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'Agriculture, Energy, and
-Educational Excellence

* Kathryn Plowman

Center (ND) Public Schools

Editor's Note. On occasion,. the News

will profile Direct Instruction: implemen-

tations in diverse locations. I this issue,
we are pleased to -showcase the DI ef-
forts inderway in Center, N.D. If you
would like to see the people in your area
get some recognition fo. their commit-
‘ment . to educatzona! quahty through_

notoriety: educationa sxcellence: That!

right, educational excellence. It might’

not have pervaded-the entire State yet;

but if - you. go -to -Center, the: heart of
North Dakota, that's exactly what you'd -

find. Many people in Center would tell
you - that " educational quality is their
most recent claim to fame, So would the
folks in Bismark, the State capitol, State
legislators, government officials,
members of the media—they've all been
to Center; they've seen what's going on.

And they 'don’t mind telling you it's.

mighty ~impressive, -Neither do local
school officials mind. telling you that
-what's going on is Direct Instruction.
-Center is a small community in central
North.Dakota. It has one school system
with:440 students in grades 1-12. Most
of the population is of German or
Norwegiar descent. About 4 percent are
Native American. Most families in the
area make their livings from energy
{coal) or from farming. They work hard,
pay good money to support the local
schools; and like effective educational
programs. And that’s just what they're
getting, thanks to the school’s commit-
ment to Direct Instruction.

.

DI: Center of Attention

. 'Direct Instruction (DI) programs have

been used in Center Elementary School .
since 1976. They -were introduced by-

Title I and Learning Disability person-
nel. The following year, the Sth and 6th
grade teachers began lodking for a.more
effective language program than™the

h trachtronal one they had been usmg
- They: settled: :on Corrective Readrng Pro-
“gram:: Comprehension -B; - ‘were-more.
- than'satisfied; and: contrnued its use the"
“‘following year.‘That same year Correc- .
tive Reading: Decoding B-was initiated -

of North Dakota 5_._
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A Compar'i-'son' of
Eight Beglnnmg

Reading Programs

Linda A. Meyer
Unwersrty of IIhnms .

- I 1978, two researchers (Beck & Mc- ;

“ Caslin, 1978} from ‘the University of "

P;lttsburg Learmng"jResearch and o
o

with students who weré'not experiencing

-success in the Schools basal reading
series.

As teachers used these programs, their
use of DI techniques spilled over into
their teaching of other subject areas in
the classrooms. They also began analys-
ing the non-direct instruction materials

they: were using and restructuring the -

tasks  ‘they were- ‘presenting o .t_he
students,

At the beginning of the 1980-81 school
year, the administration introduced
Distar Reading. anid-Language into the
first grade curriculum. The next year,
Distar Math was initiated in the first
grade. The programs were continued the
following years as the class was pro-
moted.

- At this time, the first and second
grades use Distar Reading, Arithmetic,

- and+Language. The second grade also
uses Spelling Mastery.

In the third
grade, Spelling Mastery, ~Distar
Language, and Distar Reading' are
taught. The fourth grade-uses Spelling

Mastery and Distar Language for all

studenits and. the  Corrective Reading
Program: Decoding B and .C for those

students who place into it. “The fifth and:
sixth " grades use Spelling Mastery -and -

the Corrective Reading - Programs
{Decoding B, Skilis Applications” C,

Comprehensxon B, and Comprehensron'
C). The Corrective:Math Modules- are

'. plement the regular “math: ‘prog‘rém
Comprehension C-is carried through in- .

to part of the seventh grade

- Tear_herS' From Concern

to Committment

o This widespread tise of DI in Center

School ‘has" riot come -about without
some questioning on the. part of some
teachers, ‘Teachers” who' initially  were
not in favor of using DI continued to

- question various aspects of the programs.

through the first year they used them.
However, after about a year of teachmg
DI, they generally felt increasingly com-’

fortable with the approach and began to

fook. at’ their other 'materials more

carefully and critically. DI techniques
slowly began to appear in their teaching .

of other subjects:

Teachers’” problems are still present,
but they are more positive problems. For
example, teachers are having difficulty

- finding enough quality seatwork for
their students to complete during the .-~ :
-unresolved . debate between code-' -
-emphasis

time they are with another group. Now

the teachers want work for their.children _

that really teaches them something

. worthwhile, rather than simply keeps

them busy. : Correct placement of

“children in groups is also a major con-

cern -at this time; however; in earlier
years, this problem wouldn't have been

addressed. Most students would have-
been placed in"the basal book for that
. -room and the children would have had

to sink or swim. Teachers are requesting

. more information‘on DI and ‘classroom

Contmued on’ Page 16
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.of: mstructmn in the Tessor
ter/ sound correspondences such as how -
many Jetters and sounds are taught, and
{c) how the teacher is.to teach the pro-
grami. :
Beck and McCaslm (1978) perforrned

