences
between children, such as I(Q, and differences in
maternallanguage and child rearing styles (Hewison
and Tizard, 1980; Tizard et al., 1982). At a more
complex, more intrusive level of involvement, the
strongest support seems to have accrued for two
parent-delivered tutoring packages — Paired Read-
ing, a method employing simultaneous parent-child
reading of texts {e.g., Morgan and Lyon, 1979; Bush,
1583; Robson et al., 1984) and Pause, Prompt, Praise,
a method to teach self-correction responses to errors
in reading using syntactic and semantic cues (e.g.,
McNaughton et al., 1981; Love and Van Biervliet,
1984).

Although these methods have been shown to en-
hance the reading skills of children across ages, abili-
ties and degrees of reading difficulty when com-
pared to no treatrnent controls, the variety of popu-
lations found in evaluation projects has made it
impossible to compare their relative effectiveness.
Nor has it been possible to weight the contribution of
their components, such as practice and motivation
on the one hand, and the additional, more time-
consuming and demanding strategies of the parent
tutoring packages on the other. Despite the promise
of the literature, there is need for further investiga-
tion of whether guided Hearing Reading at home is
all that is needed of parents in order to enhance their
children’s reading attainment, or whether there are
greater gains to be made by investing time and
resources in more elaborate parent training
programmes.

This study was designed as an initial atternpt to
compare therelative effectiveness of the Paired Read-
ing and Pause, Prompt, Praise tutoring methods
with a basic Hearing Reading strategy when used by
parents. We also added a fourth method which lies
at the more complex, more intrusive end of the con-
tinuum. This was Direct Instruction reading — a
comprehensive, task-analyzed, phonic-based instruc-
tional programme which incorporates fully-scripted
lessons and finely graded reading tasks based on a
theory of instructional design developed by En-
gelmann and his colleagues (Engelmann, 1980). Di-
rect Instruction reading programmes, at least when



by teachers, havereceived broad research supportin
the USA (Becker et al., 1980}, Australia (Lockery and
Maggs, 1982), in the UK (Gregory et al., 1982;
Branwhite, 1983). In the main, however, researchers
have concentrated on their use with disadvantaged
children, low achievers, or children with intellectual
disabilities. Suprisingly few (e.g., Noon and Maggs,
1980) have evaluated their use with regular students.
Also, as far as can be ascertained, there have been no
published evaluations of their effectiveness when
delivered solely by parents. Despite these omis-
sions, our own {as yet unpublished) work has led us
to believe thataverage to aboveaverage studentscan
make exceptional progress on Direct Instruction
programmes, and that parents can be taught how to
use them with brief training and are able to achieve
equal (if not better) results than those achieved by
professional teachers.

It was hypothesized that Direct Instruction, the
most comprehensive instructional package, would
increase beginning reading skills to a greater extent
than either the PR (Paired Reading) or PPP(Pause,
Prompt, Praise) methods and that, because of their
additional instructional components, the Direct In-

struction, Paired Reading, and Pause, Prompt, Praise

methods would each be more effective than the mini-
mal, Hearing Reading strategy.

The study was also of some theoretical interest.
Firstly, it might be argued that any successful parent
involvement in reading could be due to the extra
time that was being spentonreading practice plusan
increase in their children's motivation. To control
for this, all children were to receive the same amount
of parental involvement and interest over the experi-
mental period and were to be drawn from the same
school classes, thereby increasing the likelihood that
any differences found between methods were due to
the methods themselves.

Secondly, there has been some criticism in the
literature about the lack of comparison groups re-
ceiving equally valid, equally novel programmes in
the evaluation of Direct Instruction, particularly in
the UK (Wheldall and Glynn, 1988). Although this is
certainly not true of at least one major evaluation of
Direct Instruction conducted in the USA {e.g., Becker,
1977; Becker and Gersten, 1982), the same point could
be made about the majority of evaluations of novel
approaches to the teaching of reading. In this study,
therefore, all tutoring methods were novel for the
children concerned.

Thirdly, there has been a continuing debate about
therole of errorsinlearning to read and the optimum
way to deal with them in the instructional contexL.
One view isthat errors play a central, productiverole
in that children learn to be more self-regulated read-

ers if they are helped and prompted to obtain appro-
priate information from them (Clay, 1979;
McWNaughton, 1988). The opposing view is that, in
order to facilitate retention and increase rates of
learning, errors should be minimised by program-
ming for high success using graded discrimination,
massed examples, pre-teaching, prompts and imme-
diate corrective feedback (Engelmann, 1980). The
Pause, Prornbt, Praise method utilised here is based
on the productive view of errors, whereas the Direct
Instruction approach, through its programme de-
sign features, plans to minimise errors. The Paired
Reading method falls between the two in that itisnot
programmed to prevent errors but that, when errors.
occur, immediate corrective feedback is given with-
out prompts to gather information from them.

Method
Sample

Parents and their children from two grade 1 classes
in two primary schools participated in the study.
With the full support of the school staff, all parentsin
the two classes were asked by letter whether they
would like to become involved in a project to teach
them how to help with their children’s reading at
home. Parents of children who could already read at
a grade 1 level or above and of children considered
by their teachers to have marked learning difficulties
were included in the training but their children were
excluded from the experimental sample. From the
remaining pool of parents, 40 were randomly drawn
and then randomly assigned to receive one of the
four tutoring methods - Direct Instruction (DI, Paired
Reading (PR), Pause, Prompt, Praise (PPP) or Hear-
ing Reading (HR). None of the parents was aware of
the overall experimental design.

The final sample of children was composed of 26
boys and 14 girls with chronological ages ranging
from 5 years 3 months to 6 years 4 months (M= 5
years 7 months). No child was considered by the
teachers to have significantlearning difficulties. One
girl had a mild speech impediment and one family
spoke English as a second language. The children
were all beginning readers in the middle of their first
term in school. Each made more than 16 errors onthe
firststory of Neale Analysis of Reading Ability. They

* continued to receive instruction in reading accord-

ing to the school’s normal practices throughout the
intervention period.

Parent Training

Parent training was carried out at school by two
psychologists, one of whom was the second author.
Separate training sessions were held for each tutor-
ing group but no formal training was given to the
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Comparison of Reading

Hearing Reading group. The latter received written
guidelines and so could be described as a minimally
guided hearing reading group.

Allreadingsessions were conducted by parentsin
their own homes for a period of 10 to 15 minutes per
weekday for 10 weeks after the comnpletion of the last
training group. Three of the designated parent tu-
tors were fathers, one was an 18-year-old sister who
spoke the most fluent English in the family, and the
rest were mothers. They received one home visit to
observe a reading session and a telephone call to
check on theirappropriate use of the methods taught.

(a) Hearing Reading (HR)

The HR group received a brief summary of sug-
gestions for helping with reading at home. This
included advice on choosing a suitable time and
place for hearing their children read from books
brought home from school, talkin gabout the storyto
be read, giving encouragement and avoiding criti-
cism, and allowing the children time to think about
a word when an error occurred before trying to help
or correct. Teachers at the school ensured that the
children took home appropriate grade 1 level books
of their choice after each school day.

(b) Paired Reading (PR)

The PR group attended a formal training evening
of one and a half hours duration. The training
session included:

An introduction to the concept of Paired Reading
and anaccount and demonstration of its two compo-
nents—simultaneous and individual reading.

A demonstration of how to do Paired Reading,

Supervised role-playing by parents using Paired
Reading.

Parents were given a summary of the techniques
involved in Paired Reading to take home for refer-
ence. The teachers ensured that the children took
homea grade 1 book of their choice after each school
day.

(c) Pause, Prompt, Praise (PPP)

The PPP groupalso attended a training evening of
oneand a half hours duration. This sessionincluded:
An introduction to the concept of Pause,
Prompt, Praise and an account
stration of its treatment of errors.
A demonstration of how todo Pause, Prompt,
Praise.
Supervised role-playing by parents using
the Pause, Prompt, Praise method.
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lethods—cCcontinued

Parents were also given a summary of the method
for reference. The teachers similarly made sure that
children took home grade 1 books of their choice
each day.

(d) Direct Instruction (DI)

The DI group met for three evening training ses-
sions of one and a half hours each. These sessions
included:

The provision of a Direct Instruction reading
programme-Teach Your Child to Read in 100 Easy
Lessons {TYCTOR) (Engelmann et al., 1983)—
which is based on the fast-cycle component of
DISTAR Reading I and Il programmes (En-
gelmann and Bruner, 1975) and written espe-
cially for parents.

An introduction to the basic concepts of Di-
rect Instruction, the organisation of the
programme and the lesson format.

A demonstration of some lessons from
TYCTOR with an emphasis on correct letter
pronunciation and blending, and error correc-
Hon procedures.

Supervised role-playing of selected lessons
from TYCTOR by parents.

Noreading material was broughthome from school
by the children in this group. The single book which
constitutes TYCTOR was the only resource used.

The parents in all groups used social reinforce-
ment for child effort and correct reading each day
throughout the intervention period.

Measures

As the children were beginning readers, it was
necessary to ascertain whether or not the groups of
children were equivalent in their readiness to benefit
from their parents’ help. Pre-reading skills were,
therefore, assessed. Phonic knowledge was tested
by having the children complete List A from the
Graded Spelling Test (Daniels and Diack, 1977} and
a measure of reading readiness, which included ver-
bal reasoning, word fluency, visual and auditory
discrimination and word meanings, was taken from
exercises they were given to complete from The Red
Book (Thurstone, 1973}. Reading accuracy and com-
prehension before and after the 10-week experimen-
tal period was assessed on the Neale Analysis of
Reading Ability (1966). All testing was carried out
by the second author.

Results

Theresults of the pre-reading tests of phonicknowl-



edge and reading readiness are presented in Table 1.
One-way analysis of variance showed that the groups
of children were not significantly different in their
phonic skills at the beginning of the study [F(3,36) =
0.108, NS} nor in their readiness to read [F(3,36) =
0.017,NS]. Thus, there seemed to be no bias in the
likelihood of improvement in favour of any one

group.

Table 1. Means (and Standard Deviations) of
Students’ Pre-Reading Skills Before Differential
Parent Involvement with Reading.

