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The First Annual ADI Awards Eor Ex-_

‘cellence in Education were inaugurated " -
at the recent Direct Instruction. Con-
Rec1p1ents were

- Ference -~ in- Eugene:
“nanied in four categories, ‘They “are:
Classroom' Teaching, _Elementary Level
_— " Lorraine Killion;
'_Teachmg, Secondary - Level
“Quintero; - School: “Administratio
- Supervision . — ; Thaddeus- "Lott; -
_Teacher Trammg and Research — Gz
“Alessi. _ L
“ . The~ purpose ‘of :.the
recogmze 1nd1v1dua]s -
dlstmgmshed themselves by th
.-umg comm:ttment to

‘on nominations’ made

sultants. -Beginning. =next year, "ADI
~members will be asked to nominate in-’

-dividuals in .the various categories for

award ' consideration, Selections will

then be made by the Board based on the

strength of nominations submitted.
Lorraine Killion is a teacher and

Thaddeus Lott is the principal at Wesley
Elementary School in Houston, Texas.
Wesley is located in a low income sec-
tion of Houston and is-a school in which
achievement would- be predicted to be
far below the national average. But it is

PEPE QUINTERO

Classroom

" tmn for Dlrect Instructmn -which: actedﬁ_‘_'_. :
_ by board "
‘members and by DI tramers and con- - -

“THADDEUS LOTT

and Ms; Killion has exemplified the
teaching which has brought Wesley na-
tional attention for ~educational -ex-
cellence. The work that Killion and Lott
have done at Wesley has received exten-
sive media coverage and is described in
Robert Benjamin's
Schools Work. 1t is not often enough
that dynamic administrators are able to
team up with outstanding teachers, as
Lott and Killion have done at Wesley,
But - when .they -do, “the results are

nothing short of inspirational, as.Lott:

and Killion have. shown. Their work

-stands as a challenge to all educators,

and these honorees would like nothing
better than to see other educators meet

this challenge.

There is some inspirational teaching
going on in Utah, too. Pepe Quintero is

-a secondary special education teacher in

the Jordan School District just outside of
Salt Lake City; He teaches some of the

-hardest-to-teach students anywhere -

and he makes them look like scholars.

" He has students who refuse to come to

school for any class, except his. He has
students who come to his house early in
the moming — long before schaool starts
— to receive tutoring, He has students
whe come to his house in the summer so
that they won't lose the skills they have

book:, “Making"

-students to use the technoiogy ffectlv

LORRIANE KILLIAN *

acquired during the school year. He'does
research-in ‘his classroom to refine his
- skills and to ensure’that his students are
getting the best education that he can
provide.. His committment .to his
students is awe-inspiring;: He makes
teaching the most noble of all profes-
sions, _ )
There is . a strong ‘and productive
direct instruction following at Western
Michigan University. Galen Alessi is its
leader. Galen is involved in all aspects of
-direct instruction: service, training, and
research. He has established a remedial
education center in Kalamazoo, and he
is actively involved in preschool and
public school settings, as well. He
teaches- courses about DI,  trains- his

ly, and helps them learn how

with teachers about its use. His students_ '
conduct important new research.’in. .’
direct instruction; his graduates hoidi:
key positions in schools and other ser-

vice settings across Michigan and
throughout the country. Galen played a
major role in editing and helping ‘to

revise Engélmann and Carnine’s new’

Theory of Instruction, He was responsi-

ble for re-writing Michigan State Law to

ensure that school psychologists in that
"Continued on Page 3

~ dication. -
-lariguage ‘works. So the individual that

he typlcal e1ght—month—older does not
k:and does not gwe a very: ‘clearin- . -
that -understands . -how -

we discovered s mdeed far- above the

“riorm.

A]though thié _view -of “human
development is useful for some pur-
poses, it is not useful for someone who is
interested in changing the behavior of an
individual. The reason is -that the
description - of how children develop
merely tells what children do at different

~ ages, not how to cause an individual to
develop more rapidly. The person who
‘changes behavior - through - inistruction

must operate withina very limited set of
rules, The person cannot use-drugs, can-

Continued on Page 6
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To the Editor: -

While we-are pieased to have had the:-__-
opportumty to  communicate with "Dl
News ‘readers. about ‘Direct Instruction o

applications with severely handicapped

students, - we are. distressed .with the ..

ed1torlal changes 1n the tltle of our- art1-
cle. :

When we subrmtted the artlc]e it-was -

titled “Direct Instruction with Severely

Handicapped - Students: - Taking Direct

Instruction to the Commumty" The title
that appeared in'-the ' summer - issue,
however, read- ’Taklng DI to-the Com~

language

fully in'mind in the future,
Thank: you for teIImg us,

munity with TMR's”: . We strongly ob- -~

ject -to the prormnent tise-.of :the :1abel
“TMR". Special“educators, citizen ad-
vocates, ..
themselves -areworking .very ‘hard ‘to

alter language usage that addresses-han- "~

dicapped.individuals -as- "the retarded”,
“EMR’s”, “TMR's”." “The
that-

supposedly “describes - ‘some

characteristics- of “an’ individual; - using -
the word as a noun to identify a very .
diverse grotip. of stirdents who are peo—'...i

ple firsis mdeed st1gmatleng

A pubhcatlon ‘désigned to’ assist 1ts -

readers to,lmprove the. hves of: handl—

P JVIC
dicaps” mc]ude- ‘the

studénts,

News include & clarlhcatlon of - the t:tle
appeanng in the Iast issue.

. Sincerely,-

: Hexd: Rose
Robert H Horner
Dear Ms. Rose and Dr. Horner:-' )
As: usual, .t _
culprit. I (Wes Becker) faced the task of
getting your long title-into’ a single full-
page -line. using. large type. 1. found 'in
your second ‘paragraph the .“TMR”
usage in quotes. As-the last one who
would believe in:labels, I kept the quotes
on the headline to imply it was not to be
taken seriously.. :

and.. handicapped - people. "

SUp

: ‘word “person,
1nd1v1dual,_wpe_ople,_ -
adolescents; " children;  etc. We ‘alsg- fe-
quest that. your next ‘edition” of the DI

,the ‘headline ‘writer is the-

'2) DI molds

- (Editors Note: Volume 1, issue number 4

‘Netos: contalned

‘able ‘to use" the rationales ‘expressed in ¢« -
' '—these Ietters in- their’ conversations. with -~
ervisors ‘or colleagues who ‘were not -~
_actlve supporters or users of direct -
7,.1nstruct10n :One ‘of the.-letters we-re-. . . .
ceived ‘was inadvertently omltted when.-_'_ _
llection was pubhshed last spring.. -
rmted hére with our. apologxes to'f.'

hich® others could use t
nd_ defend" 1ts use in: thex'

“Tuse d1rect mstructlon for the follow’- .
_f-mg reasons: SR
1) DI buﬂds successful work hab1t5 in " f
L lessons,
-students must visually and_oraily'

“:gtidents.” During DI
-attend at all times and overtly re-
;- spond correctly on cue. Hyperac-
. tivity, distractability, and apathy
. are.reduced while active: part1c1pa—
. .tion and attention span are.in-
creased. When students - succeed

(an_inevitable outcome of DI} the

" correlation between sitting tall,

" talking big, looking at the book

- {i.e., good work ‘habits) and
academic success becomes a rule:
when [ work right I learn, . _

to criterion students
- whose primary goal is task comple-
. tion. With large -group instruction

| th’togrébhy

The Direct Instruction News is published Fall, Winter, Spring and Summer, and-is
distributed by mail to members of the Association for Direct Instruction. Readers
“areinvited to submiit articles for publication relating to DI. Send contributions to:
_The Assouatlon for Dlrect lnstructlon P.O. Box 10252, Eugene Oregon 97440,

R Wes Becker
..... Ceeiieen.......StanPaine
T Susan Jerde”
T - .. Woes Becker

VEdltors L . e Lo

U Pan Typesetting -
N e Springfield News .
........ eeoo. . Springfield News

:TYDesettlng S il e .

Prmtmg. . .". A AP

Springfield News _
-Arden Munkres

. 2 VDIRECTINSTRUCTION NEWS, AUTUMN, 1982

Wesley C Beckerr '

4y DI gréatly reduces
: -f(Sprmg, "1982) of the Direct’ Instruction. o

several - letters "we: . ..
“received in’response to’ our request for -
. 'statements from: readers regardmg why c
designation -/they use “and/or support: direct: instruc= .+

trainable mentally rétarded is a phrase tion. It was hoped that readers would be_'

in a basal program, the goal of

" some students is often simply to be
" called: on to give one right answer
during a 30 minute  lesson, DI

. students, on' the other hand, cor-
rectly respond to every -stimiilus

- item. Distinguishing themselves as. .

: : "'-'-'top students is not'an option:every
.. student learns with DI. Their-focus
.+is’ on completing the . tasks to
-criterion “rather than" competing

_tion and opportun1t1es to, respond

carefu]ly

" repetition’ of skills, gradual in-
- practical rules which have no ex-
ceptions, . and abundant ~oppor-
‘tunities for application are all com-
‘bined in every DI program, The
_result is a program that can’t be

the ‘wheel every time 1 think of
- meeting my student’s needs.

“teacher burn-
" When: using DI, I am not

o reaching them;" "I wish I.knew a
“better . way .to -teach - this,” or “I
“don't.like 'this workbook but we
. have" to fmlsh it.” ‘The procedures
. ‘work; thereis no:trial and -error;

-the workbooks: make sense; I need
“only’ study and 1mp]ement the pro-
~gram, Also, I am’ not ‘expending
;_gdestructwe energy . blaming . my
+-students.’ ‘Rather than. negatively.
. reacting’to: noncomplzance or’ the

" ‘wrong response, 1 just follow- the
7 correchon procedure and contlnue '

lstar &tithmetae
Fmd a Problem
WIN A PRIZE

In most contests you have to solve a
problem to win:a prize. In this contest
you need only pose a problem to win a
prize,

What problems have you had in
teaching DISTAR Arithmetic I or II7
What problems have your students had
as you taught the programs to them?

We are planning to revise DISTAR
Arithmetic, Levels I and II, and want to
know what specific difficulties your

. students have had with the programs,
- The revision will try to smooth out

rough spots in the programs, but we
need you help in identifying those rough
spots.

~ The best problem description subinit-
ted will be awarded a %25 prize. Second
prize is $15; third prize is $10. Help
make DISTAR Arithmetic a stronger

‘series. Tell us how we can improve it.

Send 1-2 page descriptions of problems
you have discovered and/or suggestions
you want to make to:

Doug Carnine

Follow Through/Educatlon
University of Oregon
Eugene, OR 97403

As we have mdlcated in ear}y calls for < with their peers for teacher atten-

_artxcies, we have reserved.the right to*
‘make - editorial changes in ‘story: length.:'_-.:3).:-._:_:.DI follows coheslve
and word usage; with the goal’ bemg one: -

_ oot i~ designed “task: analyses “Sufficient -
.~ of easy communication in non- techmcal 5 :

~We at ADI fully agree w1th }’our goals "7 7 troductionof new 51(1115' precise,

iand concerns-and will- keep ‘them' more-

“ “beat, I don't have time to re-irvent”

.'jnagged with feelings like “T'm not.

Washougal WA :

|SSET'

We are interested in publishing dis-

. senting opinions about direct instruction

as a regular feature of the News.
Dissents- are important to. communicate

-alternative points of view about direct

instruction, to encourage readers to
think issues through for themselves, and
to maintain a sense of openness and
fairness within the News.

- If you have a point of contention with
DI philosophy,
-which you would like to express, we
‘would like to hear from you. Or if you

theory, or practice

have colleagues with alternative points

_of view about,some aspect of DI, please

mention this forum to them.
Dissenting opinions should be submit-

_ted as 2-4 page typewritten, double-
‘spaced articles,

Brief dissents of 1-2
pages may also be submitted as letters-
to-the-editors. Dissents should be signed
and should be polite, but beyond this,
they will be edited only for style and
length — not for content. We welcome
your contributions to this important
feature of the News.

TELL

- ‘What are you looking forin the Direct
Instructlon News? What kinds of topics
would you like to read about? What are
your special interests and needs pertain-

.ing to direct instruction? We are always
" looking for content for future issues.
~Please send us your ideas — or, if you
““wish, send us your:manuscripts — for
‘articles or features:you would like to see
" .appear in’ these'pages.

Chances "are,
there are hundreds of other people who
share your interests. Help. make this

-publication all that you want it to be.

Address your ideas or articles to:

Editors

DI News

Box 10252
Eugene, OR 97440

Y

An annotated b1bhography address-
ing the application of Direct Instruction”
in Special Education is available upon
request for the cost of copying and mail-
ing. For further information contact:

Ted Fabre

Follow Through/Education
University of QOregon
Eugene, Oregon 97403

EMPLOYMENT EXCHANGE

POSITION WANTED: (Grade
levels K-9), 8 yrs. teaching experience
and Ed. background: Master
Teacher/team-teaching situation, (K-3),
self-contained and departmentalized
situations, direct instruction, learning
styles-right/left mode, computer pro-
gramming (2-9). Valid State Teaching
Credentials: Oregon, California,
Hawaii. Multi-endorsements,

Contact: Dawn Al-Khalisi, 5741 S.E.
McNary Rd., Milwaukie, OR. 97222
(tel. 1-503-659-7358) Permanent ad-
dress: 10023 S.E. Pardee St., Portland,

_OR, 97266 {tel. 1-503-760-2184 can leave

message)



ntest

received from

Ten
creative contestants in the “Design a DI

eniries were

Logo Contest”. Balloting on logo selec-

tion began at the recent Direct Instruc-

tion Conference in Eugene and continues
in this issue of the News. Ten designs
were voted on at the conference. We
have eliminated four which received no
votes. The remaining six designs are
presented on different pages of this issue
in prominent positions (see pages 3, 4, 5,
13, 14, 15). If you voted at the Con-
ference, please do not vote again. But if
you were not at the Conference, or if
you did not have the opportunity to
vote while you were there, please mark
your choice by number on a post card or
in a letter, sign your name (for verifica-
tion purposes only), and send it to:

ADI/Logo Designs
P.O. Box 10252
Eugene, OR 97440

(Voting restricted to ADI members only,
please.} Please have your ballot
postmarked by October 30 for. your vote
to be counted. All ballots — those col-
lected at the Conference and those
received by mail — will be counted in
early November, and the winning design
will be published in the Winter issue of
the News,

The logo chosen will represent ADI on
our letterhead, on a convention banner,
and in various other ways, The designer
of .the winning entry will receive a one
year membership in ADI or a one year
extension .of a present membership.