- this anaIy51s in ‘part, because of the

LINDA MEYER

-(phonetic) and meaning-
emphasis (sight-word) reading programs’
and. the gquestion of how beginning
reading skills are presented in published

programs. They were part:cularly con-
-cerned about reading programs . used - -
- with compensatory education students, . -
‘those students who have trouble learn-_. B

ing to read.
Beck and McCaslin’s analysis’ builds

-on Chall’s (1967) landmark book, Learn- -~ :
: tng to Read the Great Debate, in which

1

:(.b). et

Contmued on n Page 6"' B




: -.f'chleved w1th our. students . .
‘In business, workers . and managers'

by Stan C. Paine, Editor
Direct InsTRUCTION NEWS

Quality. It is a critical concept in
business and industry, but it is little
known in education. We hear the word
mentioned during school budget election
times when .a letter to the editor of the
newspaper asks us to vote for the budget
and support the “quality of education”
in our schools. Or we hear it referred to
at an occasional school board or Parent-

Teacher Association meeting or at an

. education convention. But this casual
and occasional lip service we pay.to
“Quality” in education is not the treat-
ment it receives in the commercial sec-
tor.

The concept of quahty is assigned a
front-and-center-stage location .in any
production-oriented enterprise. (If it is
not, the.- enterprise is soon out of
business.) It is the star of the show. Its
name is on the marquee — and

everywhere else. I take my dry cleaning -
1 buy " Quality .~
_Checked dalry products ‘The companies’
sponsoring ‘'ads on my. television et tell-____. :
me ‘that" quahty is-their. middle ‘name;
that -quality ‘is - their way .of ‘doing -

to Quality . Cleaneérs. -

business, and that the quality goes in
before the name goes on (I had always
wondered when it' was added}. Why all
this fuss about quality? Well, would you
buy anything that you knew was not of
good quality — aside from junk foods,
that is?

What is quality, anyhow? Clearly, it
is different things to different people. To
some, it is whatever is popular, such as
Calvin Klein jeans. To others, it is
durability, such as Tootsie Rolls;

perhaps, which are said to last a long -

time, or Maytag, which is so dependable
that the repair man gets bored to tears
just waiting for a service call. To others,
it is finding things made or getting things
done the way they are supposed to be
made or done.

What is quality in education? At a
general level, it is the practice of
educating children in the manner in

‘writing, . mathematics,  scienie;

~feature which, in‘education; as’

-business and industry, defines- quahty If
.- we .are. ever to break free- from “our"
legacy of succeeding only with the.good.

which they should be educated. Ob-

_viously, this notion gets mixed up with

people’s values about what should be
taught. But if we can agree about a few
basic things that all students should be
taught- — such as reading,. speaklng,
social
studies, and perhaps -something about
music and the arts — we can focus in-
stead on how they are taught — and to
what criteria.

.For the most part, quahty in educa-
tion must be concerned, above all else,
with outcomes. Too often, we argue
about the process — about whether
children should be taught to read using a
phonetic or a sight word approach,
about whether they should or should not
be taught with manipulative objects in
learning mathematics, about whether
they should be taught science through an
experiental or a language-medlated ap-

proach. The process can beianything, as
. long as it produces-the desired outcome: -

— time after time, with child-after child:

. The plain_truth .is that mast educa-
‘tlonal approaches ‘are notve
able;: :and - dependabllxty

students and failing with poor ones, we
must adopt practices which are depend-
able — which are good enough to suc-
ceed with any student. Thét should be
our striving.

There is at least one such approach

available — the Direct Instruction ap-
proach to education. It is good enough
to succeed with any student. It is de-
pendable. It exemplifies quality educa-
tion — but only when used correctly. It
is only through correct use — using the

programs in the manner intended by the’

developers — that Direct Instruction ‘is

most likely to produce its potential of-

fects. While Direct Instruction programs
have the potential — like no other pro-
grams — to provide a quality education

for all students, we must still focus on:
the outcomes which are. actually a-

-of "control.” _
"assurance” is offered in its place. Quality
‘‘assurance, as you m:ght suspect;- refers
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" could simply go ‘about -their daily

routines, then hope that everything

~_turns out okay. But they don't, They
..practice something called qualify-con-

trol, which simply means controlling:the

_ 'quahty of what they do or of what they
‘produce. In human services, like educa-

tion, some people object ‘to the concept
‘Hence, the term, “quality

to the practice of assuring the. quality of

" ..what one does. It is hard to. argue with
- that.

In business, the quahty of products

~ and services is assured largely through

two means - inspections and consumer
satisfaction inquiries. These are carried
out frequently; at least some of the pro-
ducts or services the business produces
or provides are inspected every day.