Parent Reading N  FPhonic Reading
Group Knowledge Readiness
Hearing Reading 10 1.6 (1.56) 18.7 (1.42)
Paired Reading 10 1.6 (1.57) 18.7 (1.13)
Pause, Prompt,

Praise 10 1.9(1.64) 18.6 (1.20)
Direct Instruction 10 1.5 (1.50} 18.6 (1.28)

The pre-and posttest results on the Neale Analy-
sis of Reading Ability are shown in Table 2. A one-
way analysis of variance confirmed that the pretest
scores for reading accuracy and comprehension by
the groups were not significantly different [F(3,36) =
0.706,NS]. However, a subsequent analysis of cova-
riance on the posttest scores, with pretest scores as
the covariate, showed that the observed differences
between groups at this stage were statistically sig-
nificant (Accuracy [F(3,35) = 11.751, P<0.05]; Com-
prehension [F(3,35) = 31.396, P<0.05]).

A number of planned comparisons between treat-
ment groups were made according to the stated
hypotheses (see Table 3). Applying the Modified
Bonferroni Test (Keppel, 1982), the critical value of t
was set at 2.101 (P<0.03} for all comparisons to cor-
rect for possible type 1 errors.

According to t he diaries kept by the parents, the
mean time spent with their children when reading
ranged from 10.89 to 11.50 hours during the inter-
vention period. There were no significant differ-
ences between groups on this measure [F(3,36) =
0.133, NS].

Discussion

The results strongly suggest that increases inrates
of reading progress can be expected if parents are
taught more precise instructional methods that go
beyond the provision of increased opportunities to
practise, enhanced interest and reinforcement. In
particular, there was demonstration of the feasibility
and value of brief training in Direct Instruction and
Paired Reading techniques. For the expenditure of
two hours of extra professional training time per

family, beginning readers taught by these methods
achieved rates of progress in reading that were two
to three times greater than rates achieved by the HR
group. Theseincreases werenotdue todifferencesin
children’s “engaged timfe” onreading between groups
and seem unlikely to have been due to the slight
variations in time the parents spent on training.

Table 2. Means (and Standard Deviations) of
Pre- and Post-Intervention Reading Ages (in
Years) and Gains Made (in months) by Group.

Reading Accuracy Age
Group Pretest Posttest Gain
Direct Instruction 5.70 (0.03) 7.11(0.47) +16.8(5.4)
Paired Reading 571 (0.04) 6.76(0.36) -+12.6(4.3)
Pause, Prompt,
Praise 5.75(0.03) 653(053) + 99(6.4)
Hearing Reading 5.70(0.00) 619(0.34) + 5941

Reading Comprehension Age

Direct Instruction 5.70(0.00) 7.06(0.47) +16.3(5.6}
Paired Reading 570 (0.00) 6,84 (0.25) +13.7 (3.0)
Pause, Prompt, )
Praise 5.70(0.00) 6.52(0.48 + 98(5.8)
Hearing Reading 5.70 (0.00) 6.25(0.39) + 63{4.7)

Table 3. Comparisons of Posttest Mean Reading
Accuracy and Reading Comprehension Scores
Between Groups.

Reading Accuracy t-value df P

DI =PR 1.772 13 0.045 (NS)
DI > PPP 2.468 18 0.011

DI > HR 4.763 18 <(0.001

PR > HR 3.453 18 0.002

PR = PPP 1.082 18 0.147 (NS)
PPP = HR 1.631 18 0.058 (INS)
Reading Comprehension

DI = PR 1.237 18 0.115 (NS)
DI > PPP 2.401 13 0.013

DI > HR 3,958 18 <(0.001
PR>H 3.836 18 <0.001

PR = PPP 1.789 18 0.044 (NS)
PPP = HR 1.314 18 0.102 (NS)

Support for the Pause, Prompt, Praise method as
an extra tutoring strategy was not strong. Although
the group’s mean gain was greater than the HR
group, the results were not consistent enough across
students to reach statistical significance. Clearly,
more comparative studies of this kind need to be
carried out before the value of teaching. Pause,
Prompt, Praise to parents of beginning readers over
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and above the minimal Hearing Reading strategy
can be assumed.

" At a theoretical level, the results indicate that the
strategy of reading simultaneously with children, as
in Paired Reading, has utility for accelerating early

‘reading attainment. However, why and how Paired
Reading works has not yet been determined. For
example, is adult modelling of fluent reading most
important, or is the immediate, corrective feedback

~given to the child when errors occur more critical?
The contribution of these and other elements of the
Paired Reading method are well worth identifying
experimentally.

The complex set of programming strategies and
instructional techniques embodied in Direct Instruc-
tion reading packages has received broad experi-
mental support already (e.g., Carnine and Silbert,
1979), not to mention the extensive literature indicat-
ing the importance of phonological recoding strate-
gies for beginning readers. Suffice it to say that the
particular prograrnme of “Teach Your Child to Read

., which was evaluated here for the first time,
produced equally impressive results with regular
students, when delivered by parents, as those ob-
tained by other Direct Instruction programmes de-
signed on the same principles which have been ap-
plied to disadvantaged children (Becker, 1977) and
children with a range of learning difficulties (e.g.,
Lockery and Maggs, 1982) by professional teachers.
Moreover, the gains made by the children were, ona
test of general reading skills, unrelated to the
programme content and were achieved despite the
fact that the group completed only one half to three-
quarters of the programme in the time available.
This meant that they had been exposed to short
reading passages, no longer than a few sentences in
length, which were of very restricted, phonicaily
controlled prose and written in a modified script at
this early stage of the programme. Thus, the group
had read far fewer regularly scripted passages at
home than any of the other groups during the experi-
mental period and had read no extra books as such.
It is possible that the group would have gone much
furtherahead had the full TYCTOR programme been
completed.

The issue of how to respond to children’s reading
errors needs proper experimentation. Nevertheless,
the uniqueness of the PPP method is its dependence
on prompting children’s self-instructional responses
to the errors they make. The equivalent progress of
the PPP group to the HR group, particularly in read-
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ing accuracy, may have been due to the inefficiency
of the method with beginning readers who had little
experience of written prose and little or no phonic
knowledge to draw on for self-correction. In view of
the marked superiority of the DI and PR groups in
reading accuracy and comprehension, however, real
differences would seem to be due to the additional
instructional components of the DI and PR method-
ologies, including their similar correction procedures.
Allthat can be concluded, other than the fact that the
PPP group did not progress as quickly as the DI
group and the PR group, is that the self-correction
strategies taught in the FPT methodology were not
sufficient to increase the rate of gain of these begin-
ning readers significantly beyond those achieved by
a simpler Hearing Reading strategy that did not
employ them. Perhaps, however, as with Direct
Instruction, abetter assessment of the utility of Pause,
Prompt, Praise for parents would have been over a
longer period of sixmonths to one year, as this would
have given the children more titne to master the self-
correction strategies and gain more reading experi-
ence from which to draw sufficient knowledge to
apply them.

The generalisability of these results must be tem-
pered by the smali-scale nature of this study and the
relatively short time period involved in theinterven-
tion. However, the significance levels of the inter-
group differences do give some confidence in con-
cluding that there is real value in teaching parents
the PR strategy and the DI early reading package.
Long-term follow-up measures are now required to
assess the maintenance of these gains. Also, com-
parative studies need to be carried out with students

who are at later stages of learning to read. ¢

Correspendence and requests forreprints sheuld be addressed
to Mr. David Leach, Psychology Department, Scheol of Social
Sciences, Murdoch University, Murdoch, Perth, Western Austra-
lia 6150.
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Through Video-
Conversion
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Abstract

Using two different.procedures, two concepts, paraliel and
diameter, were faught to mentally retarded {(EMR) and nonretarded
(NMR) third graders. Through the use of computer-programmed
tclevision displays, stimuli were continuously converted (CO)
cither into concept examples (S+) or concept nonexamples (5-)
that demonstrated the range of S+ and 5-. In another procedure
using the same training stimuli, examples were not continuously
converted {NC); each stimulus (S+ or 5-) was withdrawn from
view and teplaced, after a brief delay, by another one. The EMR
students learned parallel faster under CC than NC presentation
procedures, though there were no differences in acquisition for
the NMR students. Concept acquisition for parallel was faster for
both the EMR and the NMR students under CC compared to NC
procedures. Generalization of training effects to novel examples

of parallel was better after CC training,

A serious and recurrent problem in developing
instructional procedures for teaching basic concepts
is to ensure that the learner's behavior comes under
control of the target stimulus dimension (Clark, 1971;
Doran & Holland, 1979; Trabasso & Bower, 1968).
This is particularly important for instructionally na-
jvelearnersand those with attention deficits {(Mercer
& Snell, 1977; Ross, 1976). When presented a series of
concept examples, some that contain the positive or
target stimulus attributes (S+ examples) and others
that lack that attribute (5- examples), these individu-
als often fail to focus on the critical $+/5- difference
(Dixon, Spradlin, Girardeau, & Etzel, 1974; Sidman
& Stoddard, 1966) or atiend to some irrevelant fea-
ture associated with either 5+ or 5- (Mercer & Snell,
1977; Touchette, 1971; Wilhelm & Lovass, 1976).

Recently, Engelmann and Carnine (1982) have
developed stimulus control procedures for single-

1Thistesearch wassupported in part by the University of Alabama’s
Office of Sponsored Research (under the direction of Dr, Robert L.
Wells) through a grant to the Department of Psychology’s Early
Childhood Day Care Project.

? Reprinted from the Journal of Special Education Technology, Vol.
1X, No. 1, Fall 1987, pp 45-53. © 1987 by the Journal of Special
Education Technology.
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couisition of Basic Concepts by Mentally
2etarded and onretarded Children '

=

resented, Stimulus
rocedures’ ?

dimensional stimuli that enable attention to the rel-
evant attribute. The key is to change a single ex-
ample on one trial continuously to create the stimu-
Tus configuration of the next trial. This continuous
conversion (CC) of stimuli is done in the presence of
the learner, affording the possibility of detecting
what is crucial about the change. Figure 1 illustrates

two trials of the CC procedure.

Figure 1. Segment of a Sequence for Teaching the

Discrimination Between Parallel and Non-Parallel
Through Continuous Conversion of Stimuli and
Noncontinuous Conversion.

trial n
/ (-3

not parallel *

/

-
’( J‘
-

- trial n-41
(S+)
* paralie} "

continuous conversion of stimuli
(WIS JO UO|SIBAUDCD snonulueauoy

The arrow indicates the movement of the top line enabling the
preceding 5 - {(nonparaliel) example to be converted into an 5 +
{parallel) example.