Thank you for helping to make ADlLa
participant organization, ‘and -a .special "’
thanks-to-the designers. of these entrles o

for-their tHime and taIent

Excellence
Awards
(Continued From Page 1)

state have training in direct instruction
before they can be licensed. He is at the
forefront of wvirtually every aspect of
direct instruction. Even without his in-
volvment in DI, his~-work would stand

out as a prime example of excellence in
higher education. We are honored that.

he has chosen direct instruction as a
focal point for his career.

The four people chosen as recipients
of Excellence in Education Awards this

year comprise a. group which is awesome

in its talent and its committment. But
they only represent.the cream of the
crop. We know there are others who are
of the same calibre. We ask that you
begin - thinking about educators you
know in the categories identified above

who are equally deserving of recognition '

for the competence and the committ-
ment they have shown to excellence in
education for all students. Next spring,
when we issue the call for nominees for
these awards, we urge you to write us
and nominate the person(s} who are set-
‘ting the pace for educational excellence
in your world. We will all be richer for
learning of their committment and their
success, just as we are in knowing the
dedication of this year’s recipients.

‘handicaps.

 LOGO CONTEST ENTRY NO.1

By Russell Gersten

The results are just beginring to come
in from a long-term follow-up study of
the impact of the Direct Instruction
Follow - Through Model on the high
school careers of its praduates. The
study is being conducted by Russell
Gersten of the DI Follow Through staff
at the University of Oregon?,

High school performance measures
are being collected on students who
completed three years of DI Follow
Through experience in one of seven
original Follow Through sites: New
York, NY: Flint, MI; East St. Louis, IL;
East Las Vegas, NM; Uvalde, TX;
Cherokee, NC; and Williamsburg Coun-
ty, SC.

Preliminary results, thus far available
only from New York, show significant
positive effects favoring Follow Through
students over  the control group on

lai nstma j

Graham ‘Clunies- Ross
Q]umes-Ross, and - Alan. Hudson of
Melbourne, Australia, have been work-
ing to accelerate the development of
Down'’s Syndrome children using Direct
Instruction strategies and = programs.
Their evidence shows not
remarkable learning accomplishments
by these children, but also demonstrates
that the earlier you start, the more the

- children progress.

Recently, Hudson and Clunies-Ross
examined the capabilities of schools to
deal with the integration (“mainstream-
ing”) of 15 children with intellectual
- They found that most
schools were not prepared to deal with

“the* children’s . academic - problems and

that “satisfactory academic progress oc-
curred only when the children were in
highly structured learning situations.”

Three of the schools having problems
agreed to introduce more structured pro-

_grams. Each school also had one child

from Clunies-Ross’ early education pro-
ject with Down’s Syndrome children.
.In each of three schools, the teacher in

- the class with the Down's Syndrome

child was asked to identify {by rating all)

-other children functioning at a similar
‘level as the Down's Syndrome child in

readingand/or math achievement. In
class A (5-year-olds), 24 children were
identified; in class B (5-year-olds}, 10

*children were identified; in class C (first
- graders), 8 children were identified.

DISTAR Fast Cycle Reading was used as
the sole method of reading for the third
school term (12 weeks) in all three
classes., The children had previously
been in a language experience reading

ligh School Follow-up of

Reported by Wes Becker brogram. DI

“Re " ed in classes. A and B as the' sole method o
osemary ,

only -

“ASSOCIATION FOR DIRECT

several important measures: 1) a larger
proportion of DI Follow . Through
students graduated from high school; 2)
fewer FT students dropped out of school
before graduating; 3) FT students had
higher oth grade achievement scores;
and 4} the FT group had a higher percen-
tage of students applying to college.
Some of the early results are summar-
ized in Figure 11, More detailed results of

INSTRUCTION

I Follow Through

_the study, 1nclud1ng Emdmgs from the

other 'six sites,” will be provided in a
-future issue of the News. .

‘Working with Gersten on the New York
follow-up data were Linda Meyer, Coor-
dinator, and Joan Gutkin, Carol Walter,
and Mrs, Terry, on-site researchers.

Figure 1

o . 7 S (Median G}ade Equivalents)

N % Graduated % Dropped Y% A]ﬁplieﬁl 9th Grade Sth Grade
‘Qut .to College . Reading ~ Math
Control1 ~ 20 34.5 58.6 10.3 6.9 7.1
Ft1 23 56.5 39.1 39.1 - 9.5 8.0
Comtol2 © 33° 333 . 485 202 .77 7.8
Ft 2 -13 . 53.8 77 231 8.4 8.4

for math instruction.:

ing the ACER Primary.Reading. Survey

‘Test, Level AA, and the- Keymath
‘Diagnostic Arithmetic Test for classes A
and B. The results were as follows:

- RESULTS FOR PRIMARY
READING SURVEY

Class Pretest Posttest
{percentiles)
A&B (N=31) 23rd" 50th
{5-year-olds)
C (N =8) 50th 77th
(Grade 1) ’

RESULTS ON KEYMATH

. (Grade Equivl)
A&B (N =31) 1.15 1.65
{5-year-olds) ' '

These are obviously substantial gains for
the 12-week period. But what about the
Down's Syndrome childrent o
“Although the children's achievement
in each instance fell below their respec-
tive group means, the children made
good progress. In reading, their average
normative performance rose from below

" the 11th percentile to the 40th percentile,

In arithmetic two of the children gained,
respectively, the equivalent of .3 and .5
grades during 12 weeks of direct
teaching. The teachers reported that
they were able to work effectively with
Down's Syndrome children in the DI

"parable -
- DISTAR programs..seem’ to’ produce
‘remarkably predictable outcomes across

Clumes-Ross notes. that the chﬂdren :

. - -_selected ‘because of- their slower" pro-
- Pretests and posttests were' made us- -

gress; ‘Were’ progressmg at.a rate com-
'to. average. achlevers "The

a diversity of student groups. They ap-
pear to have impressive potential as a
basis for attaining the goals of instruc-
tional integration (mainstreaming).”

| ;
| Last Issue?

¢ Are you alone in speaking out for §
| educational excellence in .your
| district? Would you like to increase|
| your professional support group? Do |
| you need a friend? If so, consider |
| building vour- support..group atj
| school by inviting a colleague — a|
| teacher, principal,  or district ad-|

{ ministrator — to join.you as a fello
;:: member of ADI.

If you renew your membership for

the 1982-83 school year by November §
| 1 and enclose an application and $15§
. membership fee for a new meémber in §

| the same envelope, you will receivesg

| vour membership for $10. If you have |
| already renewed, send us a note wi

| your colleague’s fee, and we will give}
¢ you a $5 credit on your 1983-84|
i membership. Sign up a colleague|
| today.

.. and keep the News coming. §
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ByHe:ds Rose and Robert H. Horner, .UhiverSEfy of Oregon

Good teachlng 1nvolves lnstructmg a

. ,student both fiow to respond- and when . =
~‘to respond: Résponse-distortion  is a -
~problem associated with the “how" part

“of -this process. Direct Instruction can

_fifhelp us ~understand : the problem." of
“fesponse distortion and it can’ help.us -

“structure an instructional solution to it

This article desctibes. response distor- -

“tion; "how ‘it develops and how good
: iteachmg «can avoid it..

-One hallmark of Drrect Instructxon is”

_"the attention given to the details of
'_j-teachmg "The principles. of ‘Direct In-

‘struction *have . been" constructed by"
“observing and predicting student errors”
“and by changing’ specific instructional ~

" -variables which contribute to these er-

“rors. The’ ma)orlty of these changes have- .
-‘occurred in the areas of. math, reading

and ‘language skills which mvolve dif-
ficult concepts but reasonably. simpl~
‘responses. For-example, it is easy to say

“fb/.-The ‘trick-is learning-that /b/ is

associated with "b" and not with “d" or

3" or Mt

‘dicapped “:students
“ riculum.-areas; addmonal attentron has

Y

i topography

'response refers o'the’

I'ESPOI'ISE

_propriate or restricted topography. At
terition to the'details of good teaching is
one way of avoiding this error. Examme
-the example ‘below

The: setting is ‘an elementary school
classroom - for- severely handicapped
'students. A teacher. stands ready . to
deliver praise  for correct performance as
-one of his-students puts on.a’ riew shirt

‘and begins the "targeted” skill of button-

ing. The student’ has been receiving

“training in a‘clothes buttoning program

for three weeks. She has met the training
criterion- and 'is now presented with a
generalization test to seeif she can but-
‘tan new pieces-of clothing not wsed dur~
ing’ training. The-student-is ‘very atten-
tive and deliberate in her-miovements,
‘buit“her attempts are:fruitless; Though
~ ‘skilled- at buttoning the specially con-

'structed “training ‘clothes ‘with big but-

. tons; she'is' not-able to*button this new’

shirt; The problemi, however, is not that

she is misapplying what she had beef"

taught during instruction, but that what
‘she has learned is dysfunctional. She has
learned a way of buttoning that is effec-
-tive with big buttons but not sufficiently
‘precise to work with small buttons. The
‘way sheholds and twists the buttons
- -prevents-her from being successful. She
has leamed a "dlstorted“ Tesponse.

_;Response Dlstortlon

. Response’ distortion can occur when
“the; ~particuldr topography- -used -suc-

“'AsDirect Instruction has
-been applred with’ more “severely -han- .
‘in-* different. - cur--

'béen - given - to the: :way- instructional ’

"topography of va:
uscle movements:
that-occur as'the response is‘performed.
~With- severe]y handicappéd = students, -
'learnmg ‘the topography of “a’complex
.Tesponse may be as iimportant and asdif- -
ficult as- learning when"to’ perform’ the
Undiscipliried * teaching :can -
“lead 'to’ a- stildentlearnifig "an " inap- .

- cessfully with one example of a task is’
“not effective with other examples of the -
~same task (Engelmann & Carnine, 1982)." -

Most tasks that are useful in society. oc-
cur in -a variety of slightly different

" forms as they are performed from day to
"day, ermg a bicycle without falling off
' requires

- certain ' muscle - movements.
Each time a corner is turned, however, a
slightly different variation of the basic
skill {or task) of staying balanced on-the

- bicycle is required. A skilled bicyclist
*can perform ‘many’ variations of the
_ 'balancmg response ‘and can use the

proper variation - required at any mo-

" ment.. Response distortion occurs when -
the student only learns one way {or a
_ small number of ways) of performing a
‘response, As a new variation of the task
‘is . presented, ‘the student preforms the
~“old” -
worked with the “old” variation. of the
-tagk- but which
:_',dysfunctronal response w1th thls new
“-vdriation, -

- Buttoning buttons, for -example, ‘can -

response topography - which

is -a- distorted and

be -done -with: ‘many -variations ' in
topography while: still..arriving ‘at . the

. desired effect. The button may be held
ori the. pads of:one’s mdex fmger and . :

-hands:are uged; -the’ recervmg hand can’
‘b positioned with e1ther ‘the: thiimb -or -
the ‘index finger Teceiving “the ‘button’

The point’is that many topographies of
the response are ‘functional. Tt is possi-

‘ble, however, that if you. teach "biitton-
-ing”: with:only big-buttons, .a’ severely

handlcapped person may learn to grasp

‘the “button’ with his/her: thumb and’
-knuckle, - or ‘learn . that with big ‘but-
" tonholes the button does not need ta be
.received -and seated. Development of
-one of these topographies is not a cer-
: tamty they are simply variations which

“work” with the big button examples.
As such, they are more likely to be ac-
quired by ‘a learner who has difficulty
with motor responses. The danger in this
situation lies.in the pattern of success
achieved during training followed by
failure in the "real world”. The student
will perform successfully with some ex-
amples, but when presented with other

- examples of the task (i.e. small buttons)

the distorted topography will result in

failure. .
' Dev'eloprnent of Response Distortion -

* Diréct Instruction has long advocated -
. teachirig ‘“general case” skills (Becker,

Engelmann & Thomas, 1975). Response
distortion is an error. that occurs when
the teacher does not attend to the rules

- of general case instruction, It is a serious

error, in part, because it is very likely to
occur: if teachers use either of two com-
mon ‘teaching strategies: (a) Single In-
stanceInstruction, or (b} Easy-to-Hard

- Instruction. If only: one example - of a .
task is-presented  during training,- and

that one example can be performed cor-
rectly - ~with ~several
topographies (some  of* which -are

- dysfunctional with other'inistancesof the
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response

some students will learn a

task),

~distorted topography. The teacher has

not presented’ enough -information’ to

: _gmde the student to the most functicnal

response. When advocates of Direct In-
struction teach math and reading con-
cepts, they select examples that allow
only one interpréetation on the part of
the student - (Engelmann & Carnine,
1982}. A similar attention to detail is
needed when teaching complex motor
skills. The selection of examples should
guide the learner to a limited number of
response topographies that will work
with all variations of the task.

~ The development of response distor-
tion as a result of task selection is -

depicted in Figure 1. Topographical
variations of the response (R} are nated
across the top of the diagram, Variations
of the task (T) are indexed along the
side. Task variations are sequenced with
the "easiest” variation of a task being T,
and -the most difficult being T,. The
response topography indexed as R, is
functional - across  all examples (in-
stances) of the task. Response

- topography Rs, however, is functional

with only the first two examples of the

“task. R; will not produce.the desired ef-
-',_-'.';'Eect it it-is: used:with task:Ts, Ty, Fsor
“Tes Response distortion accurs when;.as
"':'a function Of recewmg training orll}r
‘with- task variations T; -and T, the
learner -acquires -the ability to perform
'successfully . by . using - Rs.-

Following
training, the learner is presented with
novel variations of the task which range
in difficulty from T, to T,. With task

-variations Ts, T4, Ts and T, the newly

acquired “skill is dysfunctional. The
learneri has acquired a distorted
response. This results both in errors dur-
ing the more difficult {and usually more
applied}4nstances of a task and increases
the number of trials that eventually will

be needed for the learner to acquire

response topography R;.