- When an inspection reveals a product. -
“which does not meet the company's

standards, it is sent back for fixing, and

‘the problem is traced to its source. In

education, “inspection” is called testing,
which is carried out with varying
degrees of. frequency
classrooms or schools, When the test
reveals a student who does not meet the
school's or teacher's standards, s/he is
usually sent on, and the problem is at-
tributed to the student: ~Consumer
satisfaction inquiries, the-other part of
the quality assurance  process in
business, are almost unknown in educa-
tion.

. Although

education's ‘success is

"measured by achievement *(and con-
‘sumer-satisfaction), rather than' by proﬁt
“.and. customer-satisfaction, as' it.-is in
busmess, educatmn could learn’ much:_-;'

mg"the quality of what'it does. By‘adop-

" ting a frequent ‘inspection system (such’
"'as the Continuous:Progress Test: System
- developed :for DISTAR),

_and by
developing a consumer (parent-student
& - ‘community) . satisfaction . feedback

system, schools could begin achieving a .
level of dependability with all students -
. — a level of quality —

that would make
us all proud to be educators.?

1The DISTAR Continuous Progress Test

System and the concept of consumer
satisfaction measures ‘will described
mare fully in future issues of the News.

in various.

‘the: wmnmg enf
~the; ADI Logo Contest; The winning er
" try, shown here, was submitted by E

Convention Preview. to Appear
in Spring Issue _

The 1983 Convention of ABA will b

“held May 26-29 at.the Hyatt Regency
" Hotel in Milwaukee, Wisconsin. Thost

who have attended the convention ths
past two years, when it was also held i1
Milwaukee, have been pleased witl
Convention facilities and enthused witt
the Hotel's location with respect . tc

: restaurants, entertainment,. strolling .o

jogging, shopping, sight-seeing, ant

- brewery-touring,.

The Convention will feature a full twe
days of Dl events, including invite
speakers (Siegfried Engelmann an«
Lynne Anderson-Inman}, several sym
posia, a research showcase (poster boart
session), -an  ADI .information : am
display booth,  and other events. Th
program has been put together by Stai
Paine of ADI and the University o
Oregon and Marilyn Monteiro, of th
Irving, Texas, Public Schools. Th
poster board session is being coor
dinated by Gerry Gaydos of the Rich
mond, Texas, State School.

Watch for a detailed schedule -of.th
D1 at ABA events in the Spring issue ©
the Direct Instruction News. And star
now to make your plans for a pleasan
and informative spring  mini-trip t
Milwaukee.

and - the winner) i

Sims of the University of Alabama. E

- will receive his Ph,D. in Psychology =

Alabama this spring..His program ac
viser is a-long-time D] proponent an
supporter, Paul Weisberg.

Ed's research is on instructional desig
for academic skills and early childhoo
intervention. He ‘has - presented th

results of his work at the annual conver
tions of the Association for Behavic
Analysis

and. the Southeaster

Posimion WaNTED

Highly successful .preschool and
elementary teacher with 15 years ex-

perience seeks position in the Pacific

Northwest {prefer Portland, Oregon,
area). Extensive
DISTAR programs, intervention for
low-performing students, 'and parent
training. B.S., early childhood educa-
tion; M.S., guidance and counseling.
Certified in preschool and K-6 teaching
and in guidance. Will be in Portland
area March 26-April 5, 1983; available
for interviews at:that time. Available for
employment in July, 1983.

Please. contact Janet Lottman, 115
Ronni Dr., East Meadow, N.Y., 11554.
Phore: (516).731-3596. '

experience  with ~

Psychological Association and at the

~cent Convention on Behavior Analys

in Education. We look for addition:
work of educational significance’ i
Direct Instruction from Ed in the yea:
ahead, and we thank him for his intere
in ADI. For his winning entry, Ed wi
receive a paid membership in tl
Association—and, of course, fam
wherever he goes—both as an educat
and as a graphic designer.

" The logo is now being professional
drafted into ADI letterhead and a co!
vention banner. You will alsc begin !
see it regularly on the masthead of tl
DI News, beginning with the Sprin
1983, issue. Thanks to all of the entran
who took the time and showed the i
terest to contribute a design. And thar
you, Ed. You have given us an identi
at last,



. “model to deveio' :

By William Patching, Ed Kameenui,
Douglas Carnine, Russell Gersten,
and Geoff Colvin

- Various critical reading skills have

successfully been taught to students at
the high school and college level
{Brownell, 1953; Livingston, 1965;
Kemp, 1963; O'Brien & Shapiro; 1973).
Yet, to date, only one study {Wright,
1977) has compared different ap-
proaches to teaching critical reading
. skills to elementary school students us-
ing a valid experimental design. Critical

reading was defined as the set of pro- -
cesses or operations that occur when .

readers correctly identify valid and in-
valid arguments.