Assume the target concept is parallel. Two lines
are presented on trial n and, to this 5- example, the
instructor says, “not paraliel.” Then the angle of the
top line is altered, moving into position on trial r+1
to create and S+ example that the instructor labels as
“parallel.” (Depending upon progra mming require-
ments, one line or both lines will be transformed.)
Minimum difference changeswill sometimesbe made
in which a slight but critical change in S- creates S5+
or, conversely, S- examples are formed out of S+
examples. The CC procedure takes advantage of the
fact that the movement is a compelling cue that



draws the learner’s attention to the stimulus display
(Gibson, 1969); as long as the stimulus changes are
above threshold and juxtaposed S+ and S- examples
differ only in the target attribute, not much move-
ment is needed to show the learner the essential
difference between examples labeled parallel and
not-parallel. '

Besides providing S+/S- conversions for teaching
subtle discriminations, a sample of the range of the
various forms that 5+ and S- can take must also be
demonstrated for generalization purposes. This can
be done by converting an S+ (or 5-) example succes-
sively into several other more varied S+ (or $-) con-
figurations to reveal whatis the permissablerange of
acceptability for parallel lines. Finally, the learner is
tested for concept acquisition and restricted gener-
alization: a wide assortment of S+ and S- examples
consisting of those previously shown together with
novel examples (but still line drawings) are pre-
sented at random, and the learner is asked, “Is this
parallel?”

Another means of sequencing stimuli is to show a
concept exarmnple, remove it from view, and present
another example until all examples are unveiled. A
two-trial segment of this noncontinuous conversion
(NC) mode of presenting parallel is also indicated in
Figure 1. Because the entire stimulus is withdrawn,
leaving a blank display, attending to the details of
what was just presented and reconstructing those
details should be much more difficult than during
the CC procedure, where some aspectof the stimuius
is always in view.

Continuous conversion procedures are ideally
suited for instructional media that guarantee dy-
namic and easy-to-discern changes in stimulus at-
tributes when used in an automatic and standard-
ized presentation. Compu ter-programined and and
prepackaped videotapeand videodisk displays would
fit these criteria. To produce dynamic changes in
stimuli, the few pioneering studies evaluating the
effects of CC procedures have hand-manipulated
stimutli, such as manually rotating the leaf of a card-
board-mounted flower to create various angles where
less than 90 degrees was the target concept (Carnine,
1980) or raising or lowering a wire to produce forms
that were convex or not-convex {Gersten, White,
Falco, & Carnine, 1982). Moreover, single sequen-
tially presented examples were used to teach con-
cepts through CC (dynamic) presentations, whereas
pairs of examples were used to reflect NC (static)
presentations.

This study sought to evaluate the relative effec-
tiveness of CC and NC procedures in teaching basic
concepts to nonretarded (NMR) and educable men-
taily retarded (EMR) third-grade children, who often

have attention deficits (Zeaman & House, 1963). For
training purposes, examples and nonexamples of
two concepts (parallel and diameter ) were computer-
programmed, with either CC or NC presentation
procedures governing their display on a television
monitor. Tests for transfer of iraining were also
conducted without the use of television, employing
novel concept examples and nonexamples to evalu-
ate generalization across instructional settings and
type of stimuli.

Experiment I
Method

Subjects. Participants were 30 EMR students from
self-contained third-grade special education classes
and 30 NMR third-grade students. Of the 91 NMR
and 50 EMR subjects originally pretested for parallel,
57% and 72%, respectively, did not meet the pretest
criterion. The first 15 subjects from each group who
failed the pretest were randomly assigned to the four
training conditions.

Mean ages (in months) and SD's by groups were
CC-NMR, 107.9, 5.1; NC-NMR, 111.5, 6.0; NC-EMR,
115.6, 7.9; and NC-EMR, 114.4, 7.1. The students
were tested on the Otis-Lennon School Ability Test
(Otis & Lennon, 1979), which purports to provide an
index of verbal-educational ability. The mean stan-
dard scores (100 is the norm) and $SD's for the four
groups were CC-NMR, 98.2, 11.6; NC-NMR, 89.9,
18.0; CC-EMR, 64.7, 8.9; and NC-EMR, 64.7, 12.5.

Settings. The subject sat before a table containing
a television monitor. The experimenter sat behind
and slightly to the right of the subject. A computer
waslinked to the monitor. Unused rooms were used
as the settings. .

Materials and apparatus. There were four sets of

stimuli used. In the order presented, they were

preteststimuli, training stimuli, posttest stimuli, and
transfer stimuli.

Pretest and posttest stimuli were 20 pairs of black
line drawings. The 9-cm drawings were presented
on unlined 12.7 x 20.3 cm index cards. Ten cards
displayed parallel lines, with the distance between
the pairs, varying form 2 to 5 cm. Ten cards dis-
played nonparallel lines, with the angles for each
pair varying from 10 to 90 degrees off parallel, -

The training stimuli consisted of 20 parallel and 20
nonparallel lines presented twice, if necessary, on a
30.4 cm black-and-white television monitor. The
lines, as measured on the monitor, were 8 cmlong. A
computer program controlled by a TRS-80 computer
generated the various parallel and nonparallel lines.
Each subject’s answer was entered into the computer
by the experimenter for automatic recording, stor-
age, and retrieval.
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Transfer stimuli consisted of 20 different pairs of
parallel and nonparallel lines, constructed f[romcom-
mon objects and glued to unlined 12.7 x 20.3 cm
index cards. The same two objects were used in any
given pair (e.g., two green toothpicks placed parallel
to each other). However, across adjacent pairs, the
objects varied on irrelevancies such as type of object
(plastic-coated wires, pipe cleaners, toothpicks, soda
straws, ice cream sticks, pencils, yarn, strings, metal
rods), color (yellow, white, blue, red, black, plus the
natural color of the object), length (from 6 to 17.5cm),
width (.2 to 1 em), and shape (cylindrical and rectan-
gular).

Procedure. The pretest stimuli were randomly
presented one at a time, with the subject asked, “Are
those lines parallel?” Subjects correctly answering
15 or more examples were considered to know the
concept parallel and were no longer used in the ex-
periment. _

Prior to training, the subjects were told they were
going to watch the television and learn about parallel
and, if they worked hard, they would receive a prize.
In truth, regardless of performance, each subject at
the end of the experiment was told that he or she
performed well and each received an ink stamp
reward that said “excellent.”

For both the CC and NC training conditions, six
different demonstration examples were presented in
this order: two examples of nonparallel lines (5-),
two examples of parallel lines (5+), another 5-, and
finally another S+. Upon each presentation, the
experimenter said, “These lines are [are not] paral-
lel.”

Following the demonstrations, the training ex-
amples were presented at random. Accompanying
each S+ and 5- presentation was a sound that cued
the subject to look at the example. The experimenter
then asked, “Are these lines parallel?”” Feedback for
correct answers was in the form of verbal praise and
a computer-generated melodious tone. Incorrect
answers led to the experimenter saying, “No, these
lines are [are not] parallel.” Then, the question was
repeated and, if necessary, the correction procedure
was repeated until the student answered correctly.

Criterion performance was 10 consecutive correct
responses to the presented training examples. As
many as 80 training (the original 40 5+ and 5- ex-
amples repeated once) were available for presenta-
tion.

For the NC-trained groups, successive presenta-
tions of the demonstration and training stimuli were
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separated by a 2-second intertrial interval, during
which time the lines from the previous example
disappeared and the monitor was “blank,” display-
ing a light gray homogeneous field, until the next
example appeared. In contrast, during the same 2
seconds for the CC-trained groups, the lines from the
preceding examples moved into position to form the
next example. Either one or both lines moved, de-
pending upon the best way of creating the next
example.

After training, posttesting occurred; after that, the

‘transfer test was conducted. In both cases the subject

was asked, “Are these lines parallel?” Asin pretest-
ing, response-specific feedback was not provided for
answers. :

Results

Training. The mean numbers of correct responses
for the various experimental phases are shown in
Table 1. Subjects who failed to learn within 80 trials
(examples) were assigned scores that assumed per-
fect performance from the pointof their last incorrect
response. Thus, if the last incorrect response was on
trial 76, a trials-to-criterion score of 86 was assigned.

A significant interaction between mode of presen-
tation and intelligence level was found, F (1, 56) =
4.02,p <.05. Asassessed by planned comparisons,
the most discrepant group was NC-EMR, whose
mean significantly differed from each of the other
three groups (p's < .01), which in turn did not differ

Table 1. Means and Standard Deviations for Train-
ing and Testing Scores for the Concept Parallel.

Training Conditions

Continuous Noncontinuous

Test Phase NMR EMR NMR EMR
Pretest

M 8.60 9.67 11.00 8.60

sSD 3.64 3.92 3.07 3.68
Training

M 26.67 29.53 2953 55.93

SD 23.34  20.90 2027 25.96
Posttest

M 18.00 17.80 16.87 15.53

sSD 2.36 1.61 2.61 2.59
Transfer

M 18.40 18.07 16.80 13.80

sSD 1.84 1.83 296  4.57

Note: Maxintum score for pretest posttest and transfer = 20; scores for
training are trials to criterion.



from each other. The NC-EMR groupalso contained
five nonlearners {scores greater than 80), whereas
the CC-EMR group had no nonlearners. The CC-
NMR and NC-NMR groups each contained one
nonlearner.

. The main effect for mode of presentation was
significant, F (1, 56) = 6.22, p < .02, as was intelligence
level, F(1,56)=6.22,p < .02,

Posttest. The main effect of mode of presentation
was significant, F (1, 56) = 7.98, p <.01. No reliable
effects were found for I(Q and for the mode of presen-
tation by intelligence level interaction.

Transfer. The mode of presentation effect was
significant, F (1,56) = 14.20, p < .001, as was the effect
for IQ, F (1, 56) = 4.58, p < .05. The mode of presen-
tationby intelligencelevel interaction failed toachieve
significance, F (1, 56) = 2.94, p <.10.