Variations of
Response (R}

R1i Rz R3 R4 Rs Rg
Easy T3 x x x x x x

Hard Tg «x

Figure 1: The relationship between
topographical variations of a response (R)
and their utility with stimulus variations of a
task {T). x's denote situations where the par-
ticular topography would produce the effect
needed for the task {T). Open boxes denote
situations in which a particular topography
would not be effective,

It is evident that the examples selected
for instruction affect the likelihood that
response distortion will be learned.
Selecting appropriate examples,
however, may not be enough. Many
curricula emphasize the teaching of com-
plex maotor skills in an easy-to-hard se-
quence (Mercer & Snell, '1977)' While
this approach-has been very successful,
it may lead ‘to response distortion with
severely handicapped students.
Engelmann and Carnine (1982) suggest
that in teaching complex motor skills, an
easy-to-hard sequence is more time con-
suming and more likely to induce
response distortions than other formats
because the learner may acquire
response topographies early in the train-
ing sequence that are distorted and must
be extinguished (i.e. unlearned) in later
training phases,

Continued on Page 14
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by Jane M. Dougall Coté - Whiteaker Com

The Playground is a Classroom, Too

Now that the school year is underway
and your classtoom is operating
smoothly, you might want to take the
time to observe the students on the
playground. Do you see any students
acting aggressively? Is anyone standing
alone, not joining in play? 1f you see
students exhibiting either of these
behaviors, you should consider setting
up a playground management system. In
this column, 1 will describe a process for
developing one version of such a system.
It is a version which the other teachers
and I have found useful with the

students at our school, but you should -

feel free to make whatever modifications
in it you feel are necessary to fit your

students. Before 1 do- that, though, 1

want to issue some words of caution.
First, all staff involved in playground
duty must agree to use the_syst_em.
Otherwise, there will not be the con-
sistency needed to change student

behavior.  Therefore, -all. teaching per- -
sonnel, .including the principal, -should .

" participate in the planning stages. If peo-

ple feel involved from the start.and are -

given a .chance to_help. -organize the

‘system, it will'be-more consistent. Asa -
- result, the playground, will be a fun-and.
safe place for -all - students. {And, -
perhaps, recess duty will be more plea-

sant for the stafft) Even if teachers do

"not have recess duty at your school,

they.should take part in-the planning
process, for they would be implementing
the system in their classrooms.

Here is another caution: Setting up a
recess plan requires a great deal of plan-
ning. This is sometimes enough to pre-
vent a school from undertaking such a
process. However, once the plan is set in
motion, it requires little to keep it going.

The benefit is a safer and happier en-

vironment for all.

During the first planning session,
allow time for people to state the prob-
lems they see on the playground. Then,
use these problems to help set up some
rules for the playground. These rules
should be féew in number, short and
specific so that they can be easily taught
to students of all ages. Try to state these
rules positively. Here are some rules
which were developed for a playground
where some students were running in a
crowded area, teasing, and fighting: 1)
Walk on the playground; 2) Run only in
the field {grassy area); 3) Play in a
friendly way: no teasing, no fighting,
join in the fun. Be sure that the rules you
come up with fit the behaviors your
group wishes to change.

In the second planning
develop a workable reinforcement

system to reward students who follow

the playground rules. Here is a system
which can be used “as is” or adapted to
your school’s needs.

During each playground period, the
recess supervisor walks around, praising

sessiorn,

students who are following the rules.
“Near the end of the playground period,
the supervisor hands out three to five
*Super Playground Player” tickets. The
Supervisor writes each recipient’s name
and room number on the ticket and on a
daily master list of ticket holders. The
master list helps- insure that différent
students receive the awards each recess.
The student then returns to the
classroom where the classroom teacher
praises him/her and has the student put
the ticket into a box. This system is car-
ried - out -throughout the day -at each
recess period. At the end of the day; a
school-wide announcement is made over
the intercom praising the Super Players
for that day. At the end of the week, all
tickets are collected from the classrooms
and are placed in a larger box. Names of
three to five weekly winners are drawn

from the box, These students’ names are .

announced and they receive a prize. At
the end of each month, one or two
tickets are drawn. and these - students

- receive a ‘grand-prize. At the:end of the -
“year, the classroom with the most Super

- ‘Player tickets is’awarded a super Grand .
“Prize: Ideas for f_ﬁwe'ek'ly,".mént‘hiy,_._‘:and._ R

-end-of-the-year prizes are offered below.:

. Here'is a list of things that .miust be

‘dorie before starting the playground pro-
gram described above: B

1. The ‘rules are- formulated : and

+ “taught to the students. Parents are
informed of the new playground
system and asked to help by re-
‘minding their children of the rules
and by praising them -if - they
‘receive a “Super Playground
Player” ticket. v

2. The “Super Playground Player”

tickets are made. You can use col-
. ored paper with a simple picture on
it.

3. A clipboard is set up in'a central
location of the school so that it can
be picked up easily by the person
on recess duty. The clipboard
should have a copy of the day's
master list, a copy of the recess
rules, and a pencil.

4. A ticket box is prepared for each
classroom so that ticket recipients
have a place to store tickets until
the end of the week.'

5. A person is selected to read the dai-
ly Super Playground Players’
"mames from the master list. This
“can be the principal or any other
staff member. No prizes are hand-
ed out to daily ticket holders, so
each teacher should be sure to
praise any daily winners in his/her
room. '

6. A person is selected to gather all

the daily tickets from each
classroom at the end of the week.

These tickets are placed in a larger
box, from which three to ‘five
weekly winners are drawn. Win-

‘ners”-names are: announced; -and

they receive a.prize.

A’ menu of ‘weekly prizes is made -
.. -up,.and i ‘person:is:selected to
~seciire everything needed for-gach - - -
.- week's - ‘prizes. ~Some. .ideas. for
. weekly prizes are: school supplies,
.- a'special badge to.wear, of having -

. theirpicture ‘taken with the prin- T
‘cipal and displayed in the office. .

A'menu of“'mo'ﬁt'hly'Grénd_Prizé's'is

rthade-up; and-a person is selected -

to secure everything needed for the

" Grand Prizes. Weekly-tickets can
“be accumulated in a large box until

the monthly drawing. The tickets

© can be discarded at the end of each

month. Students should be remind-

“- ed that the more tickets they earn

in a month, the- higher their
chances are of winning the Grand
Prize. Perhaps the Grand Prize

"winners could be drawn at an all-

school assembly where the prin-

- cipal praises all Super Playground
Players and awards the Grand
Prizes to the one or two students.

Grand Prizes shold be a little bit
more special than weekly prizes.
They might include: having lunch
at school with a teacher of the win-
ner’s choice, having a private tour
of the kitchen, helping the cooks
serve lunch, or having an exira
recess or physical education
period.

Charts are made up to record the

number of Super . Playground
Players from each classroom.
These charts should be quite large,
because they will be wused
throughout the school year, Each
classroom teacher takes- the
responsibility of updating the chart
frequently. Weekly updating is

* LOGO CONTEST ENTRY 0. 3

each class. The lunch room works
well for this. These charts are used

- to ~.determine - -which - classroom
" receives the Super Grand: Prize at

the end of the year. Again, a:menu

 should be preplanned. Examples of
* Super’Grand Prizes -are:-a pizza
- party, a-skating party, or-a ‘class
Cpiemicss e e T

g Areportmgsystem to parents isin-

ated to help build parental sup-- -
port. A monthly note home telling -

- weekly- -winners :and: monthly -
. Grand. Prize wiriners is- a good

" 'idea. Parents .should hear when

“things are working well, tool

11,

A 'Cohtingency; “plan- for dealing

‘with playground misbehavior is

agreed upon and explained to both

- students and parents. One plan is

to give only one warning for a rule

‘infraction. If the student continues -
. to break the rule, the student is
- sent from the playground to a
-room where work at the student’s
- ability level is assigned. This room
‘should ' be staffed by one of the

teachers and supplied with work

- ‘appropriate to the various grade

levels. A set number of these

‘removals would result in-that stu-

dent losing recess privileges for a
certain length of time.- A parent
conference would also be held to

- discuss this: problem. . Hopefully,

this contingency plan would not’

“need to be used frequently. If the

rewards are valuable enough to the

' students, they will want to follow

. the rules. Another option for
" handling misbehavior is to have

the student sit against a wall.

Other students should be told the

rules of not talking to a student in

that area. This option can be used

" in lieu of the separate room if there
- are problems in using the “room”

plan.

probably best for maintaining stu- 12. A review date is set up following

dent interest in the chart. The one month’s operation of the

charts should be displayed where ' _

all students can see the progress of Continued on Page 15
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1 By Sieg?ﬁféd *Engelmann

' (Continued From Pags1)

~rnot -_efig'ééé:' in ,-:ﬁleumif.?":'sux_"_ge'rjr,. ‘cannot’
- -manipulate the past history. of the child, -
+-.and” ¢annot directly change the'opera-

~-tions of the learner's’brain, - i

'- . The‘teacher'can (:'H"élﬁ:gé.-.thé_: child"éﬁ]y
- by ‘manipulatifig environmental events.

" In other words; the teacher works strict-
" ly on'the outside : The teacher:can struc- -

' ture the environment'so that the child

Teceives ‘rewards for certain behaviors;

- “the-“teacher can . show- things . to the. -

-~ learner and say things; the:teacher can
.. direct: the learner to perforim’different
kinds of behavior. But the teacher’s only
.-access to the learrer’s mind and develop-
- ment is through the manipulati
¢ vironmental events, . .- . .

.. - IF a description of the learner is'to'be
. relevant to . the teacher, it must imply .
“something . that . the _teacher ‘can. do.
- Specifically, the description muistimply. - i
- how thie environmental variables'should = %

- ZIGGY ENGELMANN

- be manipulated. This point is extremely
.important. Unless the description of the

' ~-learner suggests what the teacher should .. st ' bigl
i I¢ r c sl DEFConference

*.doand should not do; the description is-
either  pointless or serves: as nothing

- ‘more than thetoric. == - -
.::What: ‘kind ' .of ./description:’.of  .the
- learner.implies:what the teacher should'

- do?.-A-description that tells the teacher

precisely. . what - ‘the" learner ‘does.“not
all: At first: -

know: not do: That's7all _
- Bliish; thi -of description r_'n'.'iy%:_geem".:

less';than: dramatic ‘or revealing.. B

tenid when somebady is' trying to show

~something 'to the child, the ‘teacher: is:

- “provided with direct information about -

- a. behavior that. must be: changed. To- -
~remedy.. this . deficiency,. ‘the teacher . .

‘would' set.upreinforcing consequences
for: improved: attention., If -the teacher.

knows .that - the - child " canniot,- answer
‘questions like; “What does 7 - 5 equ al?”
“the teacher is.provided with direct infor-
“:matjon:;about -how. to - mariipulate’ en-
~vironmental events, The ‘teacher would -
- present . the ‘learner with _practice . in

- -answering questions of that type.-If the

teacher knows. that the child has trouble. -
identifying. the - main-idea ‘of .passages

.that'do nof contain a-topic sentence, the
implied remedy is to present examples of
this -skill .and to work -on it until the
learner is proficient. In theory, the prac-
tice'is. very simple and very direct.

.. .When. we . make - the formula - less
direct, we encounter various shades of
middled ‘reasoning.. Even if .we look -at
something:as apparently relevant as-the
home-situation, -we're .actually dealing
with circumstances that are not directly

relevant to the problem. Certainly, we

have humanitarian - concerns - for . the
child. who is. mistreated at home. But
unless. we expect.the  home to. do the
teaching, we. should' not use the home
situation as a reason for the child's lack
of.knowledge. It really. doesn’t matter
why knowledge is lacking. The only in-
formation that is relevant to us as
teachers'is that the child does -have the
. lack-and that we 'know precisely ‘what
the lack is. With that information, we
can‘:proceedto‘change the child by

on of en- -

“the ‘teacher

. Closing the Eighth Apnual

manipulating environmental variables;

.“When: we return to the kind of

~-description provided by Piaget, we see
-that it has nothing to offer.the ‘teacher.
‘Let's say - that the observations and
-assessment of a-child disclose that the -
- -child is’1.3 years below age norm: Exact-_ ;_
“ly what does that tell a teacher to do —
change the age of ‘the child so that he-is -
ethaps’ the téacher should- -
mto-somebody who- dispenses: -
drugsthat - accelerate " merital
- growth, For the descriptionof the¢child’s -
~ deficiency to have any direct meaning to
_ it must specify what"the’
+ child does ot know. Afterall, the judg-
ment that the child is below age norm is -
an inferénce that is based on the child's.
* performance, and-on what the child ap-
+ parently does niot know. But the teacher
-cannot translate this ‘inference .into in- .
- stiuction. The teacher must have facts,
such as: the child doesn’t understand the -
. preposition between; the child is weak in

repeating statements; etc. When the 1.3

- year :deficit is translated into specific
~skills, ‘the.emphasis shifts from a com- -
parison of this child with other children ~
~who ‘are the same age to a series of
statements of things- that we should

~workon, .. . _ S
- .2So..the ‘major -problem with Piaget’s

theory is that it is basically irrelevant to

“instruction. By stretching it somewhat,

we. could draw conclusions like this:

- "Well, if the child is 1.3 years below age

norm, the child is not ready for reading

instruction.” Possibly, this conclusion is

valid. “But ' the next question. that it

prompts is possibly embarrassing to the

theory: “Precisely what should we do to
make the child- ready. for . reading?”

:Should we wait 1.3 years? Or should we
.identify the specific skills the child does
- not -have‘and: teach these skills? If we

adopt the teaching strategy, we're right
back to frame one. We must have a good
idea-of precisely what the.child doesn't

- know.- -

..But the-major problem" with:Piaget's
theory-is that-it is not a'theory. It is a
“normative model” that is possible, but
not-one that has been demonstrated to
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be consistent with the observed behavior

~of all'children. For instance, Piaget sug-

gests' that children do .not. develop ‘the
concept of “class exclusion” .until they

-are over six-years old. This conclusion is
..based on specific iterns that are used in

the Piagetian test battery to assess
development. But it's very easy to show

" that children at.a much’ younger age
“have the concept of class exclusion.
~ There are a number of simple- tests that
'you can ‘use. For ‘instance, point to a
‘table and ask a three-year-old, “Is there
~ a butterfly on the table?” The child will
-probably respond, “No.” How could the

child” produce this response without

. knowing that the class of things called
" butterflies in excluded from the table? If

this demonstration seems too simple, try
a different one that we used with four-

_year-old disadvantaged children in II-
linois. We told them this story: There

was a place that had lots of white dogs
and lots of brown dogs. Then all the
white dogs got sick and died: What kind

. of dogs were still in this place? Virtually
-all “the'kids in the preschool could

answer ‘the question correctly,

--demonstrating that class exclusion is
learned, ' in ‘'some forms, much earlier
- than Piaget suggests. A theory is suppos-
-ed to describe what is true in every case;

Piaget's normative model does not do

 this, -

- We "can’ pursue this problem Further
by ‘considering the renowned  Piagetian

 test of “conservation of substance.” For
part “of ‘the test, the-child is presented
‘with' two water ‘glasses; a ‘narrow ‘one’
-and a wide one. The water is transferred -
. from:the narrow glass to the wider one,

and the"child is asked whether thére is

_ “more. water, less  water, or the same
. water . in _the wider. glass. Typically,

younger children say that there is less in

-~ the widerglass: (because  the .level of
- water is lower. than it had been in the
narrow glass). What does this.prove?