This definition of critical reading was
applied to three categories of invalid
arguments, Figure 1 presents the
" categories, the rules that students were
taught to identify, and examples of the
invalid arguments.

The experimental design compared
the performance of students in two treat-
ment groups with: those in"a no treat-
_ ment comparison group.

Procedures for the Systematic Instruc-
tion group were developed according to
the principles of instructional design ar-
ticulated by Engelmann and Carnine
" (1982) in their text, Theory of Instruc-

tion: Principles and Applications.
{special - attention ..should be pald to
- Chapter.9 and Chapter 120 _
Systematic Instriiction used the pnn-
ciples : of subsk:l] analyses, mastery
_»learning;i ‘ gniti’

" sequence, Students were taught on an in-
dividual basis by a teacher who was
" trained to follow scripted lessons that
specified how teachers were to explain
and model the application of the critical
-reading skills.

The second procedure, Workbook
with Corrective Feedback, utilized the

same instructional design principles, the -

same explicit staternent of rules, and the
same examples of the three categories of
invalid arguments. However, in this
case, rules and examples were presented
in the workbooks, rather than by the
- teacher. The workbooks were corrected

three-day teachmg _

Comprehensmn In'structaon

daily by the teacher and returned to the
students, so that they received feedback
about the correctness of their responses.
‘This procedure was selected since it
represented what Durkin found to be the
dominant instructional practice in cur-
rent reading programs (Durkin, 1978-79,
1981). '

Students in the No Intervention (Con-
trol) group were given worksheets from
a commonly used reading comprehen-
sion workbook program, that, like most
‘commonly used workbooks, did not ex-
plicitly teach critical reading skills.

All students were evaluated on a bat-
tery of measures that assessed critical
reading skills on three subskills. The
hypothesis was that students from the
Systematic Instruction group would per-
form at a significantly higher level on
these tests than students not given this
instruction and that students in the
Workbook group would score higher
than the Control group.

Subjects and Sampling Procedures

The subjects were selected from 4
fifth-grade classes in_two pubhc schools
in a community of 125,000 in the Nor-
thwest. Two criteria were used for sub-
ject selection. First,
demonstrate reading skills that would
enable them to read all of the tests and
workbooks that .they were required to
complete withoiit . excessive ‘word

' recognition difficulty. In addition, ‘sub-.
]ects were given.an 11-item screemng test
: it 'ahd.:

the three cateégo

jects who met the screening criteria were

‘randomly assigned to one of three

groups; each group was then randomly
assigned to one of the three treatment
conditions,

Instructional Procedures and Materials -

The 13 subjects in the Systematic In-
struction group were taught individual-
ly. Subjects in the other two groups
(Workbook with Feedback and No In-
tervention) completed their workbooks
or worksheets at their regular desks;
they were then checked on an individual

Figure 1
Category, Rule, and Example for .
Three Invalid Arguments

Category 1:

The ability to detect faulty generalization
Just because you know about the part, it doesn’t mean you know

Just because two- things happen together, it doesn't always mean .

“If you open that window, someone we know will get sick.”

A week later, John opened the window in the house and that night
his sister, Susie, became very sick. Opening the window must have

Rule 1:

_ about the whole thing.

Example: - Sue has Jong legs. She must be a very good runner,

Category 2: The ability to detect false causality

Rule 2:
that one causes the other.

Example:  John's mother told him not to open the windows in the house at
night.
done it.

Category 3:. The ability to detect invalid testimonial

Rule 3: Just because an important person in one area says something is

' good or bad in another area, you can't be sure it's true.
Example: Dr. Smith is a very good doctor and everyone likes him. He tells

people why they are sick and helps them get better quickly. When 1
wanted to buy a lawnmower, Dr. Smith told me that I should.

subjects had to °

14, Child:
ent C)nIy students with'scores of g2y

gum r160C
67 of below were incladed: The 39 sub- T

" Steps 12-17:

'tu jents to Detect Envahd Arguments

Figure 2
Lesson Script for Teaching Detection
of False Causality
Prior to introducing the falsé causality rule, review the faulty generalization rule.
Use correction procedures where necessary, _

Listen. Here's another rule. Just because two-things happen

When two things happen together, does that always mean that one

No, just because two things happen together, it doesn't always

Listen, I'm going to tell you two things that happened together.