Experiment IT
Method

Subjects. The EMR and NMR third-grade students
came from the same background and schools as in
Experiment . Fourteen students were assigned to
each group. Nine children ineach group had partici-
pated in ExperimentI; 5 who had no previous train-
ing with parallel were added. Mean ages (in months)
and SD’s by group were CC-NMR, 111.7, 6.5; NC-
EMR, 1114, 5.6; CC-EMR, 114.5, 8.5; and NC-EMR,
117.0, 8.9. The mean standard score and 50's for the
Otis-Lennon Test were CC-EMR, 92.2,11.7: NC-NMR,
85.5, 15:0; CC-EMR, 65.9, 11.1; and NC-EMR, 604,
13.7.

Materials and apparatus. Pretestand posttest stimuli
were 20 black drawings on unlined 12.7 x 20.3 cm
index cards. These drawings contained circles 37.7
¢ cm in circumference with lines drawn within the
circle at varying angles. Half of these lines went
through the center (0 cm off center) and thereby
formed a diameter. The other 10 were off center by
1.0, 1.5, 2.0, 2.5, or 3.0 c¢m and thus represented
“nondiameter.” '

The demonstration and training stimuli were
shown on the monitor and consisted of circles 25 cm
in circumference. Half of the lines were 0 cm of
center (diameter}; half varied from 1 to 3 cm ic:ff
center (nondiameter). Forty training stimuli were
repeated, if necessary, for a total of 80 trials.

The transfer stimuli appeared on index cards and
consisted of line drawings of circles varying in color
(blue, red, green, black, and purple) and circumfer-
ence (31.4,26.7,and 13.3 cm). For thelines reflecting

diameter and nondiameter, various common objects

wereused (a pipe cleaner, pencil, copper wire, wooden
' peg, soda straw, ice cream stick, and string). These
- lines varied in color (blue, red, green, purple, white,

plus the object’s natural color) and distance off cen-
ter 0, 1.0, 1.5, 2.0, 2.5, 3.0 cm).

Procedure . Except for differénces in the nature of
the stimuli used for diameter and questions about this
concept, the sequence and procedural details of Ex-
periment II were the same as Experiment L.

During each stimulus probe the subject was asked,
“Does this show a diameter?” While the six demon-
stration stimuli were presented, the subject was told,
“This shows [does not show] a diameter.”

During CC training, the circle always remained in
place during the 2-second intertrial interval while
the line moved to form the S+ or 5- example. The
selection and sequencing of S+ and S- examples
followed the same programming guidelines as in
Experiment 1. During NC training, the stimulus
configuration wasremoved and the monitor remained
blank for 2 seconds.

Results

Training. Table 2 presents the mean number of
correct responses for the various phases. Because
subjects previously trained with parallel did not dif-
fer on trials to criterion from subjects not trained, F
(1,48)=1.10,p <.20, concept training experience was
not treated as a separate factor in the analysis.

Main effects were found for mode of presentation,
F(1,52)=6.12, p < .025, and intelligence levels, F (1,
52) = 6.61, p < .025. However, despite the dismal
learning scores of the NC-EMR group (Table 2), the
mode of presentation by intelligence level interac-
tion only approached significance,

Table 2. Means and Standard Deviations for Train-
ing and Testing Scores for the Concept Diameter.

Training Conditions

Continuous Noncontinuous

Test Phase NMR EMR NMR EMR
Pretest '

M 9.50 9.29 9.57 9.79

SD 4.69 3.67 4.42 2.86
Training

M 24.14  31.21 3050 60.71

SD 26.73 28.83 28.60 29.02
Posttest

M 18.28 17.07 18.21 14.71

SD ' 2.49 2.52 2.49 4.01
Transfer

M 18.00 16.57 18.28 14.64

SD 340 3.50 2.95 3.86

Note: Maximum score for pretest postiest and transfer = 20; scores for
training are trials to criterion.
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F (1,52} = 2.55, p < .10. Nevertheless, six subjects in
NC-EMR failed to reach criterion within 80 trialsand
were nonlearners, whereas only one subject in the
CC-EMR group failed. Two subjects in each of the
CC-EMR and NC-EMR groups were also nonlearners.

Posttest. Mode of stimulus presentation was not
significant, though the effect of intelligencelevel was
significant, F (1, 52) = 8.93, p <.01. Although the NC-
EMR group had the lowest posttest scores (Table 2),
the mode of stimulus presentation by intelligence
interaction was not significant.

Transfer. As in the posttest, the main effect for
intelligence level was significant, F (1, 52) = 7.60, p
<.025, whereas nonsignificant effects were found for
mode of presentation and for the interaction of these
factors.

General Discussion

The superiority of computer-programmed CC dis-
plays over NC displays for the development of basic
concepts supports the findings of previous research
in which a single stimulus is dynamically changed
by means of manual manipulation and compared to
pairs of static stimulus (Carnine, 1980; Gersten, et al.,
1982). The EMR students benefitted to a greater
extent from CC training procedures than did NMR
students, in that the between-group differences in
trials to criterion were more pronounce under NC
that under CC conditions {(Tables 1 and 2). In fact,
concept acquisition by the EMR children receiving
CC training was equal to that of the NMR children
receiving NC training. This finding underscores
Woodward, Carnine, and Collins’ (1986) contention
that, in a specific content area where instructionally
handicapped individuals are taughtconcepts or skills
to mastery levels through logically programmed pro-
cedures, they will perform atleastas well, and some-
timesbetter, thannonhandicapped individuals taught
under traditional procedures.

For the EMR subjects in this study, CC procedures
apparently increased the salience of the relevant
concept dimension, whereas NC procedures failed
to do so. Weisberg, Packer, and Weisberg (1981)
have found that the modus operandiin laboratory and
theoretically based discrimination studies has fol-
lowed NC presentation procedures; stimuli are pre-
sented, withdrawn, and, except for differential rein-
forcement applied to S+ and S- examples, no active
meastures are taken to demonstrate what is the criti-
cal concept attribute. The subject is usually left to
discover what is important about the stimulus dis-
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play through trial and error. This need not be the
case for classroom and other instructional settings
where rapid and error-free performance is desirable,
particularly forstudents with developmental delays.
Here positive and negative examples differing ona
single stimulus attribute can be made more distinc-
tive by showing what changes in the attributes are
necessary to create an 5+ and S- example.

For the NMR students, the acquisition scores were
somewhat better under CC than NC conditions,
though the differences were not statistically reliable.
This would seem to imply that conversion proce-
dures are not as important for more sophisticated
learners who, on the basis of past experience, can
more readily identify the relevant dimension and
ignoreirrelevantones (Liebert, Wicks-Nelson, & Kail,
1986). However, this conclusion might pertain only
to the relatively simple concepts taught in this ex-
periment. With more advanced concepts, conver-
sion procedures might indeed make a difference.

Although within each experiment the posttest and
transfer scores followed the same trends, the be-
tween-experiment patterns were somewhat incon-
sistent. In both experiments the CC-NMR and NC-
EMR groups yielded the highest and lowest scores,
respectively, in agreement with their standing dur-
ing training. However, whereas somewhat better
performance was obtained by the CC-EMR group
than the NC-NMR group in Experiment 1, these
groups changed places in Experiment II. The net
effects of this reversal of scores were significant
mode of presentation main effects for posttest and
transfer in Experiment I and intelligence level main
effects in Experiment IL.

Itisnot clear what created the differences between
Experiment [ and Experiment II. The overall trials to
criterion mean was higher for diameter than parallel ,
suggesting that diameter was harder to learn. How-
ever, a greater percentage of students failed the
parallel pretest than the diameter pretest. Itis possible
that because the transfer stimuli for dizmeter con-
tained more irrelevant stimuli than parallel (irrel-
evancies pertaining to the circumference and the line
were varied with diameter whereas just the lines were
varied with parallel ), diameter was more troublesome
for the EMR than the NMR students. If this is so, a
host of irrelevant stimuli should be programmed
into computer displays after successful learning with-
out these stimuli has been accomplished. Then,
when the concepts appear as static stimuli (on
worksheets orin books), the learner might ignore the
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irrelevant features.

Teaching by continuously converting examples
requires careful attention to many details. A teach-
ing example must be properly positioned before it is
quickly and obviously repositioned (or converted)
into the nextexample. Adherence mustalsobe given
to Engelmann and Carnine’s (1982) programming
logicdealing with the creationof a teaching-sequence
in which there is juxtaposition of minimum-differ-
ence examples, and a set of unpredictably ordered
test examples. This experiment took advantage of
the precise programming features of the computer to
guarantee standardization in example sequence as
wellas its graphics to assure dynamic presentations.

These findings do not imply that manual manipu-
lations of examples by a well-practiced teacher hav-
ing the benefit of some contrivance to create ex-
amples would be any less effective than computer-
assisted instruction. Indeed, the cost-effectiveness
of the former method to teach one concept would
suggest its use. However, if the goal is to teach a set
of related concepts, computer software packages
could be designed for this purpose. For exarmnple, in
vocational and other settings, the concepts involved
in these instructions could be taught via continuous
conversions: “Turn the knob counterclockwise”;
Hold the screwdriver perpendicular to...”; or “Keep
the rails parallel to each each other.”

Basic concepts are the building blocks for more
complex rulesand procedures. If traditional instruc-
tional procedures that teach nonhandicapped indi-
viduals fail to induce the handicapped learner to
discriminate the relevant features of basic forms,
there will be serious gaps in their knowledge base
that will impede later learning. These findings indi-
cate that it is possible to develop attention to critical
concept features by transforming a single stimulus
continuously either into positive or negative ex-
amples. Whereas a large percentage of the EMR
students originally did not know the two concepts,
continuous conversion procedures allowed thern to
be taught fairly rapidly. The implications are that a
whole set of single-dimension concepts could be
similarly taught by this mode of presentation. Auto-
matic transfer to novel examples presented ina mode
different from that of training (i.e., noncontinuous
vs. continuous) should not be assumed, and the
instructor should be prepared to sequence a series of
intervening steps to promote the transition. ¢
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yarison of Gf
Meaning-Centered
Centered Approach*®

by Carolyn Salerno

The fundamental purpose of public education is
to provide all students with the competencies and
knowiedge that will enable them to lead successful
lives in a contemporary and future society. The
failure of schools to meet the educational needs of all
students is reflected in the claim made by former
Secretary of Education Terrel Bell that, “The school
reform movement has benefitted about 70 percent of
our students, but has had no significant impact on
the other 30 percent.” Our literacy problems are
confirmed by repeated reports that indicate that 90
percent of remedial reading students today are not
able to decode fluently, accurately, and at an auto-

matic level of response (Chall, 1983; Groff, 1987)..