According to Piaget, it indicates that the

child is incapable of performing a mental

operation_that permits the child to see
that although the level of water was

lower in the wider glass, the water in the
" wider glass is also wider. These compen-
- sating changes cancel each other out, so

the ‘amount must be the same. This
operation applies not only to water that
is . transferred from one vessel to
another, but to anything that has a fixed

‘number of parts and is “deformed” in
some way. For instance, a clay ball can

be made flatter, and this change is ac-
companied by a change in the “length”
of the object, so again, the changes
cancel each other out,

Piaget's explanation of the operation
is “plausible,” but is it universal? If it is,
we would expect children to develop the
mental operation and perform on all ex-
amples of the operation at the same
time. Suddenly, the learner would per-
form on the water-transfer problem, the
clay ball problem, and all similar prob-
lems. It doesn't happen that way. There
are often months and months separating
the time between the child's mastery of
the water transfer and the child's
mastery of the clay ball problem. This
time interval suggests that the learning is

far more specific than Piaget suggests. It

also casts serious doubt on the existence
of a single “concrete operation.”

Furthermore, Piaget's argument is not
logical. For a child to know when to

. consider the compensating changes of an

‘object that changes shape, the child must
know whether the parts-that make up
the object are fixed parts that cannot ex-
pand or contract, We can take a balloon
and move it under water. The balloon
becomes smaller in width, but it also
becomes smaller in height. Why?
Because the air inside the balloon is com-
pressible, unlike water and clay balls. So
the child cannot apply the compensation
formula to air. But how does the child
know this fact unless the child knows
that air is compressible? If we go a step
further, we see Piaget's basic logical
problem. How does the child know
that the compensation formula applies
to water unless the child knows that the
parts of water do not compress and ex-
pand capriciously? But if the child must
kriow about the properties of the object
that is being deformed in shape, exactly
where does the comnpensation formula fit
in?

To answer this question,. we tested a
group of newly-emerged conservers
{Engelmann, 1967). These .children had
recently passed all the. traditional
Piagetian tests of conservation of
substance. We presented them with a
new test, We had a model of two glasses,
side by side. One was narrow and one
was wide. A handle at the bottom of the
model permitted one to' move a yellow
strip up and down, so that it looked like
a_glass being filled with' juice or being
emptied. We sét thé “liquid level” of the
narrow glass at ‘a specified point and
told the subjects to show how high the
juice would be in the wide glass if we
‘poured it all into glass. ‘The subjects
manipulated the handle for the wide
glass to show the level that they wanted.

- Outcome: Not one subject made the

level of the wide glass the same as the
level of the narrow glass; however, near-
ly half of the children showed the level
of the wide glass substantially above the
level of the narrow glass. In other
words, they apparently knew that the
levels would not be the same, but they
didn’t have a clear “compensation for-
mula” that indicated where the level
'should be. Therefore, the compensation
formula is not a reasonable explanation
of what these children had learned. They
had cbviously learned something else.

The other Piagetian tests are as prob-
lematic as the test of concrete opera-
tions. The major problem with all these
tests is not so much that they show
things that children typically can't do at
different ages. The major problem
comes from the interpretation of what
the failure means. A child does not pass
the test of “specific gravity.” A conserv-
ative (and safe} explanation is that the
child lacks information that is needed to
handle - specific-gravity problems. A
more presumptious explanation (and
one that is offered by Piaget) is that the

- child lacks some general mental opera-
tions that are necessary to handle the
task.

I once did an experiment to help deter-
mine the extent to which performance
on higher-level Piagetian tasks depends

Continued on Page 7
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by Linda Carnine

By ?hyllis Wilken, Principal

Garden Hills Elementary School
Charnpaign, 1llinois

My guest columnist today is the prin-
cipal of an elementary school where
Direct Instruction programs were in-
troduced and many District approved
programs withdrawn, The author
describes some of the steps she toolk to

get approval for the changes in the face.

of real student need. More importantly

prehensme progrant  {o evaluate the
charnges which were made.. — L C.

.In 1980, the Garden Hills staff knew -
‘are-a'part of the instructional process.

‘

_she describes the components of a com--"

- -that an alternative instructional strategy -

‘tant superintendent. of instruction who .

v

. was needed in their school. They knew

this because too many students were be-

. ing considered for retention or assign-
ment at the close -of each school year.

The staff enlisted-the help of the assis-

gave Garden - Hills permission to’ use

ate_r:aIs other than those prescnbed by _

I Program

.district, -As ‘more students

the

.demonstrated a need for the direct in-

struction materials, permission had to be
secured from K-12 curriculum commit-
tees, central administration and the
board of education.

Several direct instruction programs
are used at Garden Hills. The reading
and math programs are used in K-3 to
teach the basics. The Corrective Reading
Program.and the Mathematics Modules
are used developmentally and remedial-

ly in fourth and fifth grades. Portions of
" the: programs are used by “Title' I and
“Learning Disability teachers who coor-

dinate their programs with. those of the
classroom teachers. -

.The programs are used in an ungraded
fashion, Placement and progress tests

-Criterion referenced tests are given as
~students ‘move through the program so
“ -that progress can be monitored: In addi-
~.Hon, “students - have -been ~given .the
_'_-’Metropohtan ‘Achievement Test:in Oc- -
-“tober -and: in: May - in- Grades 2-6+in

1980:81 and " 1981-82.
. '.-Kmderga_rten and:

In:i1981- 82,
rade: 1 were- glven' :

‘the WRAT test Results of these tests

show: gaifis in ‘direct instruction’ which
typically mieet.or exceed those produced .-

by the standard programs. For.example;.

- 19B0-B1, median - gains 'in. reading for
direct instruction students after eight -
months - of instruction were 1,4 grade -

equivalent ‘units. While -gains in other
grades were somewhat lower, they still

matched the:gains being made ‘in other
grades and those expected of -average

performing students. =~ Similar results
were found in 1981-82.

The gains made - have resulted in
positive - student - attitudes toward the
school, the curriculum and the staff. The
Garden Hills staff believes that the direct
instruction "programs . ‘have also im-
proved the -self concepts of many
students, as well. To assess this, the Self
Observation Scale {SOS), a natianally
normed instrument that measures the
way children perceive themselves and
their relationships to peers, teachers and
school was administered randomly to
half of the students in April, 1981. The
Primary level of the SOS was ad-
ministered to one hundred twenty-nine
children in kindérgarten throughgrade
three and the Intermediate level to sixty-

five children in grades four and five,

Both the Primary and Intermediate
levels of the 5085 provide scores on
several scales. Those most directly
related to diréct instruction include:

Self Acceptance — Children with high
scores view themselves positively 'and
attribute to themsleves: qualities of hap-

. piness, importance and general com-

petence.: They see themselves ‘as being

valued: by::peers, family, and teachers,
‘Children with Tow. scores see themselves
as- unhappy,lacking -in; general.-com-"_
-peterice:- and ;o littler importance o * -
~others; The:mean ‘score. on' this scale:for: =

- 'school climate,

" Tecommend,
~evaluation approach to:any. school staff
“’as @’ means- to. provxde maximum: feed- - -
~back on: admlmstratwe efforts and the.

:'the pnmary chlldren wasiat the 62nd'
percentile” and . for ‘the mtermedxate

children at the 69th: percentlle
“School Afthatton 2 Children with

-high scores view school as a positive in-

fluence in their lives. They enjoy going
to school, and they enjoy.the activities
associated with school. Children with
low scores view school as. an unhappy

“place to be, They do not.enjoy most

school-related activities and are negative
‘about the importance of school in their -
‘lives. ‘The mean score for the primary

children on this scale was at the 51st

‘percentile and for the intermediate

children at the 73rd percentile,

- Besides* achievermnent -and attitudinal
measures, -parallel -questionnaires were
administered - to  students, parents,
‘teaching staff, and support staff of the
school to assess the perceptions of these
groups on five school success indices: 1)
2) student behavior, 3)
school-administered disciplinary policies
and practices, 4) student motivation, -
and 5) academic focus of the school.
Teachers were also interviewed to ob-
tain further detail - on their opinions
regarding school operations. Informa-
tion gained in this manner was then used
to make program rev1510ns

Taken together, these mdtces — of
achievement, of attitudes, and of con-
surfier satisfaction with the total school
program -— -provide: a comprehensive
evaluation of our efforts. to provide a
sound " education-for the :students of
Garden: Hill--School. -1 would " heartily
.this - multi-chmensmnal

greatest. opportumty to contmuaIIy-
R _ 1 B

| -_‘Paaget

(Conttnued From Page 6)

on specific rules and on mformatlon (as

.opposed to general mental operations)

(Engelmann, 1971). For this experiment,
[ first identified all the conditions that
Piaget suggested were necessary for a
child to “develop.” Piaget stated that
children must observe process of change
as well as outcomes; he said that they
must manipulate real objects; he said
that they must have a great deal of time
to learn the concepts; and he said that
the critical learning could not be provid-
ed through “reinforcement,” or direct
teaching. So, the experiment was very
simple. 1 violated all the conditions that
Piaget said were necessary. 1 designed
the instruction so that the total teaching

time was less than 5 hours, During this,

time, I attempted to teach the children

“all the rules and information that they

would need to handle the Piagetian tests
of conservation of substance, conserva-

tion of mass, conservation of volume,

conservation of speed, and specific

.gravity. (So 1 was clearly violating the

time st1pulat1on) During . instruction,

children never saw real objects or real- -

life examples. (They were never shown

‘an object sinking or floating in water,
for instance.} During instruction, no

process was ever demonstrated — mere-
ly outcomes,

The results of the test were very in-
teresting. No child passed the test of
conservation of speed (because I could

not demonstrate speed wlthout showmg
examriples of things’ moving,- ‘and accord-

irig to'my constraints; ] €ould riot show "

real examples-of any cencept, so- [
couldn't teach conservation of speed).

- All but one-child passed the test of con-

servation of substance (and that child
was absent on the day-that therules for
conservation of substance wei€ taught).
Most of the children passed the tests for
volume, weight, and specific gravity,
The test of specific gravity was modified
for the test to make it far more difficult
that the standard Piagetian test. After
the children dealt with two steel balls
(one large and one small) in water, the
same test was repeated for mercury. Not
only could the children predict that if the
smaller ball floated in mercury, the
larger one would also; they also figured
out that mercury was heavier than water
{without ever picking up the vessels that
contained water and mercury). (If the
balls are heavier than water but notas
heavy as mercury, mercury must be
heavier than water.)

One of my favorite stories has to do
with a little disadvantaged girl who was

taking the test of specific gravity. Dur-.
ing one part of the test, the tester starts

to cut a candle into two parts — a long
one and a short one. The tester then asks

whether the large part will float in

water, whether the small part will float,
and whether the whole candle will float.
At first the girl said that the parts and

- the whole candle would sink. Then sud-

denly, the girl reversed her position and
would not be shaken from it by ques-

tions from the tester. At last the tester

asked; “What ‘thade you change your
- find?” . The: girl "poirited ‘to a ‘pan-of - -
'_Vdemonstrate that star:eiposure- clearly
. causes ‘changes.in the child's ‘behavior,

water nextto the candle and pointed out

that while-the tester was cutting the‘can=
dle, a small piece flew off and landed in -

the water. She then said, “ If that piece

- floats, the whole candle will float -and

any part of it will float.” 1f only one
child-achieved this kind of reasoning as a

function of instruction, that child would

thoroughly discredit - Piaget's explana-
tion -of what causes children to
“develop,” and what this mechamsrn of
development is:

People seem to have serious logical
problems in dealing with Piaget's ex-
planations. They make a great leap from
the fact that children are not able to do

‘certain things at a particular age to the

conclusion that their performance in-
dicates some sort of operational defi-
ciency. This leap is not logically sound.
Perhaps the simplest way to show how
unsound. it is would be to construct an
example of Piaget's reasoning that is ob-
viously invalid. We could start out by
assuming that all learning is caused by
exposure to the stars. A child who learns

_poorly has not had enough exposure, To .

test the amount of exposure that
children have had, we test them on a
number of items. We could include in
this battery the test of conservation of
substance. We present this test to a par-

ticular child. The child fails the test. And’

we conclude that the child has not had
enough exposure to the stars. The fact
that the child failed the test is not at
issue, The child failed. Wat is at issue is
what the failure means. ls it valid to con-

cludes that ~the- ¢hild “did . -not.. have

enough star exposure?-Only:if we can

Such demonstrations are lacking. So-are

--demonstrations that the Piagetian men-
* tal mechanisms cause developmental ad-
_vances-in the child. Furthermore, thereis -

no logical ‘way to-explain how they
could cause these advances, The child-
cannot apply an- operation without
knowing what kinds of things the opera-
tion . applies to, But if the child must

- have information about the properties of

things that-are involved .in the opera-.
tion, this information takes precedent'
over the operation.

The safest position for anybody in in-
struction to assume is that the Piagetian
tests.do show some things that children -

" cannot-do. If one of our objectives is to

teach these things (such as rules about
water transfer), we would teach them in
a direct way, But we would be seriously
misguided to assume-that failure of these’

- tests -indicates some generic mental
operational deficiency “in the learmer. -
Failure of the tests merley-shows some
‘things the child has not been taught.
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By Stan Pa:ne

Settmg Up for Instruchon

A Orgamzmg and preparlng For
mstructzon’ '

1. Use sma]i-group 1n5truct10n

‘Rationale: Small groups. are
- more efficient than one-on-
‘one; more-manageable than

~ -large group:instruction (Fink

& Sandall, in preparation).
{i.e., more-teacher time. -

. -available per student per day
than with; 1:1 instruction: if
‘teaching time is available,

~“however, techniques can be

;. ~adapted to 1:1).