“Mary 'wins every race she runs in. She wears her lucky ring dur-

L

Correction procedure for steps 6-9. If child is incorrect, have child

“Is that one

wears her lucky ring during every race. Listen, Here's another -
sentence Mary won the race today because she wore her lucky

Do- you know that Mary won’ the race because she wore her Iucky :

1. Teacher:
together, it doesn't always mean that one causes the other.
2. Teacher:
causes the other?
3. Child:  No.
4. Teacher:
mean that one causes the other.
5. Teacher:
_ ing every race.”
-6. Teacher: Tell me cne thing that happened.
7. Child: Mary wins every race she runs in.
8. Teacher: Tell me another thing that happened.
9. Chiid: Mary wears a lucky ring during every race.
read each sentence. After reading first sentence, ask,
thing that happened?” Read second sentence. Then ask, So
what's the other thing that happened?”
10. Teacher: What do we know about these two things?
11. Child:  .They happen together.
12. Teacher:” Yes, we know that Mary wins every race she runs in and she
o ring.” -
13. Teacher:- B
S e . oringl s

2

T ':that one causes the. other

17. Teacher:
given,

Another Example for Steps 5-11

Teacher:

appen

'6g'é'th’éi-,

~Yes, just because two thlngs happen together 1t doesn t mean that

one causes the other.
- 18, " Continue with more examp]es for steps 5-17 of‘sarne't'yPe as one

CK, here are two. other things that happened together.

Lenny started gettmg bad-grades in school last term. He and Jim
became the best of friends last term.

Did Lenny start getting bad grades because of his best friend Jim?

basis by the experimenter. In each case, .

intervention consisted of three
30-minute instructional sessions. Total
intervention time for the study was ap-
proximately seven weeks. During that
time, the interventions were im-
plemented continually for all three
groups.

Details of each instructional pro-
cedure follow:

Systernatic Instruction. The teacher
utilized semi-programmed, scripted
lessons and materials, a research pro-
cedure advocated by Gall (1977) to en-
sure fidelity of treatment.

Figure 2 presents an excerpt of the
teaching script for one segment of a
lesson. The sequence for the introduc-
tion of the three categories of invalid
arguments was: {a) the ability to detect
faulty generalization; (b) the ability to
detect false causality; and (c) the ability
to detect invalid testimonial.

The actual teaching sessions were con-

‘ducted according to the principles of
" direct instruction or active teaching ar-

ticulated by Stevens and Rosenshine

{1981), and Good and Grouws (1979)

DIRECT INSTRUUTIONNEWS WINTER 1983

These included brisk pacing of lessons
{i.e., 8 to 10 learning tasks per minute),
immediate correction of errors ysing pro-
cedures specified in the script, a high -
degree of immediate reinforcement for
correct student responses, and-teaching
to a mastery criterion {i.e., each student
was required to complete at least one

- practice example correctly without help

from the teacher before going on to the
next skill).

In the initial examples in each lesson,
teacher prompting was maximized to
make the suggested cognitive routine
overt. For instance, when attermnpting the
item in Figure 1 on detecting faulty
causality, the subject would be required
to read the passage aloud and the ex-
perimenter would ask, “Tell me one thing

that happened in the passage.” After the -
student responded correctly, the ex-
perimenter would ask again, “Tell me

another thing that happened.” After iden-
tifying the two things that happened, the
experimenter asked, “What do we know
about these two things?” The student was -

“ required to respond with, “They happen-

Contmued on Page 15"
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Strategles for Teachm 4 Natu ral
Scaeme Contem inJr.

i
¥

Unwersnty of Oregon '

i Upon entenng_ the lntermedlate
grades, students are expected to spend

considerable time working independent- ..
ly, reading textbooks to learn important .

factual’ information. Research "has
shown that although some. high per-
forming students possess efficient study
skill strategies, many average and lower
performing - students - do not. These
strategies can be taught, but much work
remains fo be done to determine how te
teach: ‘them most effectively. ‘
Research ‘on content area instruction
has' proceeded .in recent years along
several lines, including investigations of
learner strategies f{i.e., techniques for

structures {e.g., independent study,
cooperative or competitive group
work),. ‘and - text- organization . (e.g.,

visual dlsplays—mappmg and netwnrk-

ing).
The present study examined a com-
bination . of -variables taken [from

research on strategy teaching, task struc-

ture, and . text..organization. Sixth

graders:were randomly assigned. to one
instructional : treatmenits: - (1) -
visual dlsplays with strategy rehearsed
- (2) ivisual ;-

of four:

in a.group . task-structure

formance on a:commercial social studies
_ selection. which contained graphics, and

a consumer satisfaction questionnaire.

Sub]ects

The 84 sub}ects were all of the sucth
graders in a middle class region, Oregon

junior high school. Subjects were ran-

domly assigned to one of four classes by
the school administrator at the begin-
ning of the. school term. Consequently,
. there was a wide range of student ability
Tevels within each class. The class size
ranged from 19 to 24 students.

Setting and Teacher .

The teacher in -the study was the
school’s regular social studies teacher,
who'had'5 years of teaching experience.

This teacher taught each of the four

groups in the experiment.
Instruction - took place within ~ the

social studies classroom, and occurred at -

the regularly scheduled time for each of
the four groups. The treatments were
presented in the following order: visual
display ‘with group rehearsal, visual
display with individual rehearsal, tradi-

tional . instructiorn, and text w1th in-

dividual-rehearsal.