- California schools continue to enroll a growing num-
ber of low socio-economic, and multi-ethnic stu-
dents. Our educational organizations continue to
attempt to implement interventions generated by
more than 8,000 research studies, but the problems
remain,

A factor inhibiting progress in curriculum
implementation is thelack of agreement about what
constitutes effective action to support the perfor-
mance of students of diverse cultural and sociologi-
cal influences (Chall, 1989; McGoldric, Pearce &
Giordano, 1982; Slavin, 1989). The present study
attermnpt to contribute to conceptualizing more effec-
tive educational reform processes. The study fo-
cuses on a comparison of how a meaning-centered
approach to the teaching of language arts compares
to a code-centered approach with low achieving, low

socio-economic, multi-ethnic, and learning handi-

capped students in the implementation of the new
California English Language Arts Frameworlk. Uti-
lizing descriptivestatistical methods, this one-yearstudy
described relationships among teacher-centered be-
haviors, curriculum materials, organizational pro-
cesses, and student performances. Through the use
of both qualitative and quantitative data - inter-
views, surveys, observations, standardized test scores,
and criterion referenced scores — this researcher ex-
amined how a meaning-centered approach and a

' Summary of Dr. Salerno’s Dissertation presented, in part, for
fulfillment of the requirements for the Ed. D. degree at the Univer-
sity of San Diego.
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lassrooms Using a
Abpproach and a Code-

code-centered approach to the teaching of language
arts affected 'student performance in grades one,
three, and six.

Conceptual Framework

Three interrelated reform dimensions were tar-
geted which led to eight specific research questions
that guided the examination of programs. The three
related targets of organizational change, noted by
Timar and Kirp (1989) and Adams, et al., (1990), link
student performance to selected curriculum materi-
als, teacher behaviors, and organizational change
processes (see Figure 1).

Dimension I: Curriculum Materials

Dimension I examined the differences between
classrooms using meaning-centered and code-cen-
tered published language arts curriculum materials.

Figure 1. An Overview of the Three Interrelated
Reform Dimensions that Guided the Examination
of the Differences Between a Meaning-Centered
Approach and a Code-Centered Approach in Lan-
guage Arts Instruction. ‘
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The extent to which the presentation requirements of
the published language arts meaning-centered, code-
centered, and related materials were followed by the
classroom teacher was examined.

Dimension IT: Teacher-Centered Behaviors

Dimension Il exarnined the differences between
teacher-centered behaviors used in a meaning-cen-
tered classroomand a code-centered classroom. There

were five categories of teacher behaviors which were

explored for this study: (a) instructional manage-
ment, (b) specific instructional procedures, (¢) stu-
dent learning strategies, (d} individualized teacher
additions to programs, and (e) teacher commitment
to program.

Dimension III: Organizational Processes

Dimension 11 examined the differences between
the effects that organizational processes have on
teacher-centered behaviors and on the intervention
model of the California English-Language Arts Frame-
work in code-centered and meaning-centered class-
rooms. Four interrelated categories of organiza-
tional processes that affected organizational change
were looked at: (a) individual and interpersonal
teacher behaviors; (b) commitment: (¢) administra-
tive support; and (d) organizational development. A
control question was: To what degree did the orga-
nization support the changes introduced by the Cali-
fornia English-Language Arts Framework?

Outcomes: Student Performance

The final research question interrelated the three
reform dimensions to student performance, i.e., how
did the differences in materials, teacher behaviors
and organizational processed between classrooms
usinga meaning-centered approach and those using
a code-centered approach in language arts affect
student performance?

Theoretical Base

A total of 128 references influenced this study.
The most frequently used primary sources were from
the following educators and researchers: Adams,
Chall, Goodman, Graves, Carnine, Anderson, Jo nes,
" Costa, California State Board of Education, Foster,
Burns, Bennis, Argyris, Schein, Benne, Bloom, Timar
& Kirp, Joyce and Shower, and Slavin. The span of
time the references ranged were frorm 1950 to 1990; 3
from the 1950’s (Bloom, Dewey, Flesch), 6 from the
1960’s, 26 from the 1970's, 84 from the 1980°s, and 9
from the 1990's.

Foundations of a meaning-centered approach are
educational models derived from the highest ideals
of citizenship ina democracy. These models propose
to lead students to wisdom and virtue, to deepen

their sense of ethical responsibility, and to develop
allegiance to the highest ideals of citizenship in a
democracy (California State Department of Educa-
tion, 1987). Plato, Aristotle, Augustine, Thomas More,
Locke and Dewey have provided blueprints for this
kind of educational program (Joyce & Weil, 1986).
Theoretical foundations of the code-centered ap-
proach are behavioral psychology, cognitive psy-
chology, developmental psychology, psycho-
liguistics, and neurology (Chall, 1989; Engelmann &
Carnine, 1982). The advocates of the code-centered
approach support one or more of three notions: (a)
that knowledge should be logically organized for
instruction so that relatively efficient communica-
tions are possible for related knowledge, (b) that
empirically-based principles determine universal
ways in which the environment influences behavior
for different classes of learners, and (c) that there are

- principles for a logical design of communications

that transmit knowledge (Engelmann & Carnine,
1982). '

Research Design

This research study extended from September,
1989 through June, 1990. District [ and District 11,
together, provided a total of 7 school sites, 12 teach-
ers and classrooms, 322 students, and 5 principals.
An overview of the data sources are noted in Figure
2.

Participating districts were intentionally targeted
because they had similaritiesin instructional history,
in curriculum design, and in curriculum materials,
and had similar student population characteristics;
but they had differentlanguage arts implementation
focus: '

Figure 2. An Overview of the Data Sourcés that
Guided the Examination of the Differences Be-
tween a Meaning-Centered Approach and a Code-
Centered Approach.
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The extent to which the presentation requirements of
the published language arts meaning-centered, code-
centered, and related materials were followed by the
classroom teacher was examined.

Dimension II: Tea'cher-Centered Behaviors

Dimension II examined the differences between
teacher-centered behaviors used in a meaning-cen-
tered classroomand a code-centered classroom. There
were five categories of teacher behaviors which were
explored for this study: (a) instructional manage-
ment, (b) specific instructional procedures, (¢} stu-
dent learning strategies, (d) individualized teacher
additions to programs, and (e) teacher commitment
to program.

Dimension III: Organizational Processes

Dimension IIT examined the differences between
the effects that organizational processes have on
teacher-centered behaviors and on the intervention
modeloftheCalifornia English-Language Arts Frame-
work in code-centered and meaning-centered class-
rooms. Four interrelated categories of organiza-
tional processes that affected organizational change
were looked at: (a) individual and interpersonal
teacher behaviors; (b) commitment; (c) administra-
tive support; and (d) organizational development. A
control question was: To what degree did the orga-
nization support the changes introduced by the Cali-
fornia English-Language Arts Framework?

Outcomes: Student Performance

The final research question interrelated the three
reform dimensions to student performance, i.e., how
did the differences in materials, teacher behaviors
and organizational processed between classrooms
using a meaning-centered approach and those using
a code-centered approach in language arts affect
student performance?

Theoretical Base

A total of 128 references influenced this study.
The most frequently used primary sources were from
the following educators and researchers: Adams,
Chall, Goodman, Graves, Carnine, Anderson, Jones,
Costa, California State Board of Education, Foster,
Burns, Bennis, Argyris, Schein, Benne, Bloom, Timar
& Kirp, Joyce and Shower, and Slavin. The span of
time the references ranged were from 1950 to 1990; 3
from the 1950’s (Bloom, Dewey, Flesch), & from the
1960’s, 26 from the 1970’s, 84 from the 1980’s, and 9
from the 1990’s.

Foundations of a meaning-centered approach are
educational models derived from the highest ideals
of citizenship ina democracy. These models propose
to lead students to wisdom and virtue, to deepen

their sense of ethical responsibility, and to develop
allegiance to the highest ideals of citizenship in a
democracy (California State Department of Educa-
tion, 1987). Plato, Aristotle, Augustine, Thomas More,
Locke and Dewey have provided blueprints for this
kind of educational program {Joyce & Weil, 1986).

Theoretical foundations of the code-centered ap-
proach are behavioral psychology, cognitive psy-
chology, developmental psychology, psycho-
liguistics, and neurology (Chall, 1989; Engelmann &
Carnine, 1982). The advocates of the code-centered
approach support éne or more of three notions: (a)
that knowledge should be logically organized for
instruction so that relatively efficient communica-
tions are possible for related knowledge, (b) that
empirically-based principles determine universal
ways in which the environment influences behavior
for different classes of learners, and (c) that there are
principles for a logical design of communications
that transmit knowledge (Engelmann & Carnine,
1582).

Research Design

This research study extended from September,
1989 through June, 1990. District I and District II,
together, provided a total of 7 school sites, 12 teach-
ers and classrooms, 322 students, and 5 principals.
An overview of the data sources are noted in Figure
2. :

Participating districts were intentionally targeted
because they had similaritiesin instructional history,
in curriculum design, and in curriculum materials,
and had similar student population characteristics;
but they had differentlanguage arts implementation
focus:

Figure 2. An Overview of the Data Sources that
Guided the Examination of the Differences Be-
tween a Meaning-Centered Approach and a Code-
Centered Approach,
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1. Before 1989, both school districts followed a
code-emphasis approach in the language arts cur-
riculum. Bothdistricts did boast of exemplary schools.

2. Both school districts were implementing the
California English-Language Arts Framework dur-
ing the school year, 1989-1990, in grades one through
six. Both districts were using the same literature
textbook series in their implementation.

3. All teachers who volunteered to participate in
the study were using the new prescribed curriculum
materials for the first year.

4. The teachers in each district were directed to
implement the California English-Language Arts
Framework by their district administrators in two
different ways: (a) teachers in District | weredirected
to use only a meaning-centered approach, supported
by their prescribed literature series; (b) teachers in
District 1] were directed to implement the California
English-Language Arts Framework through the pre-
scribed literature series and to maintain a code-
centered approach.

Summary of Findings

1. The prescribed curriculum materials seemed to -

generate motivation, excitement,and interest inclass-
room instruction among teachers and students in
both districts. '

2. Teachers willingly followed the recommendations
of the curriculum materials, regardless of the diffi-
culty experienced with the prescribed materials in
both districts. Teachers continued tosupplementthe
prescribed materials with materials they had found
to be effective with student performance.