~'2, Use aades {when' budget per-

- mits).

_ Rat:onale: ‘Increased person-

‘power translates to more’

_ teaching/ tutoring time per

student; this in"turn cor-

relates positively with higher -

. _student achievement accord-
" ing to the literature on _

. teacher effectiveness sum-

.. marized by Rosenshine and
_others.. :

L3 Provide on-gomg tramlng

< iand superv:smn of teachmg
o personnel S

sible to specify éritical -
teaching behaviors, it is-

.- “sonnel to & ‘high-criterion.”
: This training is-critical to. -~

. successful implementation of - | "
‘programs, and ‘stipervision’is -~ |
essent1al to mamtamlng its fi-

. delity.-

4 Group: and re<group students o

o .homogeneously for instruc-
tion.
" a. Group size depends on
- "student ability level:
6-10 students/group for

average & high performers '

3-5 studerits/group for
" lower performers _
" 1-3 students/group for

very low performiers or for =

tutorial/“firm-up” ac-
Ctivities |
b. For an entire classroor;

limit the number of groups

to 3 or 4. :

c. Each trained adult in the

* classroom teaches groups

. during most or all of the

_entire academic program
of the day.
'd. Students not in group at
- any given time complete
‘seatwork’ actlv:tles at their

. desks.

e. Group- placements are
made on ‘the basis of
placement and progress |
tests related to the instruc-
tional programs.

"Rationale. Homogeneous
grouping allows higher per-
forming students to progress

“more rapidly and lower per-
forming students to receive
‘extra practice, Periodic

. regrouping is necessary

. because placément tests only

8 DIRECT INSTRUCTION NEWS, AUTUMN, 1982

" Rationale. Because itis pos- e

~-possible’to:train teachmg per

-reveal. student sk:lls at the -
‘beginning of the’ program,

- " not how quickly each stiident

. will learn new skills. Groups

. _for lower students’are smaller -
‘to allow closer monltormg

5. Structuring the use of time

(scheduling 1nstruct10n and

" managing time).
" a. Schedule the most impor-

tant activities eatly in the
day. Reschedule important

_ dctivities later in the day if
scheduleis dlsrupted
Academic activities have
priority over non-.
‘academic ones; téach at
least one lesson a day in
each’ sub1ect to each stu-
dent.

b, Maximize the amount of
- time allocated for the most -

~ important activities for.

. lower performing students..
" _¢: Schedule tutorial

~ “firm-up" time each day
for extra practice in® =~
‘whatever area it is most
- rteeded.

-d, ‘Maximize-use -and: effec-

tiveness- of time ava:lable
“for instruction;

e Establish contmgenc:es
“for:school attendance and.
~:punctuality:- S
e Startiand. stop lessorls
- on:time' by using a"timer -

LE M1n1m1ze tranqltlon
“Himes.:

beginning the next lesson

-or by-having appropriate . -

academic filler activities
available at:all fimes to

- :~use when:lessons endear-
. ly, when students are

‘waiting in line; etc.. ..

®* Maximize the time the
-student-spends on-task. or
engaged {involved) during
instruction. - .

e Use rapid pacmg to:in-
crease content covered,

Ratlonale Highly efficient

-use of time is critcal for

lower performing students;

. - available time which-slips by

cannot be-made up. Unless
time is tightly.controlled, the

“skill and achievement gaps

between average and lower

-performing students widen as

time goes.-by. Lower perfor-

“ming students need to be.
- taught more, not less; yet

they have no more-time than

-other students in which to

catch up.

6. Arrange seating in the group.

a. Sit in a cornér facing the
center of the room.

- b. Arrange student chairs in

a semi-circle or in two
" short rows within -
‘touching distance of the
. teacher.
c. Put lowest performlng
students directly in-front
_.of you (front, middle).

- “~and by cueing students for'r_- aE
- an.impending tran51t10n '

s - Use all avallable time by o

Rationale: Controlled seating
‘arrangements allow the .
“teacher to better monitor;

correct, and réiriforce .-

" students in the group and to
better manage the behavior
of students who are at their

_desks while the teacher is
-conducting a'group lesson;
they also minimize visual
distractions for students in
the group. Seating the lowest
performing students in front
of you will ensure that their
behavior is monitored about
twice as often as that of the
rest of the students as you

. 'scan.the group.

STAN PAINE
Conducting the ADI Annual
Meeting

- B. Preparing for the lesson: .

- 1. Study the formats before the
school day begins. :

" Rationale. It is important to
study the content and the se-

: quence of the lesson in ad-
vance so that it can be taught
smoothly and precisely, This
should be done outside of
class time to avoid taking in-
structional time away from
students.

2. Prepare the materials before

- the school day begins for

both group instructional and

" seatwork activities.

~ Rationale. It is important to
have all materials prepared
and in place for quick access
to maximize pacing and
minimize disruptions and
waiting time,

11 .Signaling Students’ Responses

A. Obtaining unison (choral)
responses — everyone answers
together in “one voice” as a
choir does when singing:

1. Use the right signal.

a. Choose a general signal
which s comfortable for
you to use and effective in
triggering unison responses
such as: (1) finger snap;

(2) finger or pencil tap,
hand clap; (4) hand.dr
you might need to ado
two general signals —
for when you are holdi
*and referring to a visu:
display and one when
are not.

Change of voice inflect
can be used when studs
are thoroughly signal
trained.

b. Use the signal which is
propriate to the task: (
general signal; (2) poin
and touch signal; (3
“sound-it-out” {looping
signal; (4) continuous v
stop stop signals; (5) “g
it-going™ signal.

2. Use signals in the followin
sequence:

a. Give the instruction or
task direction (or ask t}
task question).

b. Provide thinking time ii
necessary (usually 1-2”,
depending on the task).

c. Say “ready” or “get
ready,” unless you use :
change in voice inflectic

d. Pause for one second.

e. Execute the physical

© signal.

Rationale. When all studer
in the group answer togeth
on most of the questions
which the teacher asks, eac
student has many more op
portunities each lesson to
practice the skills being
taught than they would if :
questions were addressed t
individual students. The us
of unison responding also
assures that each student is
relying on his/her own skil
‘for an answer and not meri
mimicking someone else’s
answer, as:is likely when
some students answer first
and others lag behind by a
split-second. Thus, it requir
that each student actually
learn what is being taught,
rather than learning to de-
pend on another student fo:
the information.

3. Correct signal errors,

a. When a student “leads”
signal (answers early;
“jumps signal”}, say “Wa
for my signal,” and repe:

- the task, as appropriate,

b. When a student “follows'
(answers late; lags
behind), say, "Answer as
soon as [ signal,” and
repeat the task, as ap-
propriate.

c. When a student fails to
answer, say, "1 have to
hear everyone,” and
repeat the task, as ap-
propriaté.”

B. Ensure 100% participation fror
all group members on all unisc
response tasks,

Rationale. All students must
participate in unison if each is



to learn the skills being taught.

C. Signal for individual turns (op-
tional}.

Rationale. This is not essential,
but is probably a good idea if
student is not fuily trained to
answer on signal; it probably
facilitates responding on cue on
group response tasks.

IMonitoring Student Responses

A. Monitor student responses in
the group:
1. Scan the group to ensure that
everyone is participating,.
2. Watch their mouths and
listen to what they say.

a. Ensure that all students
‘are on signal .

b. Discriminate whether all
students are correct or
whether an’error has been

and/or becoming disruptive.
Intermittent monitoring can
-avoid these potential prob-
lems without detracting from
the flow of the group lesson.

I V Consequating Student Responses
A. Maintain responding:

a. Reinforce correct answers
(mostly) and hard work, im-
provement, etc., through
praise and other social rein-
forcers primarily, but-

" through points or other more
powerful reinforcers if
necessary.

Make these reinfarcers both
brief and non-disruptive to
avoid interfering with the
flow of the group.

-Award these reinforcers at

“the end of a task or end of a

deficiency or to inatten-

) tweness

" If student was lookmg

_‘away .or engaging in a
competing behavior during
instruction, error likely
due to inattentiveness.

If they appear to be at-
tending, error may be due

_to a skill deficiency.

b. If error apparently is due
to a skill deficienicy, lock
for recurrent error pat-
terns to pinpoint the skill
deficit.

Rationale. Diagnosing errors.

is important since the ap-
parent cause of an error will
determine the type of correc-
tion procedure used to
remediate it.

. Correct errars (Note; Do cor-

rections with the entire group

2 Provide sufficient repetitions
on:the skill, especially when
' théy are intérmixed with
- distractor items requiring
~students to miake a

discrimination,

. Direct instruction to the

lowest performers in the
group.

Rationale, Smce different
students learn at different
rates (even with

 homogeneously arranged in-

structional groups} it is im-
portant to spend sufficient
time on a skill to enable all
students to master it, Discon-
tinuing instruction on a skill
before criterion is reached
will likely produce difficulties

- for the students on subse-.

quent skills or later in time.

page in the lesson to avoid B Actlvely teach through to

‘made

. Use individual tirns to
monitor the skill level of
students.

a. Give 1-3 individual turns .
at the end of each task se-
quence (each student need
not receive an individual
turn after each task).

b. Give dbout twice as many
‘individual turns.to-lower
performing students as to -

“other students.

. Collechng individualized,

- written-data on skills which
" students have mastered to’
date.

a. Chart student performance

on periodic ‘mastery tests
for feedback purposes.
b. Use this feedback to pro-
vide remediation or for
. regrouping.
Rationale. Careful monitor-
ing of student responses is

disrupting a chain or se-
quence -of related responses.

" b. Provide academically-

related games {challengers,
“fooler games,” etc.)
periodicaily either as rein-
forcers or as “change-up”
_activities to recover the
" pace or enthusiasm of a

.- lesson,
TRationale, Praise and other

forms of positive feedback

. greatly facilitate student per--

formances in small group in-

: structlon SiEH

- even though the error might

have been made by only one
student.).

a. Stop students immediate- -
ly.

b. Praise one or more
students who responded .
correctly to avoid having
students make errors to

- gain attention.

+ €. 'Model {demonstrate) the -
. response for the students. ~
~d. Lead:the students through

the response (answer w1th
" - them) if necessary.

“ey Test the students on: the

2 Mamta]n respondmg in seat—
work i
. Per10d1caliy call out praise .
statements for the task-
_ directedness of students who
- are at their desks while you
are teaching the group; do
this in such a way as to
minimize its disruptive effects
on both the group and the

.- response ‘{have them
-ranswer.by. themse]ves in
‘o unjson w1th0ut the
. “teacher): :

f. Alternate between the
missed item and related
itemns,

g. Provide delayed test {test
after several tasks and

minutes have intervened).

h Ratlonale

criterion on the:skill:

1. Holding firm on the high -
criterion set and not lowermg
lt

2 Continuing periodically to

praise success and hard
work, to correct all errors,
and to repeat until firm.

3. Use individual turns {most of
_which are directed to the
'lowest performing students in
‘the group} to assess student

. skills.”

lWhen teachers

- “eorrect-all errars, praise -

f“—m w:'thou : owermg the

criterion; students quickly
reach a high level of perfor-

mance and maintain it
~:-thereafter. Criterion teaching,
“though sometimes requiring

many corrected repetitions
initially, is a very efficient
procedure in the long run.

essential to ensure that all . seatworkers. h, If error is made on a _
students participate, that all . .. b. Provide a non-disruptive response chain or se-
are on signal, and that errors means for seatworkers to quence, return to the, . V 1 Pacmg of Instruction
are corrected. Further, it has request assistance when beginning of the chain un-- : - A. Facilitate pacing before the
been demonstrated that this becomes necessary. til the students can per- lesson begins:

' careful monitoring, in the’ Tape cards to their desks " form the entire sequence 1. Know lesson content and
;Dl'm of f;equ?nt eye contact, . V\.’hlch t:e.y candufse tﬁ | without errors. presentation techniques.

as a mo esF 1mpact on cor- . signal their nee for help; i Kee_p a written record of -2. Have materials ready and in
rect responding and a signifi- acknowledge their use of which responses are
. . place for easy access.

cant impact on attending the. cards. missed. o ) .
behavior (Carnine and Fink, 'PrDVide HSUTE‘firE".WOI'k i. Review prev]Dusly mlssed B‘ FaCIlltate pacing durlng thE

" folders they can turn to lesson.

when they get stuck until,
‘you are free to help them;
.praise them for "“working

while -they wait.”

‘responses at the beginning
of the next lesson,

78-2,b).

B. Monitor the behavior of seat-
work students while you are
teaching a group.

1. Scan the room to ensure that

1. Talk in a "spirited” manner
{quickly) with variety in

Rationale: Correcting errors . A
vocal intonation.

is absolutely critical when

waorking on acadernic objec- 2. Minimize inter-response (time

between student response and

students at their desks are
continuing to work, -~

. Ensure that when'students
must request assistance, that
they do so in a non-
disruptive manner.

Rationale. Unless the
behavior is monitored or
they have already mastered
the skill of working in-
dependently, seatwork
students will not usually be
able to continue working for
the entire length of a group
instruction lesson without
wasting considerable time

Rationale. Periodic praise to
~ _seatworkers during small-

' group instruction increases
their appropriate behavior

. during seatwork activities,
yet does not necessarily
detract from the teacher’s at-
tention to group members or
impede pacing of the group
lesson (Paine, Rosellini, and
Quintero, in preparation).

B Diagnosing and Correcting Er-
rors:

1. Diagnose errors.

a. First determine whether
the error is due to a skill

tives. No other consequation

" procedure will succeed in
remediating academic errors.
Research has shown that the
use of correction procedures
produces very substantial in-
creases in students’ accuracy
of responding.

V . Teaching to Criterion
A. Continue to work on a skill
long enough to enable the
students to meet a high criterion
of performance:

1. Spend sufficient time on the
skill.

next teacher direction) and
“inter-task (time between dif-

ferent types of tasks) times.