Materials and Procedures

Students in each group were presented -

the same acaderhic content, although the

teaching procedures used for each group -

were quite different. .All students re-
~ ceived. 15 lessons;. which spanned: 5
separate units: Each unit consisted of 3

lessons.. Lessoris were ' presented daily . -

and were generally 45 minutes iong

4 _QI@EQII-IN_SMQQQON;NEW' :

: by Craig Darch and Deuglas' Carnine _. :

from the: passa'ge,' a transfer test of per-_'

- tent,

igh Schooi

Thé topics for the 5 units of instruc-
tion represented areas covered in many

- ~middle “school ‘and -junior high text-
- books:

“ moisture, climate regions, western forest

‘temperature, -winds--and
regions, and prairie regions.

Visual Display, Strategy, and Group
Rehearsal. This group-was taught the 5
instructional units with a program called
Your World of Facts (Engelmann, Davis,
and Davis, 1982), consisting of a teacher
presentation, a strategy for compre-
hending visual displays of academic con-
tent, and instructional games -which

-allowed students to study and rehearse

the content in a small group format (see

-Engelmann & Carnine, 1982). The main

goal of the visual displays was to.teach a

system of ‘facts that was specifically

studying with the goal of retention), task  related to a topic.

The teacher presented the visual
display on the first day of each’ 3-lesson
unit, Group rehearsal occurred in a
game-like format on days 2 and 3 of
éach instructional unit. For this portion

" of the class, the students were divided
" into 4 to. 6 teams, each with about 5

students.  After playing the game for 15
minutes, monitors counted ‘the points

_for . their teams.. The teams compared
points and the. team w1th the most points -
* was declared the winner. Thus, coopera-

tion. occurred w1th1n groups -to ‘earn as

each student: (a) a copy of the visual

. display that was presented by the

teacher during the unit, {b) another
display that did not have the labels for
the individual cells within the display,

-and (c) cards that contained each of, the

labels for .the display. Students were
asked to: (1) read and rehearse the con-
using the labeled display; (2)
rehearse the content .using the non-
labeled display, with an immediate
check on accuracy; (3) same as (2), but

- with a delayed check; (4) use the non-

labeled display with random trials and
an immediate check; and (5) same as (4),
but with a delayed accuracy check. . -

- Text, Strategy, and Self Study. The -
- textual material for this condition -was

adopted from the scripts and visual
displays that were used in.treatments 1
and: 2. Expository passages were
developed that contained all of the fact-

ual information presented in the scripts. -
‘and visual. displays in the previously -

discussed treatments. The 7-step self
study method used for this treatment in-
cluded: (1) previewing (reading all
headings and subheadings); (2) reciting
each subheading; (3) asking questions

about: potentially important informa-

tion; (4). reading to find important
details; (5) rereading subheadings and
reciting important details; (6) rehears-

_ing;-and (7) reading again..

" Traditional Instruction. The develop-
ment of this treatment was based on.an
analysis of several commerc1a1 social

_studies texts and d15cu5510n5 thh 4

“many" points " as: possible,. but .groups ..
Tcompeted w1Lh each’other;to:be:the win- -

p
: _of the: class

except that a S-step self study procedure '
+replaced the game. - After . the - teacher |

completed - ‘the -script” for the visual
- display; the teacher would pass out to

g BT - Tablel
Means (M) and Standard Devlatmns (SD) for Posttest and Transfer Test

‘  ‘Posttest .  Transfer Test
Treatment ) ] N M* SD % Correct M** 5D % Correct
1. Display with Group Rehrsl. 19 12.71 1.4 85 533 1.9 67
2. Display with Indiv. Rehrsl. 24 1058 3.06 71 4.63 1.95 38
3. Text with Indiv, Rehrsl. 20.. 10.05 3,23 67 5.32 1.68 66
4. Traditional 21 9.30

~ *Maximum possible was 15

**Maximum possible was 8

241 62 387 161 48

'public school social studies teachers as
to what a good unit of study should con- -

tain;

Although there were 5 separate umts
taught, each unit was designed similarly
and contained the same essential com-
ponents. The first lesson in each of the 5
units contained a 20-minute introduc-
tory lecture, a group discussion on the
lecture topic, a brief written assignment,

- and feedback on assignment perform-

ance. The second day of each unit con-
sisted of an experiment and/or teacher
demonstration of film/filmstrip
highlighting the unitcontent, a question-
and-answer discussion, and small group
experiments, projects, or discussion. On
the final day of the unijt, students
worked together in small groups on

“various projects related to -the topic

(e.g.. a collage of weather-related pic-
tures), During the actual work on the
projects, the teacher would systematical-
ly rotate among the groups to discuss

each -group project and to help the

students .relate their work to-the unit
topic. The teacher also sefved as a.guide
to --ensure.. that -