3. Teachers’ initial commitment to the language
arts philosophy appeared to remain stabilized, nei-
ther more committed nor less committed at the end

of the school year in both districts. Their degree of

commitment seemed to depend upon the standard-
ized test results of their students’ achievement.

4. There appeared to be many variations in the
management of effective instructional time.

5. There seemed tobe a set of instructional practices
that affected student performances onstandardized tests,
independent reading, and expected homework
among first, third, and sixth-grade classrooms. The
effective instructional practices were: (a) a system-
atic skill development program, (b) an integrated
literature reading program, (c) positive reinforce-
ment, (d) literature read and heard daily, and (e)
daily participation in writing activities.

6. Many teachers appeared to use instructional
practices they knew to be effective from other expe-
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eaning-Centered vs. Code-Centered—Continued

riences regardless of the suggestions of the new
philosophy. NEEE RS

7. Teachers structured the classroom environment
to support the emergent literacy perspective sup-
ported by the Framework. However, they appeared
to define their role as promoting more teacher-di-
rected activities than promoting more student-di-
rected opportunities. i

8. The percentage of multi-ethnic, low. socio-
economic, low achievement, and learning handi-
capped studentsin first, third, and sixth grade code-
centered and meaning-centered classrooms did not
seern to make a difference in overall student perfor-
mances. , e

9. Low and high performing first.grade students
who participated in a systematic phonic instructional
program and the literature-based curriculum performed
at a higher level on standardized tests than did
students who did not participate in both a systematic
phonic. program and the literature-based curricu-
lum. These students also read more recreational
books than did students who did not receive system-
atic skill instruction. ¥

10. 1n the first, third, and sixth grades, high
performing students made greater gains in reading
and writing in the early grades than in the later
grades. Low performing studentsmade greater gains
in writing in the third grade than other grades, and
greater gains in reading in third and sixth grades
than first grade.

11. At the end of the first year of the implementa-
tion (1990), the total first grade standardized test scores
in both districts dropped from the previous year
totals; however, the students in classrooms using a
balanced program of systematic skill instruction
(code-based) and literature instruction received
higher test scores on comprehension and vocabu-
lary.

12. Principals appeared to support the change
process within the context of their experiences and
understandings: that is, they stated goals related to
educational directions, deliberately attempted to
produce new and different responses with control
forms, articulated their values, and established con-
sistent gathering times and places for their teachers.
However, they seemed to lack the power — skills,
understanding, energy, time, motivation, beliefs,
perceptual procedures or knowledge of collabora-
tion models — to energize the change process, Their
energies and efforts appeared to be used to stabilize
and manage the existing operations of their environ-



ments. The strategies that were suggested and rec-
ommended for teachers to use in the California En-
glish-Language Arts Framework to effect improved
student performance could be interpreted as sugges-
tions and recommendations for organizational lead-
ers to effect change in members of their organiza-
tions.

13. Openness and bonding behaviors in social
situations and in occasional working committees,
and staff meeting operations did not seem to influ-
ence change of teacher instructional behaviors or the
academnic performance of the students. However,
the social bonding could have been transitioned to
classroom instructional bonding through the restrue-
turing of interpersonal staff development processes.

14, Administrators less familiar with effective
instruction discussed in the California English-Lan-
guage Arts Framework and/or theresearch in read-
ing and writing over the past 15 years, or who re-
flected a special interest in whole language only,
tended to interpret the Framework’s emphases and
goals as the integration of listening, speaking, read-
ing, and writing in literature books.

Conclusion

This study indicates that an emergent literature
approach combined with a direct, systematic skill
approach to language arts affects student perfor-
mance considerably. Perhaps there are additional
teaching strategies found to be effective through
research which when applied to a balanced program,

student performance would haveeven greater chance
to be affected and perhaps at a more rapid rate than
is currently observed.

Organizational members seemed to find difficulty
in using the prescribed curriculum materials and
relating the materials to the emphases and goals
discussed in the Framework. Interpretations of the
Framework’s emphases and goals produced many
variations. Perhaps, the two greatest dangers to
effective instruction are the continued practices of

“individual educators interpreting and making value

judgments for others, and the continued practice of
resisting change. Therefore, opportunities to
collaboratively discuss and explore research find-
ings contrary to personal experiences, belief sys-
tems, and sociological influences, and opportunities
to address emotions related to change, may lead to a
shift inattitudes and motivational energy thateffects
change. Strategies to cotinter these dangers are to be
found in team collaboration, cooperation, and coach-
ing models. A revised focus on continuousorganiza-
tional collaboration would enable organizational
supportofa change process based on the best that we
know from research today. Shared collaboration for
creating change, already successful in businesses
(Argyris, 1985, 1987; Costa, 1987; Goodman, 1986;
Joyce, etal., 1990; & Schein, 1986}, should become the
business of educational organizations in the 90’s. ¢

References may be obtained from the author, Carolyn Salemno, PO
Box 50, Carlsbad, CA. 92008,
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+ Association for Direct Instruction

Announces..

Tuae 18tH ANNUAL EUGENE
Direct INsTRUCTION CONFERENCE

July 27-31, 1992 .
Eugene Hilton Hotel & Conference Center
Eugene, Oregon

Featured Keynote Speakers:
Zig Engelmann, Anita Archer, Randy Sprick, Hill Walker

Presenters:
Zig Engelmann, Anita Archer, Barbara Bateman, Doug Carnine, Jane Carter,
Geoff Colvin, Bob Dixon, Ann Glang, Stuart Greenberg,
Phyllis Haddox, Tracey Hall, Jan Hasbrook, Gary Johnson, Kathy Jungjohann,
Bernie Kelly, Kathy Madigan, Jerry Silbert, Marilyn Sprick, Randy Sprick,
Marcy Stein, Susan Wayne, Linda Youngmayr

Successful students in school have excellent academic, social and
study skills. Successful teachers and schools systematically teach these
skills. Too often in education we concentrate on one skill area at the
exclusion of the others. Yet all are bound together in a tightly woven web.
The student who doesn't achieve well academically often has major
management and social skill problems. The student who hasn't learned
how to study will have serious academic problems.

Come join us at the Eugene Conference tolearn how to teach these skills
more effectively. Come join us at the Eugene Conference to renew your
skills and energy. Come join us at the Eugene Conference to gain a new
perspective on teaching.
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CoONFERENCE FEATURES...

s Daily keynote speakers discussing the interface of academic, social and
study skills.

¢ Training sessions on Direct Instruction programs.

A mix of informational and training sessions on topics related to school
and student success.

Join us with other proiessionals from around the country in furthering
your skills and knowledge to make schools and students successful.
Sessions are designed for teachers, assistants, supervisors, and admin-
istrators whose goal is to promote excellence: in all facets of education.
There are optional 1 or 2 quarter unit creths available from the University
of Oregon Summer Session.

As a participant, the city of Eugene is literally at your doorstep. Next
door to the Hilton is the Hult Center for the Performing Arts, a world class
performance hall. Within walking distance of the Conference site are
scores of restaurants and stores catering to a variety of tastes. Eugene’s
setting makes the Conference a rewarding professional expenence as well
as a relaxing vacation for you and your family. To help renew old
friendships or make new acquaintances, a picnic has been planned for
Monday evening.

i WGTESO e

Daily Keynote Speakers :

= Monday, July 27 (Opening)  An Anti-Failure Perspective
Zig Engelmann - Professor, University of Oregon

= Tuesday, July 28 = Promoting School Success: Study Skills
Anita Archer, Professor, San Diego State University

< Wednesday, July 29 » Myths, Misconceptions and the Thief at the Door
Randy Sprick, Educational Consultant o

= Thursday, July 30 ¢ Promoting School Success: Social Skills
Hill Walker - Associate Dean, University of Oregon

@ Friday, July 31 (Closing) * Making School Reform Happen
Zig Engelmann
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SESSION INFORMATION

There are 5 Keynote presentations and 30 sessions offered during the 5-day Conference. Participants
may atiend all 5 Keynotes and up to 4 sessions. Sessions are either training or informational. Training
sessions focus on specific teaching behaviors. These sessions cover programi rationale and provide task
practice. Informational sessions provide the detailed information needed to implement successiul tech-

niques or to understand the topic.

Sessions are scheduled In the momning and afternoon. For their morming sessions, participants choose
one “A" session (M-Th) and one “E" session (Fri}. For their afterncon sessions, particlpants can choose
either one “B” session (M-Th) or a combination of cne “C” session (M-Tu) plus one “D” sesslon {(W-Th}. A
summarized schedule is located on page 36 for further reference.

SESSION DESCRIPTIONS

1} Connecting Meth Concepts, A-D ¢ Bernie
Kelly This session introduces the first four levels
of the newly developed Direct Instruction series for
math—Connecting Math Concepts. All four levels
are available for the 1992 school year. The session
is appropriate [or teachers involved with regular-
classroom elementary students, as well as special-
education teachers, The session provides an
overview, and practice in effective presentatlon
techniques.

2) Reesoning end Writing, C & D » Jerry Silbert
For students performing at grade levels 3 and 4.
This session provides training in teaching the
newly developed Reasoning and Writing C and D
language programs. Reasoning and Wrifing C
focuses on narrative written expression. The
program begins with simple regular order sentence
writing and concludes with multi-paragraph
writing assignments. Level D functions as the
introduction for expository writing. The principal
focus of level D is unlque. Most writing assign-
ments inveolve examlning a source of information,
identifying problems of accuracy, specilicity or
clarity and writing an explanation of the problems.
Students work with misleading advertis-ments,
faulty arguments, irrelevant evidence, contradic-
tory assertions and directions that are too general.

3) Teaching the Corrective Reader » Gary
Johnson For students performing at grade levels
3-12 and adults. Partlcipants will learn develop-
mental and remedial techniques for effective
reading and language presentations with primary
age students through adults. This session is
based on the Decoding and Comprehension
strands of the Corrective Reacling programs that
Include presentations of skills such as deductions,
inductions, analogies, following instructions,
vocabulary building, editing, writing and logical
analysis. Also stressed will be how to teach
students to accurately decode, increase rate, build
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vocabulary, and read for information in books,
newspapers, and magazines.