Rationale. Rapid or “spirited"”

pacing is important because
it enhances students’ levels of
attention to task and reduces
their errors. In addition,
higher rates of task comple-
tion permit more content to
be covered. These effects
relate to student achivement,

' This overview was distilled, in part; from D.
Carnine and J: Silbert, Direct Instruction Reading,
Columbus: Charles E. Merrill, 1979.

Al
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: ?Curswe ertmg o

LES FOR TE c

_’Program

 'COMPONENTS ~Teacher

AUTHORS Samuet Millet, Slegfried Engelmann

rstudents poor in cursive skllls

“how “to -form “the ‘various letters, create’ words,

design features such as the slant arfow fo. insure

;corr_e_ct__p'a'per.piacer’nent. Exercises require _enty -

:RANGE Third and fourth grade etudents or older' :

'DESCRIPTION The Cursive Writing Pregram Is a' L
“7140 lesson direct instruction program that teaches }

write'sentences, and write faster and more decu-
- wrately. Speclal features includea simplified orthog- -
-:raphy;-emphasis on high-letter.combinations;.and .-

$5-20 minutes of dally work.

' '4-ADM'INISTRATION' The program is suitable for

--individials; small groups, or an.entire class.
: Presentation Book
'includes @ Detailed specifications for each lesson
-@ Complets- information and reproducible
-matetial-for-placement testing @ (nformation on
"....how to supplement the program @ Siudent Work-
“boak Includes 8 -Fractice papers for each fesson
- @-Pgint-Summary Chart

'440] - Cursive Writing Program
.. Teacher Presentation Book 25.00
441j. “Cursive 'Writing Program :
< Btudent Workbook {1 ea.) 4.00
1442} = Cursive Writing Program
19.85

"":*! ‘Love 'Lrbrary Booksﬁ;:;”

; " RANGE - Students wlth first.gradé’

'DESCFHPTION “IiLove Lubrary Boaks prowdes
. details for
pooks as an integrat comporient of a first grade

sing

February ;
'T_RATION Elther the

.COMPONENTS . Teacher
~includes e Complete :
ducing 37 ~books @ Computer -analysis - chart
'rnatchin'g each book with-a specific page-and text

'AUTHOHS “Janice Jénsen, Slegfrred Engelmann'_’
d|ng skils.

reading program A computer analysis has keyed -
- .each book's vocabulary with-the words presented: -
~<--+ine.B-maljor:basal reading:-programs s0- that .the -
"'.._-selected books will match the child's’ skills and -
'ensure -a’successful reading experlenee Chlidren’ -~
s-,program usually start readlng hbrary.

444]

-+ Teacher Presentation Book
-"445] I Love Library Books
+ o Sludent Workbook {1 ea)
“I-.Love Lrbrary -Books

lesson .plans for.

“~Student Workbook {pkg. of 5)

Presentation -‘Book e
intro. -

.of ‘B basal ‘reading .programs @ Procedires “for =

" record-keeping and ass&ssmant @ Creative, time--
lntroducmg KYS popular ‘children's”

efficient
" Workbook:
-each- book @ Student
mentary worksheets

reinforcement activities: @ Studént

I Love Lrbrary Books .

ch may admmlster this program

: .._--'_StudentWorkbook{pkg ot5)

includes ‘@ Introductory . sheets " for. .-
record sheet ® Supple-. .

25,00

19.95: " .

ning third grade ievet.. .

remedial Iearners who read on at Ieast the: begin

DESCHIPTEON Your, World of Facts Is.designed.:;
to- supplement ‘Stidnce and soclal: studies: pro-.
grams prateaching key facts and: relatlonshtps .
;’,The serles was written-in response to the problem
a :that siutlents are’ Gften 50 .coficerred ‘with the:
"_vocabul_ary -of . 'sclénce and soclal studies texts
2:"that they-fall to uriderstand the concepts, Simple
"7 “charts and-pletures present each’set of facts,’and -

:tains guide Information and instructions for edch-
lesson’ e: S(udent Workbooks age,ngnegnsimable

t_he resplratory -Bystem, continents, oceans, and

"'scoresheet 0 ‘Réproducibla certlfrcate

448j . Your World of Facts
- ...Teacher Presentation Book 25.00
449} * Your World of Facts

L "Student Workbook (1 ea.} 4,00
450} - Your World of Facts

S 19.95

-7 Student'Workbook (pkg. of 5}

Speed Spelhng

. __:_AUTHOR J_udy Proff-Witt’
- RANGE ::Le

who - have not. mastered grade school spelllng
14118 L

. f2bd, phonlc program designed to increase spelling

,_-Eat!‘n of the 83 ‘lessons eaches word readlng,
: _'_"word wr:tlng, and seritence writing;- and contalns
instructlona[ ob;ectwes and detalled directicns. -

" COMPONENTS Manual

earnlng disabled and retarded chﬂdren o

"-'DESCFNPT]ON - Speed Spemng |s an-individual-- .

-rspeed.and accuracy following a systematic devel-. .. .
o 1opment ‘of.: sound-to-latter correspondence A
placement test determines.eacH student's fevel: o

ADM!NISTF\ATEON Teachers, s!udents a|des orr j:

other paraprofessionals may act as tutors

test ® Cycling tests @93 lessons with.complete
instructions @ -Adaptation procedures for class-

“‘room settings @ Sludent Book Includes a-fecord”

of ‘performance-and is the only consumable part
of -the. program @ Word List - Packet- contains:
i'arge-iettar words and s reprodiicible .-

252] 'Speed Spemng Kit, manuat 20 Student
o '_'Books plus Word List. Packet
fSpeed Speﬂing Student

" Books {pkg. of 20)

U253

Send for our free catalog.
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C.C. PUBLICATIONS, INC..

P 0. Box 23699 Tlgard Oregon 97223 0108

includes & P!acement .

"'_‘9.'4'0' i

7495

TO ORDER WRITE OR CALL
: 'TOLL-FREE

~ 1-800-547-4800

'('Ore'gon residents call 1-644-6465}

and ‘contain' 25 topics, Including the solar system, . . -

the nternal.combustion-‘engine @ Heproducible - '




- AReview of Evaiuahon Research (Paﬂ E)
By Russell Gersten Umversﬁy of Oregon | |

Editor's Note: This article is the First

vart of a two part series-reviewing DI
esearch with special education students.
n this part, Gersten introduces the series
ind reviews studies which have
mployed true experimental designs. In
he next issue, he will primarily sum-
narize studies which have used quasi-
xperimental designs and will identify
uture areas of research in direct instruc-
ion. Gersten is Director of Evaluation
or the DI Follow Through Project in
iugene.)

The last five years have witnessed a
;rowing realization that many of the
srinciples and concepts of direct instruc-
jon have immediate . relevance for
.pec1a1 education  (Bellamy, Horner, &
‘nman, 1979; Bateman & Carnine, 1977;
Stephens & Rosenshine, 1981; Reith,

Yolsgrove, & Semmel, 1982; Gersten &

Vaggs, in press).
This series reviews the small but

srowing empirical support of the use of

direct Instruction programs and
-eaching procedures with special popula-
sions. The research conducted thus far
nas included experimental .and. quasi-
sxperimental work, summative evalua-
Hons of an entire program’s effec-
tiveness, and fine-trained evaluations of

the importance of one instructional com-
ponent within anentire program. "The
subjects - range from ' those  with mlld :

academic ‘deficits to: the severely han—
dicapped. .

resistance to typical evaluation designs
(Kennedy, Note 1). As F'confronted the
wide range of studies and documenta-
tion activities, it seemed as important to
highlight conceptual . problems and
technical difficulties encountered by the
investigators in establishing evaluation
designs as to share the results.
Consequently, this series focuses on
both the content of -the studies and
methodological issues-in the field of
evaluation research. The - published

studies to be reviewed evaluate the ef-

fects of Direct Instruction reading and
language programs on a wide range of
handicapping conditions. Studies are
organized according to type of evalua-
tion design utilized,
population served. This is.done so that
the reader can understand the unique

benefits — and drawbacks — associated’

with each type of design.-For each study
reviewed, the major findings are
presented, along with an analysis of

methodological problems and measure-

ment issues inherent in the design.
Where possible, suggestions for future
research are offered. This first part of
the series deals with studies which have
ased true experimental designs.

Experimental Designs

The strongest zvaluation design is-one
in which students are randomly assigned
to one of two or more educational pro-
grams, and the mean performance of the
groups

~Evaluation reseateh isa relatlvely new RUSSHLGERSTEN o

venture in'education- (Cooley & Lohnes, -
1976), particularly. in. special education
where the focus on individualization of
educational programs and-the wariness:
of standardized tests often create strong

1973)..
‘monitoring of - the comparison:: class-.

rather than by -

on a battery of academic-

measures - is compared to determine

~whether one performs at a significantly

different level from the other(s). For this
type of study to offer any valuable infor-
mation, the tests used must be valid,
reliable, and sensitive to the goals of the
instructional programs (House, Glass,

McLean,; &:Walker 1978). Also; itds ex-

tremely important that the researcher
monitor to what extent the new program
{in this case, Direct Instruction) is really
being implemented in the experimental

classes (Gall 1977 Charters & ]ones,'
There should -also be .some

rooms {Becker, ~Gersten; & Camnine,
Note :2) to insure that these classes are
not using - the experimental teaching

method. If all these conditions are met,
and if the sample size is large enough
(usually at least 15 children per condi-
tion), one can be reasonably sure that
differences between the samples on the
post-tests are due to the educational pro-
gram,

Yet there are many factors mitigating
against this type of design, such as
refusal of parents and school personnel

to randomly assign students to instruc- -

tional programs, attrition of students,
and -difficulties in finding tests sensitive
to the instructional program. Despite
these obstacles; three such experimental
studies have been conducted with Direct
Instruction and handicapped learners;
they will be discussed in some detail.

Beginning Reading Instruction
with High Risk Students

The first randomized -experiment con-

. ducted in this field was an investigation

of three instructional procedures for
“high risk” first graders in a suburban
community. Serwer, Shapiro, and
Shapiro {1973) deemed 62 kindergarten-
ers as “high risk” on the basis of “observ-
ed difference between -potential and
achievement with due regard in both
those areas to the verbal, performance
and visual motor dimensions” (p. 242).
Screening was based on teacher ques-
tionnaires, two reading tests, and two

1Q) tests. Note that over 20 percent of the:

. tions.”

suburban - students were targeted as

“high risk,” though typical estimates of

students needmg some special education

services are in the range of 10 to 12 per-

cent.

Students were randomly. assigned to

-one of four remediation groups — Direct

Instruction’ (30 minutes a day of Distar
Reading), Indirect Instruction {use of

perceptual motor -activites - for 30.
. minutes-a -day,: based on the work of-

Kephart (1964)), both treatments Com-

bined (15 minutes a day:-of each treat-
special
All'students - received the .

ment), " or =Control {no
treatment}.
remedial treatment in addition to- their

regular - first “grade reading* program..

Another anomaly is that students were

tested midyear on a variety of auditory-
visual,® fine -motor, and. gross motor
tests,

bined the Distar program. .
ing-in]. .

method does not adhere to many prin-
ciples of Direct Instruction, and the

‘results .may -be. -confounded by .the:
‘unspecified: readmg -programs: that-the:’
students recewed an additional hour per:
- day. It is-also tinclear:-exactly .what . i
. features of each method were. mcludedx
.+ ’the ‘Combined: Treatmen '
- “features of: ‘each - treatment’ were .ot "
specified; :and: the degree to_which the . -
features were actually carrled out wasi.-‘:

not menhoned

The only s1gmf1cant E1nd1ngs were:

‘Students in the Kephart’ program- per-
_formed significantly higher on two non-
skills -
{Locomotor Balance, Eye-hand :Coor-.
dination) related to 'the_ goals_’-of the -
Kephart program. They also performed -

academic tests - of motor

significantly higher on two academically
oriented tests (Handwriting, Math) that
were not an emphasis of any treatment
used in the study. Students in the Direct
group performed significantly better on
one of the reading tests, the Wrong End-
ings subtest of the Gates-McKillop.

It is unclear what to make of this
study. Despite the myriad of tests ad-
ministered and statistical tests per-
formed, few significant results were
found. In fact, the few significant find-
ings could be due merely to chance.
The large standard deviations on many
of the measures would seem to indicate
that the tests rarely assess the goals of
the programs and/or that the popuIataon

. is very heterogeneous.

This flawed study exemplifies the _im-
portance of: a) offering as clear-a defini-
tion of the target population as possible,

b)) carefully defining and implementing

the educational treatments, c} measuring
fidelity of implementation of -each
educational program, and d) selection of
tests that meet the objectives of the pro-
grams. These issues surface to varying
degrees in all the studies discussed
below.

and were then given “prescrip--
*.For the remainder of the year;:
“The ‘Direct. Ilnstructlon] group ‘con-.
-Jwith traini="
-deficit modalmes as diag-.
nosed- by usang letter: forms: and sounds:
and word forms and sounds.” The‘use of -
‘modality training is_ “clearly ‘niot part- ‘of
the - Direct : Instruction. approach (see -
Bateman, 1979). In this study, the Direct.

.post—test performance by
“tal “subjects; indicating; their skills

Language Instruction for °
the Moderately Retarded

Maggs - and - Morath (.1976) in-

' vestigated the effects of Distar Language

I {a beginning level Direct Instruction
language program) on moderately to

- -severely retarded’ children in & state in-
‘stitution - Twenty-eight students, ages'6

to 14, with Stanford Binet IQ's between
20 and 45, were fandomly assigned to
either a Direct Instruction group (one
hour per day of Distar Language |
coupled with precision ‘teaching pro-

_cedures) or a comparison group (one
~hour per day with the
- Language Kit supplemented by teacher-

Peabody

generated language programs). The pro-
gram lasted two full years. At the con-
clusion of the program, the experimental
group scored significantly hxgher on the

. Stanford Binet; the' mean gain in “mental

age” for ‘this group was 22%: months.
Since the ‘students were in the program

“for ‘the 24 months, this approximated

normal ‘intellectual growth rates. The
control ‘group gained only 7%: mental
age months in the 24 months of the pro—

: gram

Chlldren were.also tested on a series

_ of cognitive tasks -based:on the ex-

perimental work-of: Piaget: and Bruner.