' 'Measures

" Four expenmenter—rnade tests were

developed for .this study. Three of ‘the

measures assessed student perforimance
on the instructional curriculum: a
10-item pretest, a 15-item posttest, and
an B-item transfer test. The  other

"measure developed for this study in-

volved assessing consumer satisfaction

_relative to the teaching procedures for

each of the conditions; i.e., student at-
titudes toward instruction,

Results . )

Table 1 presents the descriptive
statistics for the posttest and transfer
test. The mean, standard deviation, and

- percent correct are given for each group.
On the posttest,
P

Group 1 (Display/
Group Rehearsal) had the highest mean
correct, 12.71 {85% correct). Group 2
(Display /Self Study) and Group 3 (Tex-
t/Self Study) had similar mean scores,
10.02 {66 % correct) and 10.58 (70 % cor-

discussion . révolved -
‘around the”major points.of  the: unit:
Near: the end of the: class period, the

. Honal} had the lowest mean score, 9.30

{62 % .correct).

Three planned comparisons were per-
formed on the means of the 4 groups on
the posttest. The first comparison con-
trasted Group 1 (Display/Group
Rehearsal) with the average perform-
ance of the other 3 groups. The dif-
ference was significant {(p = .001). The
second comparison looked at the effects
of visual/spatial versus textual presenta-
tions of information {i.e., Group 2 vs.
Group 3). The difference between Group
2 (Display/Individual Rehearsal} and
Group 3 (Text/Individual Rehearsal)
was not significant, The final com-
parison focused on the individual
rehearsal strategies (i.e. Groups 2 & 3
vs. Group 4). The mean for groups 2 and
3 did not differ mgmf:cantly from the
mean for group 4.

On the transfer test, the Display/
Group Rehearsal students again had the
highest mean score (5.33, 67 % correct).

. The means and standard deviations

_for the consumer satisfactions questions

appear in Table 2. Since each item
tapped a differerit: -aspect of mstructmn,

. the'_item: scores “were. analyzed - i
est: - dividually. ~For " each:: “of i the " 1tem5,
L --D1splay/Group Rehearsal - ‘was ' rated

most highly.

Discussion _

Visual spatial displays, in conjunction
with instruction on’a rehearsal strategy
and a group task-structure, seem to be

viable instructional devices. This treat-
ment group had significantly higher

-scores than the other treatments (except

for the Text/Individual Rehearsal on the
transfer measure). The Visual
Display/Group Rehearsal was also the
only treatment in which the posttest
mean (85%) approached a mastery
level.

Visual displays and cooperative
within-group learning (with competition
between- groups} may have helped the
students to identify more easily the im-
portant concepts in the unit. First, the
visual display allowed the teacher to
dispense with much irrelevent detail that
may have distracted students from the

rect), respectively. Group 4 (Tradi- Continued on Page 5
Table 2
Means and Standard Deviations for Consumer Satisfaction Questions
1. Display 2. Display - 3. Text
, . with Group =~ with Indiv. with Indiv.
: Que’stioh Rehearsal Rehearsal Rehearsal Traditional
M SD M SD M 5D M 5D

Enjoyment 2.68 .38 2.50 .60 2.23 .33 2.58 .58~
. Usefulness 2.57 .60 2.10 .78 2.04 .49 2,54 .65
_ Amount-of : . ' '

Learning - - 2.26 .87 .. 2.25 .63 " 1.38 .80 2.12 .67
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rofessional Growth

an Individual Challenge

Cathy Method
Bethel-Eugene-Springfield
Teachers' Center
Eugene, Oregon

Editor's Note: Cathy Method is current:
ly Director of the Bethel-Eugene-
Springfield Teachers’ (BEST) Center.
Prior to becoming Director, she was
Coordinator of Inservice Planming for
the Center, She has extensive experience
in meeting teachers’ training needs and is
emminently qualified . to address the
topic she has chosen here—helping
teachers continue. professional growth
and development in the face of declining
support for such activities. We welcome
" her suggestions enthusiastically and

thank her for this timely contribution to
- ‘the column—].C.