4) Reading Mastery I, II and Fast-Cycle ¢

Phyllis Haddox For students performing at grade

levels K-2. The session is focused on teaching
beginnlng reading skills. This session will provide
tralning in Reading Mastery I, Reading Mastery II,
and Reading Mastery Fast-Cycle. Participants
learn the baslc information and skills needed to
implement the programs—placement, acceleration,
scheduling, grouping, and presenting pre-reading
exerclses.

5) Solutions to Classroom Discipline Problems
* Randy Sprick For teachers of students in
prades K-12. Participants will learn specilic
techniques for solving common types of behavior
problems including absenteeism, dlsruptive
classroom behavior, students not completing
homework, tardiness, student motivation and
reducing misbehavior. Some of the strategies
covered include the use of rules, effective grading
policles, consequences, ignoring, and procedures
for helping the at-risk student.

6) Adapting Content Area Curriculum for Low-
Performers « Marilyn Sprick For teachers of
students in grades 2-10 and admlnistrators.
Participants wlll learn strategies that help low-
performing students manage the academic demands
of the regular classroom without watering down
the currlculum. Topics will Include fdentifying
instructional requirements, Instructional planning,
increasing engagement In Instruction, and assist-
ing students with reading problems.

7) Iniroduction to Direct Instruction Tech-
niques * Ann Glang & Tracey Hall For
instructional staff new to Direct Instruction
programs. In this sesslon, participants learn to
motivate students, maintain student interest, use
effective signals and pacing, and correct errors
effectively across all Dlrect -Instructlon programs,
This session complements trainlng in specific DI
programs. Recommended for newcomers to DL



8) Reading Mestery HI-VI » Gary Johnson
For students performing at grade levels 3-6. These
programs present a careful sequence for teaching
comprehension and decoding skills to students who
have mastered beginning reading skills. These
programs meet a full range of comprehension and
decoding objectives. Training includes management
systems for monitoring student progress and teach-.
ing all compenent skills {vocabulary, rules, informa-
tion, map skills and context analysis) needed for
students to completely understand the factual and
fiction selections presented in the program.

9) Advanced and Corrective Math ¢ Bernie
Kelly For students performing at grade levels 3-6.
This session'wlll provide specific training on SRA's
Corrective Math and Math Modules. Programs '
include skills instruction in facts, operations, story
problems, fractions, decimals and percenis, and
ratios. The session alsc presents training on the
Core Concepts Videodisc programs (Mastering
Fractions, Mastering Ratios, Decimals and Percents
and Algebra).

10) Reasoning and Writing Level A & B » Jerry
Silbert For students performing at grade levels K-
2. This session provides training in the newly
developed Reasoning and Writing A and B language
programs. These programs, which teach higher-
order thinking skills, are appropriate for children
who have basic language concepts. Children learn
about story grammar, answer literal and interpre-
tive questions, make interpretations and
predictions about characters, sequence and
classify information, make deductions, follow
instructions and construct sentences and stories.
The programs are designed according {o Direct
Instruction principles while being less teacher-
intensive than other Direct Instruction programs.

11) Direct Instruction Supervision and Train-
ing Strategles Tracey Hall This session is
designed for adminisirators and teachers experi-
enced In teaching Direct Instruction programs.
Strategies will be presented to train, coach and
supeivise classroom leachers to use Direct In-
struction effectively. Farticipants will learn how to
diagnose and remediate student problems, and will
learn teaching and management techniques for a
range of students. This session will also present
procedures for data ‘collection, evaluation, inter-
vention and feedback techniques, Participants will
analyze videq- taped teaching examples and
practice stralegies presented.

12) Managing Severe Behavior Disorders and
Serious Emotlonal Disturbances * Geoff Colvin
& Stuart Greenberg For K-12 teachers, assis-
tants, and administrators. Specific procedures
will be presented for analyzing behavior patterns of

students who exhibit severe behavior problems.
Strategies will be presented that are designed to
break up these patterns and to teach replacement
behaviors that are more acceptable in public
school settings. Special emphasis will be given to
serlous acting-out behavior, escalated behavior,
and withdrawn behavior. The basic focus will be
on preventing serious behavior problems through
the application of instructional principles. Partici-
pants will receive a workbook for the session.

13) Expressive Writing I & II » Kathy Madigan
For students performing at grade levels 4-7.
Overview and tralning in specific procedures for
using Levels I & II of SRA's Expressive Writing.
The program teaches students the most difficult
first steps in expressive writing through a basic
sentence writing strategy and an organization
strategy. These strategies are applied to simple
reporiling and interpreting activities. Students
learn editing, punctuation and paragraphing
skills.

14) DISTAR Language I = Linda Youngmayr
For teachers of basic language in preschool
through grade 2, and for teachers of English as a
second language. Focus is on the language of
instruction: polars, if-then, following directions,
comparatives, prepositions, etc. — with an empha-
sis on statement production. Training involves
both rationale and role playing.

15) What Makes DI Tick? « Bob Dixon
Designed for teachers and administrators
experienced with Direct Instruction. DI is
deeper than the surface behaviors of signals
and group responses. This informational
session overviews the flundamentals of Instrue-
tional design developed by Engelmann and
Carnine. The session wlll compare Direct Instruc-
tion with other approaches to instruction
{including other mastery-based approaches and
recent reform movements).

16) Advanced Teaching Techniques ¢ Susan
Wayne For experienced Direct Instruction teach-
ers, supervisors, and administrators only. This
session presents information and practice on
effective correction and Orming procedures.
Farticipants will view videotaped teaching seg-
ments to analyze student performance and design
remediation.

17) Skills for School Success: Organiza-
tion Skills and Learning Strategies ¢
Anita Archer For teachers of students
performing at grade levels 3-8. In this
session, participants will learn how to teach
their students organizational skills (materials,
time, etc.) and learning strategies for completing
common assignments. Instructional procedures
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for Introducing these skills will be demonstrated
and practiced. Special emphasis will be placed on
how to maintain and generalize these strategies.

18) Research on Beginning Reading Instruc-
tion: Implications for Practice * Marcy Stein
In this sesslon, the extensive research about
beginning reading instruction will be discussed
and the controversles of this fleld addressed. The
Reading Mastery beginning reading program will
be examined in light of this research. Partcipants
will receive a copy of the summary of Marilyn
Adams’ book Beginninig to Read: Thinking and

. Learning about Print.

19) Effective Spelling Instruction » Bob Dixon
For students performing at grade levels 1-6. This
session presents specific information and training on
SRA’s Corrective Spelling Through Morphographs and
Spelling Mastery Series {1989), a six-level basal
spelling program that integrates the morphographic
analysis with sound-symbol analysis and whole-
word analysis. The series teaches the spelling of
over 15,000 words. This session covers the use of
these programs in regular and remedial settings.

20) Overview of New Direct Instruction Basals
for Arithmetic and Langnege ¢« Zig Engelmann
For teachers of students in grades K-4 and admin-
istrators. Overview of SRA's new math series,
Connecting Math Concepts, and language-wriling
series, Reasoning and Writing. Participants learn
how higher-order thinking skills and problem
solving proliciency are fashioned by these pro-
grams. Participants learn procedures for
presenting material to the entire class, for effec-
tively integrating skills, [or accelerating students,
and [or avoiding or correcting common mistakes
are covered.

21) Selection of Language Arts Basals »
Marcy Stein This session is designed for
teachers who want to learn about ways to
meet the needs of main-streamed or at-risk
students receiving their language arts
instruction in the general education classroom.
The instructor will provide information about the
general learning characteristics of students with
learning disabilities and will review current re-
search about teaching language arts Lo this
population. An important component of this
session will be discussion of how to determine
instructional priorities for language aris. Teachers
will participate in activities designed to help them
choose, analyze and modify materials using
examples from currently published programs.

22) Direct Instruction and Whole Language
Linda Youngmayr This sessfon will concentrate
on SRA's Learning Through Literature, which
focuses on applying children's literature within
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your curriculum. The program offers material
appropriate for non-readers as well as advanced
readers. Some modules link various primary read-
aloud books into cohesive units while other
modules provide for an in depth study of novels

23) Supplemental & Transitional Activities «
Kathy Jungjohann This session will provide
teachers with examples of seat work and instruc-
tional games for independent and supplemental
skills practice. Evaluation guidelines will be
presented to assist teachers in selecting appropri-
ate activitles for their students. These materials
were prepared for primary students performing at
grade levels 1 and 2.

24) Options for At-Risk and Special Needs
Students » Jane Carter This session has been
designed to provide teachers, administrators,
consultanis and other specialists with practical
approaches to teaching siudents responsibility.
The session will include building-level, district-
level and classroom-level strategies for managing
unproductive student behavior while encouraging
productive school behavior. Participants will learn
how to apply comprehensive student management
strategies to their own situations.

25) Literature in Reading Mastery = Linda
Youngmayr This session will focus on the study
of literature within Levels V and VI of Reading
Mastery. This session is appropriate for teachers
of siludents reading at the fifth-grade level or
abaove.

26) Addressing Unique Needs = Barbara
Bateman This sesslon presents a new
approach to developing and implementing
Individual Education Plans (IEPs) for chil-
dren who have disabilities. The premise of
the session is that traditional IEPs are burden-
some and not useful. A new framework will be
offered which results in IEPs that are both educa-
tionally useful and legally correct.

27) Curriculum-Based Measurement: Applica-
tions to Direct Instruction » Tracey Hall

This session is designed for experienced DI teachers
interested in implementing a measurement system
that assists with initial student placement and
allows the teacher to monitor student progress. The
concept of Curriculum-Based Measurement will be
introduced, [ollowed by specific application to
teaching techniques and to Direct Instruction
programs.

28) Direct Instruction & Higher-Order Thinking
Skills « Doug Carnine This session provides
examples and rationale for using Direct Instruc-
tion strategies with a wide range of students.

Direct Instruction responds to the need for teach-




ing “the big picture” and the need for efficient
teaching.

2e) Inveiving Parents as Partners ° Jan
Hasbrook Often educators encounter
numerous barrlers in their attempts to

i involve parents in planning, implementing,

& and evaluating educational programs. This
sesslon will provide information about improving
home/school relationships, understanding the
parents' perspective, communicating effectively
with parents, improving parent conferences and

30) DI for Learning and Behaviorelly Disor-
dered Studento +« Kathy Madigan

The Institute for Effective Education (formerly the
Children's Workshop) has developed four new Direct
Instruction Programs designed for and fleld tested
with the Learning Handicapped, Severely Hand}-
capped and Severely Emoticnally Disturbed popula-
tion. Participants will recelve an overview of the four
new programs: Walking Around Your Community:
A survival and mobllity skills program; Let's Tallk: A
conversation skills program; Being a Purchaser: A
money skills program; Facts About Yourself: A

other related topics. personal data facts program. This session is appro-

priate for elementary and secondary level special
education personnel.