' The-authors used- these tasks to. explore
" whether concepts learned purer by Ver-.
. bal lnstruchon and ‘the pnn d E '

€ experlmen-

generalszed beyond mere rote learning;
"This field study - documented that-
much of the intelligent behavior assessed

..in tests like: the Stanford: Binet can be
- taught through extensive systematzc in-

struction, even to moderate and severely.

retarded children. A flaw in this study is

that- no. measures - of fidelity of im-

" plerrientation were included: Children in:

the Maggs and Morath (1976) study for
two years approached the normal level
of growth. This point will be returned to
when. quasi-experimental designs . are
discussed in the second part  of this
series, to appear in the next issue of the
News. .
Teaching Reading to
Learning Disabled Students

Lloyd et al. {1980, 1981) randomly

.assigned 23 learning disabled students in

the intermediate grades to one of three
different classrooms. The two ex-

perimental classes utilized remedial

Direct Instruction programs in reading
{Engelmann et al., 1978) to teach word
attack skills’ and reading comprehen-
sion. The teaching techniques described
in the ‘teacher's manuals were sup-
plemented with a monitoring system
devised by the staff, involving specific
probe sheets for academic skill areas.
Arithmetic was taught with a traditional
basal series.

Students in the comparlson classroom
received individual and small group in-

Continued on Page 13
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.- ‘practice},

llm1 1 l‘.'ll

Columbus Charles E. Mernll
-Pubhslung Company, 1951 7
(492 Pp-/522: 95)* L

E [Note Thls book rnay be o -dered Fr

To an 1nd1v1dua] already converted to

: '.."1ts_ ssumptions arid methods; Direct Tr-"

: _.the Assoc1ahon for. Du'ect -_InSf:I’uCthﬂI

" Striiction:. Mathematics - will ‘inevitably. -

: take 1ts pIace bes:de Direct Instruction.
: “‘often: consulted; ‘rapidly .-

"dnnded nto’ two. ‘main. ‘sections

o perspectives. section-and aiskills:and con=:
f:cepts sectlon_ The perspectlve sectlon;_
- .-describes: clearly: and’: succinctly - what. -

- direct’ instruction: is; ‘how. mathematics

instruction’might -be organized;. and:-'
~which :topics. are - covered in-‘a :basic’

mathematics  curriculum.. These -initial

chapters discuss-three sets of variables
that -teachets:and/or textbook authors’
- must:address: carefully “and .intelligently
“if:they .want to teach-all children well.-
‘These variables incltide-elements. of- in-

‘structional design (objectives, strategies;
“sequencing, .formats; examples,
presentation
“:{signals; pacing, correcting; monitoring,
" diagnosing,:“and remediating);, ~and
.organization of instriction (program

- :selection, . program- madification, pro-
gram  evaluation). “Although” the first

three chapters: constitute a small part of

- the total book ‘they provide the reader:

 with-a cohesive -coniceptual framework
-for the rest of the text: It.is: 1mperatwe

tive while reading .the text so that later
chapters .are understood - as ‘systematic
applications. of a .well-defined 'point - of

“view, not as a:series of dxsparate math:-

.~-lessons:

The- second part of the text skills and.
_translates - direct . instruction,
theory into teaching:routines for specific -

-concepts;

skill areas. As the authors note in their

preface, this second part is “the heart of -
~thé  book.” -What is. refreshing -and

- valuable frorn a teacher-trainer's point

_of view s that thxs part of the book_

_emlnently well |
‘methods course in either regular or
special education. As a text to prepare’
‘techniques- . mamstreamrng setttngs
" tremely  valuable. (much  more . useful

disturb
Csmotgasboard approach. A related

: ,"'presents deta:led procedures for
7 a~'professmnal teachmg[;f
Ilbrary To the neophyte the text pro~f

troducing ‘a skill area,:explicit. teachmg

forrnats, strategles for: _correcting erfors,.
' \suggestlons for: remedlatmg error:
patterns. Individual chapters- focts ‘on: -
__."'the following topics:  vocabulary ‘and
. language - skills; symbol- .identification "
-+and place value, -addition, subtraction, -
':.multiphcatlon division, facts, problem.
--solving; " fractions, -
| measurement,
skills: .
scope and sequence accompamed by ex~ '

decimals; - percent,.
geometry, and study
“Each’ chapter includes " a; Tucid

assessment

Dzrect Instruction Mathemat:cs is
smted “for .a. math

to work  with students,  in
1t is also ex-

teachers

than- general texts with a few helpful
hints for teaching ‘math- to the slow

-learner). A misguided, but ‘probable,

reaction to the book which may hinder
its widespread adoption in teacher train-
ing' may be-that it is't6o narrowly fo-

‘cused: Although this singlemindedness is

. " the: beauty of the book for those who ap-

' .expecially : for .those: new to direct in- -
struction,. to renew’this- larger perspec-j

it could
prefer :a

1nstructlon
who

preciate’ direct
those

problem with the book’s adoption in
special education may be that it takes a
full-academic quarter to incorporate the
textin-a manner which leads to mastery
at evena minimum competency level. ]
allow an entire semester for covering the
material. Unfortunately; many special

. education - programs devote. only. one

course.to teaching methods, and this one
coiirse must cover all the basic subjects.
Neither - of these organizational _dif-
f:cultxes detracts from the potential ef-
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" with commercial’ direct

Chapters . conclude ‘with
" brief but helpful discussions of research
~related to teaching the specific area.:

fectiveness of Direct Instruction
Mathematics in methods courses; they
rncre}y comment on the state of the art
in teacher training.

The text seems to work best with
students who have had ‘prior experience’
instruction
materials. This makes sense; since the

- commercial materials have'been.'careful-
Iy and systematically developed to in-
- corporate. sound design principles. If

they have. used -these.materials suc-
cessfully, ‘students approach’ the math
text with' a positive and productive idea

- of how the theory looks in’ day-to-day

translation.
direct

Students ‘wihtout prior
instruction. experience -are

.-sometimes. so overwheimed by - the
.novelty of the approach that they over-
- focus on individual aspects, like 51gna1-

ling, and miss ‘the more elegant. issues,

.such as the elements of 1nstructlona1

design.

- Two activities are he]pful in overcom-

. 'ing students’ lack of previous experience
“with direct instruction'materials.’

The
first is to devote-substantial amounts of
time to practicing the actual teaching

_formats. Fac1hty in this skill develops’
- best when it is shaped gradually, begin-

ning with a strong teacher model, and

followed by slowly increasing respon-

sibility for instructional dec151onmakmg
on the students’ part. A myopic view of

-direct instruction teaching procedures is

greatly alleviated with success in
teaching formats, The second activity is
to expose students to a wide variety of
basal and supplementary math materials
used in schools currently. By comparing

- these programs with the recommended

procedures from the text, students
become much more sophisticated in
their understanding and appreciation of
direct instruction. A final activity,
which probably represents the highest
level of understanding of the text, is to
have students modify existing math pro-
grams. The text provides clear, helpful
guidelines for this process. Still,.as more
than one of the students in my classes
has' commented during a program
modification exercise, -“This takes so
much time and it.is so -difficult,
Wouldn't it be easier to use commercial
direct instruction materials?” Secretly
rejoicing that they had seen the light, I
invariably respond “By " all means,
yes... when it is possible.” Possible?

: What does that mean? “Possible” in-

cludes all those mysterious rites whlch
surround educational organizations:
textbook approval, budget allotment,
principal perogative, etc.

1 often wonder how those students
fare for whom it is not “possible” to use

Continued on Page 13
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-motivational - dev1ces but

~ Lea mmg
Throug oh

by Ron Van Houten
New York: Human Sciences Press
1980 (182 pp./ $9.95)

Learning through Feedback is, in thi
reviewer's opinion, one of the mo:s
valuable sourcebooks for teachers an
other school professionals to appear i

. recent years. Although it would preo

bably be categorized by many a
another book on classroom manage
ment, it is much more. This book doe
not deal directly with student conduct i
the classroom. Instead, it focuses o1
their academic performance. By doin
s0, it goes far beyond the typical goals o
behav1or management — to get student:
behaving . appropriately — and strive:
instead to help them achieve maximally
Van Houten's . feedback systems. ar
they = ar
directed “toward " studérit ~ achievemenl
rather than merely to student deport
ment,

‘ble. In this sense,
" humanistic.

The book is dedicated, “To Children”,
and this is appropriate, since the theme
of the book is to help children become
better in the academic arena than they or
their teachers previously thought possi-
the book is very

Leaming through Feedback contains
six chapters dealing, in order, with: 1)
measuring academic behavior, 2} pro-
viding academic feedback, 3) enhancing

Continued on Page 13
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Continued From Page 1)

wrch Review |

truction in various academic areas
reading, language arts, math, spelling)
s well as training in psychological pro-
‘esses believed to be related to learning.
[he program was considered represen-
ative of traditional special education
srograms for the learning disabled at the
me. Students in both experimental and
-omparison classes were in a full day
program.

Students were assessed on: {a) the
Wide Range Achievement Test {Jastak &
Jastak, 1965}, _which measures word
recognition and arithmetic {computa-
tion); (b) the Gilmore Oral Reading Test
(Gilmore & Gilmore, 1968); and (c) the
Slosson Intelligence Test (Slosson,
1963), which assesses general language
competence and comprehension. :

Results indicated statistically signifi-
cant differences favoring the experimen-
tal group in measures of both word
recognition and comprehension. The
difference in decoding accuracy was
significant, £ (21)= 1.68, p< .05. The
magnitude of effect was .64 pooled SD
units. Significant effects were also found
on the Gilmore Accuracy Index and

Feedback='

(Contiﬁﬁéd From Page..1 2)

feedback - through -public_ posting_of -

results, "4) "using  praise in conjuction
‘__-_with-féedback',.s) examples of successful

feedback applications' across subject

areas and grade levels, ‘and'6) questions

commonly - asked " about ~feedback -

systems. In addition, the book includes a

list of references ‘dealing with feedback

and related procedures and both author
and subject indices.. All chapters have
concise summaries,;and  Chapters. 1-4

have study-quéstions and practice exer-

cises. T -

The book 'is research-based and
procedurally-oriented. This means’ that
the reader should be able to review the
procedures, then implement a successful
feedback system in his/her classroom. In
describing the correct use feedback, Van
Houten underscores the importance of

reviewing regularly the scores which are

posted and of not initiating a feedback
system in a given skill area until instruc-
tion to mastery has been provided on the
skill prerequisites.

Feedback is an effective, inexpensive,
and positive way to motivate student
performance in academic areas. It is
time-efficient, highly flexible, and wide-
ly applicable to various subject areas

and skill levels. It is more naturalistic

and easier to use than token systems. It
has the potential to capitalize on small
increments of success and turn them into
impressive improvements. In short,
feedback has much to recommend it,
and I know of no better source for using
it effectively than Learmning through
Feedback. This book could make the dif-
ference between “another year come and
gone” and one of the most productive
and satisfying years that you and your
students have ever had..

Reviewed by Stan Paine

Comprehension Index and the Slosson
Intelligence Test. On the other hand, the
difference .in WRAT arithmetic was
clearly non-significant; £ (21) = .658.
Since no Direct Instruction math pro-
gram was implemented, this offers fur-
ther confirmation of the effectiveness of
the Direct Instruction programs (Camp-
bell & Fiske, 1959).

This study documents the efficacy of
Direct Instruction reading programs. in
decoding and comprehension, 1t is one
of the few experimental studies to use
learning disabled students, and the only
study to examine the effectiveness of the
newly developed comprehension pro-
grams. On the technical side, this is one
of the best designed special education
research studies — with its use of ran-
dom assignment of children to treat-
ment, the broad range of measures used,
its relatively clear definition of the han-
dicapped, and its assessment of perform-
ance in both target (reading) and non-
target - {arithmetic) academic areas.
Lloyd et al.'s {1981) use of improvised
“standard” scores on the Gilmore is a bit
questionable, since there is considerable
controversy ‘concerning the use of grade
equivalent scores (Horst, Tallmadge, &
Wood, 1975) and mental age-to-
chronological age ratios (Matarazzo,

1972). Yet, since they used identical

scoring procedures for both experimen-
tal and comparison groups, there is no
reason to assume the procedure
systematically biased the results.

Two issues ‘raised by the authors

_.__deserv'e-,fujrther-_elabqration and discus-

sion. Though the  experimental " group

.. consistently - surpassed the comparison
- group, one year of Direct” Instruction
.-reading was nof sufficient to bring those
‘students to a “normal” level of perform-
. ‘ance.*(That would represent. mean stan-
_dard ‘scores. of 100 on the measures). In

fact, there is evidence of a small drop in

" measured 1Q for the two experimental

classrooms — from 90.4 to 87.1 for one

‘group and B7.5 to 85.6 for the other. But

this drop is appreciably less than the

‘drop for the comparison group. The
‘drop may be artifactual — students were

pre-tested on the WISC, which contains

(Continued From Page 12)

cornmercial direct instruction material.

- Do they implement bits and pieces of an

approach? Do they at least provide more
practice than is normally provided in
commercial materials? Or, perhaps,
they are blessed with colleagues who
cooperate with them in modifying the
existing curriculum. Whatever the
answer, | am confident that I could have
made no better choice of a text for their
methods course. Direct Instruction
Mathematics is not only a superb text; it
is an excellent model for the teaching
profession.

Philip Dommes, Ph.D.
Assistant Professor, Education
' St, Martin's College
Lacey, Washington 98503

performance and langua'gé_'i.tems,-_ and .
" 'post-tested on the Slosson, “which' is
primarily verbal and hence may -

underestimate scores of language defi-
cient students.. As the authors state,
“these data do not argue that. . . the pro-
cedures cured learning disabilities (in ten

months), but they do indicate a direction. *

that clearly merits further research” {p:
31). ' o
A methodological issue that needs to
be further. pursued with a more
finegrained analysis is exactly what the
instructional program was like. It is

‘described as “a hybrid behavioral

model” using both behavioral principles
of programming and direct instruction
curricula and teaching techniques. But

‘the study mentions no check ori; the

fidelity of treatment — are the programs
implemented as the authors intended,
and if not, do the changes that are part
of the “hybrid behavioral model” help or
hinder student performance? The ex-
planatory - observational studies of
Leinhardt, Ziginond, and Cooley (1981)
offer a methodology for beginning to
fock at these issues. :
In summary, my search turned up
three . trise~ experimental studies in-
vestigating the use of Direct Instruction
with special education students. . While
each triggers at least one methodological
questions, all support — to one degree
or another — the use of Direct Instruc-
tion programs and procedures with han-
dicapped populations. In the next issue;
we will look at” several studies which
have used quasi-experimental ‘research
designs and consider their contributions
to the practice’ of using D1 in special
education. :
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L '_'R'e_agf:.rbns'e': Di_éto'rtio'ns__ With Seﬁérgly '
~“Handicapped Students T

Response distortions are of particular

handicapped: students. The content of
icula- for severely ~handicapped
stiudents is shifting “to" emphasize more
: comiplex responses. Especially for secon-
dary.. severely . -handicapped " students,
here is ‘a ‘move away. from traditional
cademic objectives'and those based on
longitudinal skill sequerices to objectives

82).. Instead. of -teaching traditional
rithmetic grocery shopping ‘might be
nstriictional goal; instead of work-
ng ‘on.isolated -motor skills, : bicycle
iding.as a leisure activity might be the
vindividual student; instead
sort blue and red blocks in
C " ‘program,

ined. ‘Typically, ‘these skills encom-

variety: of settings (i.e.’shopping at
-+ different - stores for - different-. items,
_washing: different sets of dishes). Since

-+ ‘not all"of the possible variations can be
“taught, "4 decision .needs to be :made

- -tegarding. the selection and _sequencing
-of teaching: examples. We are learning
-that'‘the 'Direct Instruction- rules
- ;associated with selécting and sequencing
b mples to avoid concept er-
- Tors.are equially ‘important to avoid er-
sponse distortion.: - .5 ok

VDldRespDnSE Distortion:

- tion errors will exemplify Direct Instruic- -

importanice in the education of severely

hat  reflect performance demands of
dult functioning - (Wilcox - & Bellamy, .

n-a local cafeteria ‘may be

. pass_complex ‘motor behaviors over a -

- instrauctional ‘urijverse.

~ distorted ‘résponse, ‘the DI approach
. resultedin‘ no resperisé distortion: At
“present, however, we have- only' anec-
‘dotal results to support the development

(Engelmann & Carnine, 1982). Teaching
-'.-y.fv}}i_'g:h:_:,1n1t;a1]yf'('av0ids-'-‘r_espo'nse distor- -

_ LOGOCONTESTENTRY No.5 ,

tion.: -

. To dvoid response distortion, begin

. by selecting the instructional ‘universe

“across which the target response is to be
performed (c.f. Engelmann & Carnine,

1982, or Horner, Sprague, & Wilcox, -

1982, for rules associated with selecting
the instructional universe). The instruc-
tional universe defines the full range of

- situations in which the target task is to

-be performed.. As'a next step, define the
‘range “of variation (or - changes- in
topography) | required by~ the target
resporise.across the instances that make
up the instructional universe, If the task

".is_buttoning,. and the" iristructional

universe is all ‘clothes in ‘the “student’s

_wardrobe, then the teacher should ex-

amine. the range of different response
demands required by the shifts, . coat,

‘pants; etc. The third step is to select

training examples of the target résponse,
OT an’approximation (e.g. big buttons),
which the student can perform suc-
cessfully. . Then select -additional “ex-
amples of the most precise, hardest ex-
amples’ of the task. Conduet training
with ‘both easy and hard éxamples
presented in' the same session, This will

- allow the student to experience success,

yet - will - continually . present him/her
with examples that can, only be com-

- pleted with a non-distorted topography.
- The student will learn the skill with a
Tesponse topogra phy - that'is’ functional -
across the full range of ‘situations in’ the

or avoidance of response distortion.'No

)— —=
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research has compared the efficiency of
easy-to-hard instruction with instruction
that concurrently presents easy and hard
examples. It is possible that extended
training with only difficult examples
may be an even more efficient method of
teaching complex responses (Engelmann
& Carnine, 1982). At present, however,
two points are clear: (a) response distor-
tion is a’problem that will be faced by
teachers of severely handicapped
students, and (b) the Direct Instruction
rules for selecting . and sequencing
teaching examples appear to be a
valuable strategy for avoiding this error
patterrn,
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'ABA Conf. 1983

The Ninth Annual Convention of t
Association for Behavior Analysis w
be held at the Hyatt Regency Hotel
Milwaukee, Wisconsin, May 26-2
1983. A special feature of the Conve
tion for direct instruction followers w
be a series of activities sponsored by t
ABA Special Interest Group on Dire
Instruction, ‘

- Last year, the DI Special Intere

Group offered an extended symposiur
an invited address, a workshop, a.I
poster board session (an informal settir
for communicating research findings
and a special interest group meeting {1
discuss a variety of direct instructio
issues). We expect to sponsor a simil:
slate of activitiesat this year’s Conver
tion. ‘ _

If you have ideas for topics, speaker:
or activities which might be of interest t
a direct instruction audience {teacher:
administrators; university researcher:
professors, and students) ~ or if yo
have a presentation you would like t
submit for consideration in one of thes
formats — please send them, by Qctobe
20, to:

Dr. Stan Paine, Coordinator
ABA Special Interest Group on D
Follow Through/Education
University of Oregon

Eugene, OR 97403

If you would like to discuss your ideas
for presentations, please feel free to call
me at {503) 686-3555. L hope to see many
of you at the Convention. .

The Reading Key

the manual. Workbook 1: Basic

COMPONENTS Manual

® Games @ Puzzies

AUTHORS Arlene G. Isaacson, Julianne Kollas

RANGE Learning disabled and retarded students of any age. )
DESCRIPTION The Reading Key—Word Attack manual is an ungraded
direct instruction program that pretests, teaches, and posttests 29 basic
reading skills.in the areas of phonetic analysis, structural analysis, and
sight reading. The Reading Key Workbooks reinforce the skills taught in
Word Attack enables the student to
analyze words by letters or phonemes and blend them Into a CVG pattern.
Workbook 2: Word Attack Expansion expands the student's ability to
analyze words phonetically. Workbook 3: Word Parts enables the student
to analyze words according to word parts or morphemes and to decode
several hundred muitisyllable words. Workbook 4: Sight Words uses a
whole word and contexfual approach for more than 200 sight words.
includes e Entry criteria ® Terminal objec-
tives ® Pretests/posttests @ A Criterion for Movement Record Faorm &
Student Record Sheets @ Workbooks contain @ Comprehension exercises

274] Reading Key-Word Attack manual
and 10 Student Record Sheets 74.95

275] Student Record Shaets (pkg. of 4} 6.25

_ 2B0j Reading Key-Wkbk 1,2,3,4 (pkg. of 4) ) 22,95
281 Reading Key-Wkbk 1: Basic Word Attack (pkg. of 4} 2295
282] Aeading Key-Wkbk 2: Word Attack Expansion (pkg. of 4) 22.95
283j Reading Key-Wkbk 3: Word Parts (pkg. of 4} 2295
284} Reading Key-Wkbk 4; Sight Words {pkg. of 4) 2295

TO ORDER, WRITE Oﬁ CALL TOLL-FREE 1-800-547-4800
(Oragon residents calf 1-644-6465)




Dear Ziggy: e
One of the biggest . problems that I
have in teaching direct instruction pro-

grams is pacing -my presentation.

Sometimes 1 think I go too fast for the
group and hurry: the children -into
mistakes. Sometimes, it feels as though 1
am dragging too slowly. What guides
are there for figuring out how fast to
signal the children to respond when I
work with a group? '

Ziggy Says: ‘

Use data. The procedure is simple.
Use a signal and present individual turns
(on various tasks) to the children in the
group. Note the amount of time that

‘each student requires in responding. If

children do not respond on time to your

_signal, you're presenting the signal too
fast. Slow it down so that nearly all the
children can follow it, Use the time inter-
val that is appropriate for all but the
very slowest child in the group.

The simplest way to slow your signal
is-to drag out the last part of your ques-
tion or instruction: What's the answerrr-
rrrrerrrrer? (Signal), or “Rhyme with at.
Get readyyyyyyyyyyyyyyyy. {(Signal).

‘Remember if the kids can’t keep up
with your signal on individual turns,
they can't keep up on group turns, Use

_ the time interval that they require on in-
-dividual turns as a basis for pacing your
_group-turn signals. '
.Good guestion. Next. ..

- Zealand, :

D. A“Den\’- com

o o B x.
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Ta: Andrew L. Reitz
Managing Editor, ETC
Pressley Ridge School
530 Marshall Avenue
Pittsburgh, PA 15214

Name {Please Print)

Please enter my subscription for the current voiume of.
Education and Treatment of Children.

{Canadian and Mexican subscribers include an additional $2.00 for postage fees. Other foreign
1 subscribers include an additional $2.50 for surface mait or $6.00 for air mail.)

Is & quarterly journal -
. .cevoted to publishing

educators and gther child
care professlonalsinvoived ~
- inthe developmentand .
improvement of services for
chilidren and youth.

Add
one
more

good

—— i reasonu [

o An extremely reasonabie subscription price. Just $6.00
a year for students, $8.00 a year for individuals $30 for libraries
and institutions. Why do it today? So you don't miss an importantissue.

b

Student ($6.00 per year} I
Individual ($8.00 per year}
Institutional (530 per year)

School {ifstudent}

Address

ation and Treatment ..
*. % "of Children (ETC) "

“niaterial of direct value to -

Teacher to Teacher

Holds Syd ney Conference

Doug and Linda Carnine and Wes
Becker from Oregon were the guest
presenters at the third Australian DI
Association Conference held in Sydney
at the Catholic College of Education
(Mount Saint Mary Campus} August 31
to September 3. There were about 90
teachers, administrators, and college
professors attending, coming from as far
away as Western Australia and New

The Conference focused on the ap-
plication of Theory of . Instruction
(Engelmann and Carnine’s new book) to
DI Reading and DI Math, and on
teaching -skills for major- DI programs.
Also featured was a DI approach to
teaching micro-computer programming.
This approach was illustrated. at. the
Conference with -hands-on experience,
using TRS-80 machines. The computer
session was led by Amanda Gelder and
Alex Maggs. Other major presenters at
the Conference were Joe Moore, presi-
dent of ADI-Australia, Robyn Maggs,
Kerry Stirling, and Jenny Whipp.

DOUG CARNINE
- Presenting in Sydney

' SNDNEY CONFERENCE STAFF (from left): Dagmar Neal,
“Kerry Stirling, Alex Maggs, Joe Moore, Peggy Brown,

Wes Becker, Robyn Maggs, and Phill Morath.
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playground system. At that time,
make any adjustments in the plan
that are necessary. Bear in mind
that it is usually not possible to
make the perfect plan the first time
around. Don't be afraid to point
out shortcomings in the system.
But don't stop there. Revise the
plan untl it works. If you use a fair
and consistent recess management
plan, you will find that the
playground can be a rewarding
place for everyone—even for the

. staff, Good luck, and have a good

. recess. - i
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" “The. 's'ett'm.g was - distinguished, - the

~training “was timely, the weather was"
and the - recreational ‘oppor-
- tiinities. seemmgly were limitless. These.

“Were the hallmarks of the Eighth Annual -

-perfect,’ .

' 5(1982 Dn'ect Instructon. :Conference
" held
L cord:ng to the feedback we received, this
B 'was one of the best DI Conferences yet.

“The Conference was held this year at

"',the new. Eugene Hilton ‘Hotel ‘and Con- -
vention -Center.. Although Confererlce_ :

" goers -had- grown: accustomed ‘to area

Jhigh-- schools as- settmgs for’ the seven .

~previous; ‘Conferences;: they seemed “to

.secure the Conventlon

‘tight budgets under which ‘many: school.

systems.  (and famllles) are now
. operating. Four new ‘sessiofis-were of-
‘fered this ‘year, " along - with ‘a- large

number ‘of sessions which_had been of-
fered . previously . Conference offerings .

w111 be. rewe_wed agam prlor to next

in Eugene* 'August 16-20." Ac-~

ljustment to" the luxirious -
-qulte well ‘Efforts are now"

~our efforts, next year's Conference can

_'_be even better, We hope to hear from

'4-'-y0u_regardmg your 1deas and we hope to
, o :

: ponsored conferences and 2006 dis cou

b Regular membershrp $1§fyear (lncludes D News anda 70% drswunt omall’s
ADI: sponsored items and events). . -

e Sustam;ng membershlp 530 Drmore!year(helps to rnsure our 5urwva|}

week; membership had risen to 680, .up

~from.‘dpproximately: 320 at the: same
~time ‘one year ago. New memiberships,
" along with the sale of DI materials and
Conference proceeds, should begin-to
- ;put_the:. Association on a more solid
' fmancxal base.

*” Conference. hlghhghts 1ncIuded the

' Armual Meeting on Thursday and-Fri-
‘day's - closing * session,

The - meeting
featured a keynote address by Lorraine

Killion; a teacher at Wesley :Elementary

‘School in 'Houston, Texas; and winner
ofithis year's ADI Award for Excellence

.in::Education as an: elementary Tevel

classroom teacher, Lorraine preserited a
moving account .of what can be:done

with. - low-performing + students - when

good- programs are -coupled with good

-teaching and a committment to success.
The closing session featured the presen-

tation--of the First: Annual ADI Ex-
celience in Education Awards (see story
elsewhere in this:issue) and closing com-

. ‘ments by Zig Engelmann, -the creator of
.. Direct Instruchon and.Thaddeus Lott,
" the . :pricipal - at

Houston's - Wes]ey
Elermentary,. who has received niational
attention for his educational leadership.

* The strong consensus of those attend-
ing the:Conference was that it was a
good- one. With your suggestions and

Watch Eor detalls of ‘the - Oth.
198_3] DI Conference in the Spr~'

publmatlons)

Randy Sprick presents Classroom Management at Eugene Dlrect
Instruction Conference .

~ published or marketed by the Association (DI Reading, DI Mathematics, Theory
~.of Instruction, the Annual Direct Instruction Training Conference, and on-site
7_"tra|n|ng/c0n5ulta{:on avallable from ADI staff or contractors.

.-Summer)

=S VTo ]om the association, cl:p otit this form and ma|F itin;
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0
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N
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at the Eugene Hilton Hotel
and Conference Center
Plan your Oregon Vacation and
| Study Session Now.

By Szegfrled Engelmann
Is Available Now

NON- MEMBERS $25
(ADD %1 FOR SHIPPING COSTS)

DI Reading.. DI Mathematics

NON-MEMBERS 520 MEMBERS $16
(ADD $1FOR SHIPPING COSTS. FOR EACH BOOK)
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