CONFERENCE REGISTRATION INFORMATION

Where-When
Monday. July 27, 8:30 am through noon Friday, July 31, 1992, at the Eugene Hilton Hotel and Conference
Center, 66 East 6th Avenue in downtown Eugene. Oregon.

How to Register

Fill out the registration form on page 15. Enclose with check or institutional purchase order for the proper
fee. Send completed form and fee to the Asscciation for Direct Instruction. Regisiration received before July 7
guarantees space In preferred sesslons. Any session with less than 20 participants may be cancelled. A
confirmation receipt will be sent for all registrations received by July 7. Ta1s FORM COVERS CONFERENCE REGISTRA-
TION ONLY. THIS DOES NOT CONSTITUTE PRE-REGISTRATION FOR COLLEQE CREDIT OR ROOM RESERVATION.

Fees and Discounts

The conference registration fee is $195.00. Association members receive a 20% discount {$39.00 off), New
members are eligible for the 20% discount when ADI membership application and appropriate fees accom- -
pany registration form. (See page 14 for ADI Membership form.) Groups of 5 to 9 participants receive a 10%
discount. Groups of 10-19 receive a 20% discount. For groups of 20 or more, call Bryan Wickman at (503)
485-1293 for a quotation. The member and group discounts cannot be used together. Choose the dlscount
that will benefit you or your group the most. The fee does not include lodging or meals with the exception of
the Monday picnic, and coffee each morning. All training materials are included In the fee.

Travel

The Association for Direct Instruction has selected Red Baron Travel as the Travel Agency for the Eugene
Conference. On United Airlines flights, Red Baron can offer a 5% discount on the lowest applicable fare or
40% off coach fare, whichever is lower. Call Red Baron at 1-800-289-4222. You need to tell them you are
attending the ADI Conference in order to get the discounted airfares.

Lodging

The special conference rate at the Eugene Htilton is $60.00 per day for a single, $70.00 double ($35.00 per
person) plus tax. The Hilton has sold out during the conference for the past 9 years, so early reservations are
recommended. You may contact the Hilton at (503) 342-2000 or 1-800-937-6660. You need to tell them you
are with the ADI group in order to receive the discounted room rates. There are a number of other hotels in
the area. We will send a sheet of other lodging optlons to pre- registrants Do NOT SEND ANY RGOM RESERVATION
HONEY TO THE ASSOCIATION.

College Credit )

An optional 1 or 2 hours of college credit through the University of Oregon Summer Session is available at an
additional cost of $40.00 per quarter unit. Grading is Pass/No Pass. The credit is listed as: Special Educa-
tion 408 (or 508), Direct Instruction. Transcripts will be available in early October. Fee payment and regis-
tration will take place at the conference. Do NOT SEND ANY COLLEGE CREDIT MONEY TO THE ASSOCIATION.

Refunds and Cancellations

A 100% refund will be issued if a written request is postmarked by July 21, 1892, After that an 80% refund
will be given. A written request must be received in our office before any refunds will be made.

Optional Events

There will be a get-acquainted picnic at Skinners Butte Park on Monday, July 27. A meal for you and one
guest is included in the registration fee. .
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Monpay TUESDAY

WEDNESDAY THURSDAY

sday, 8:30-9:15

Anita Archer
Promoting School
Success—Study Skills

Hill Walker
Promoting School
Success—Social Skills

Thursday, 9:30-12:00

A-D » Bernie Kelly
D e Jerry Silbert -
Reader ¢« Gary Johnson

ruction Techniques « Ann G

Thursday, 1:30-4:00

ary Johnson
th » Bernie Kelly
Be Jerry Silbert
Tvision & Training Strategies
Disorders and Serious Emo

SS10I1S ‘Monddy-Tuesday, 1:30-4:00
Kathy Madigan

nmﬂ n:cs » Bob Dixon

+ Zig Engelmann
'Arts :Basals e Marcy Stein
.aaﬁwo_n Language + Linda

WINTER, 1992

’
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™

JoIv THE ASSOCIATION FoRr Dmrecr INSTRUCTION BEFORE THE CONFERENCE AND Save 20%!
Membership Options:

e Regular Membership — $20.00 Per year {includes one year of ADI NEWS and a 20% diécount on ADI
Sponsored items and events).

¢ Student Membership - $10.00 per year (includes one year of ADI NEWS, a 40% discount on AD]
Sponsored events and a 20% discount on Publications sold by ADI).

* Sustaining Membership - $40.00 or IOre per year (includes regular membership Privileges and
Teécognition of your support in the ADI NEWS],

* Institutional Membership - $75.00 Per year [includes 5 subscriptions to the ADF NEWS and

ADI sponsored products and events include books and other materialg published or marketed by the
Association. The ADJ NEWS is published 4 times a year (Fall, Winter, Spring, Summer)

I wish to become an Association member. Flease enroll me as a:
Regular Member ($20.00 annually) '
Student Member {$10.00 annually)
Sustaining Member {$40.00 or more annually)
Institutional Membership ($75.00 annually)
— I wish to subscribe to the DI NEWS only ($10.00 annually; $15.00 outside North America & Hawaii)

NAME q IRYS

ADDRESS Association for Direct Instruction
PO Box 10252
k CITY. ST, ZIP Eugene, Oregon 97440 j

CONFERENCE REGISTRATION Form

Name (as you would Iike it to appear on your name tag)

Home Address .
City State ‘ Zip
Phone
Agency Affiliation Position
I would like to register for the following (list one “A"and one “E". Choose one “B” or one “C" plus one “D" ):
J “A"
HB" . OI. IGC"‘
IiDll
“E"
LAY S
am an Association for Direct Instruction member:  ves No 1@171;» . )
have attended a Eugene Conference previously: Yes No Association for Direct Instruction
PO Hox 10252
lease retumn this form with your check or District Purchase Order to ADI Eugene, Oregon 87440
For office use only: Fee Checlt PO# By: Part __
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ADI presents. . .

These 3 lessons show skilled teachers demonstrating effective teaching techniques with a
variety of students and a range of instructional materials. The lessons are designed for individual
use by novices to Direct Instruction, but can be used by supervisors or teacher trainers to illus-
trate effective use of Direct Instruction techniques. Video examples demonstrate correct and
incorrect use of teaching skills with small groups of low-performing students. In the workbook that
accompanies the video presentations, the viewer has the opportunity to practice the skills pre-
sented. Skills are reviewed cumulatively throughout the lessons.

Qverview of Lessons:

Lesson 1, Pacing and Signaling {25 minutes)

o Presenting scripted material with enthusiasm

e Moving quickly through lessons to cover more material and maintain student attention
Using signals to increase teacher-student interaction rate '

Lesson 2, Motivation {30 minutes)

o Setting clear behavioral and academic expectations

s  Providing consistent feedback

« Using group management systems to increase student motivation

Lesson 3, Corrections {30 minutes)

o Correcting errors immediately and effectively

« Using a standardized correction procedure to remediate student errors, regardless of instructionai
materials '

Cost: $75.00 per lesson {includes trainer guide and 1 workbook)
$200.00 for set of three lessons
$10.00 per extra workbook {contains all 3 lessons)

To order, send your check or purchase ovder to:

Association for Direct Instruction
P.O. Box 10252
Fugene, OR. 97440
(503) 485-1293
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Siegfried Engelmann & Douglas Carnine
. Membership Price $32.00 List Price $40.00

Direct Instruction Reading (Revised)

Douglas Carnine, Jerry Silbert & Edward J. Kameenui
Membership Price $32.00 List Price $40.00

Direct Instruction Mathematics {(Revised)

Jerry Silbert, Douglas Carnine & Marcy Stein _
Membership Price $32.00 List Price $40.00

Teach Your Child To Read in 100 Easy Lessons

Siegiried Engelmann, P. Haddox & E. Brunner
Membership Price $15.00 List Price $19.00

Structuring Classrooms for Academic Success

S. Paine, J. Radicchi, L. Rosellini, L. Deutchman, C. Darch
Membership Price $11.00 List Price $14.00

Members of the Association for Direct Instruction may purchase copies of the
materials listed above at the Membership price. Shipping charges are $1.50 per
book for 1-5 books and $1.00 per book for orders of 6 or more. Orders are to be paid
in U.S. Funds, in advance. Purchase orders are also accepted. Please allow 4 weeks
for delivery.

ADI cannot provide copies for entire classes nor can we provide desk copies. All
such requests must be made to the publisher of the specific book.

SEND YOUR CHECK OR PURCHASE OCRDER TO:
Association for Direct Instruction
P.O. Box 10252
Eugene, OR. 97440
(503) 485-1293
Fax (503) 683-7543
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Join the Association for Direct instruction

Membership Options:

A) Regular Membership: $20.00 per year (includes one year of DI NEWS and a 20% discount on ADI
sponsored items and events).

B) Student Membership: $10.00 per year (includes one year of DI NEWS and a 40% discount on ADI
sponsored events, 20% off ADI items).

C) Sustaining Membership: $40.00 or more per year (includes regular membership privileges and
recognition of your support in the DI NEWS).

D) institutional Membership: $75.00 per year (includes 5 subscriptions to the D! NEWS and member-
ship privileges for 5 staff people).

E) DI NEWS Subscription only: $10.00 per year {outside North America and Hawaii $20.00 per year).

ADI sponsored products and events include books and other materials published or
marketed by the Association for Direct Instruction. The ADI NEWSis published 4 times ayear
(Fall, Winter, Spring and Summer).

To join the Association, complete the bottom portion of this form and mail it, with your
check or Purchase Order (in U.S. funds) to the Association for Direct Instruction.

Check one:

| wish to become an Association member. Please enroll me as a:

Regular Member ($20.00 annuaily)

Student Member {$10.00 annually)
Sustaining Member ($40.00 or more annualiy)
institutional Membership ($75.00 annually)

| wish to subscribe to the DI NEWS only ($10.00 annually; $20.00 outside North
America & Hawaii)

i

Address:
City, State, Zip:
Phone:

School District or Agency:

Position:
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