The Future of inservice training pro-

grams for teachers is uncertain; Budget -

cutsat -all- levels’ (Eederal -state; Hocal)

“‘will"have ‘an impact on' the availability .-

of professional development prograrns
and the degrees to which these programs
-are able to provide quality inservice
training. The individual teacher will in-
creasingly be expected to cover her/his
own .expenses for conferences and train-
ing events. As inflation cuts deeper into
teacher's pocketbooks, it will become
more difficult for teachers to. keep up
with ever-changing educational trends
and new teaching techniques.
~ Four years ago, federally funded
teacher centers entered the world of
education. Teacher centers provided the
opportunity for teachers to have a voice
in training programs that would help
them gain knowledge and skills that they
felt were important to teaching. This
year, many of them, including the
“Bethel, Eugene, Springfield Teacher
(BEST) Center in Eugene, Oregon, will
close their doors because of lack of fund-
ing. While these centers may close
physically, it is hoped that the
philosophies and the influence they
‘brought to education will continue.
BEST Center operated with the philo-
sophy that effective training should be
designed to meet teacher perceived
needs, and should give teachers a voice
in deciding how the training is provided.
That philosophy proved successful.
Owver 1300 educators took advantage of
the services offered by BEST Center,
with teachers spending hours of their
time attending training events.
Teachers gave of themselves, while
BEST Center offered a support staff to
provide names of resource people, make
initial contacts and provide funds for in-
structors/consultants, What BEST
Center soon discovered was that the
most appropriate instructor/consultant

was - often -

_ Iﬁvﬁlvé the SchoofPrmcxpa] .

“JANE COTE -

‘the teacher down the hall”
and the Center came to rely more and
more on classroom teachers to conduct
training events or to serve as consultants
for their colleagues.

The experience of BEST Center can
serve as a model for teachers who wish

to continue to grow professionally when -
many of the programs they have relied

upon are no longer available. The
following suggestions are offered as a
means of helping teachers reach out and
continue to grow professionally with a
minimum of personal sacrifice and ex-
pense.

Become An Instructional Leader

Every classroom teacher is a leader by
the very nature of their role in the
classroom. They have only to take that
small step from being a leader in the
classroom to becoming a leader among
their colleagues. An instructional leader
is one who keeps up on current trends in
education, investigates new curricular
programs and tests new teaching tech-
niques. As a leader, you have the oppor-
tunity to promote sound instructional
practices, share and develop curricula
and influence your colleagues, Leader-
ship provides a basis for continual
growth and challenge.

Promote Tradeoffs

Getting to go to an important con-
ference may often make the difference
between standing still and keeping up
with current - trends in" education. If

. Eunds Eor traveI and trammg in your
- district are- Timited; offer” to provide ..
~training session for teachers at home:in .-
return for travel expenses. A wise ad- -

ministration will recognize that it is
much more cost effective to fund a-con-
ference when you can train 30 teachers
for the price of one. Use your free time
at the conference to gather and organize
material so that you will have handouts
for your colleagues without having to
spend additional time gathering them
later. In addition, promote the idea that
people who attend conferences share
materials with colleagues so you can
keep up on those events you are unable
to attend.

Develp Partnerships for Learning

Learning new teaching techniques in-" -
" volves more than just a one-shot train-

ing session. Follow-up can often be ac-
complished by teaming up with a fellow
teacher. Find a teacher willing to attend
the training session with you and be sure
to get a handout or to take notes on all
the key points of the new technique.
Return to your classroom and begin us-
ing the technique, then ask your partner
to observe you in the classroom and pro-
vide feedback on your performance. Ex-

change roles until both of you are feeling
.comfortable with the new technique.

Meet periodically to discuss any prob-
lems or new ideas. Be sure to maintain
contact with the original trainer so you
will be able to get answers to questions
as they arise. Get their address or phone

number before you leave the training

event.

: Be assertlve about Jetting. ,-your prm-..:-

,'Ieam a 'new.sklll or to improve upon ar.
‘old one. The ‘principal can-use her7his -
influence to bring trairiers to the'school;”

particularly if that person is'someone

teaching elsewhere in the district. They.
can also use their influence to help you -

receive outside training, especially if you
are willing to serve as a model for other
teachers in your building. Never allow
yvourself to feel intimidated by re-
questing training; lifelong learners are a
gift to society.

Join an Inservice Committee .

The best way to influence the type of
training offered in a schoacl district is to
involve yourself with the committees
that make decisions about staff develop-
ment, Know who the key people are in
your district and get know them.
Volunteer your services—don't wait to
be asked.” You'll probably be remem-
bered next time an cpening comes up.
Find out what the teachers need and

‘want for training and share that infor-

mation with the committee or council..
Insist on quality and that instructors
meet the needs of teachers. Don't settle
for four hours of theory when what you
really needed was four hours of instruc-
tional techniques. Use your influence to
see that an appropriate evaluation form
is developed and used for all training
events. See that the information gleaned
from the evaluations is used. BEST
Center makes a practice of surnmarizing
all evaluations and sending a copy to the
instructor. The results are used to im-
prove future training events. Serving on
training committees can provide you
with an opportunity to keep learning.

They usually have information on recerit.
research in' education-and. the latest cur- - -

Expand Your Honzons

- :.ncular matenals and they keep current-_
On 4 effectlve trammg programs .-

" The world. of education is often ex--
panded. for students by involving the
community. We use guest speakers to

" enhance the curriculum for students and
- we can also use them to provide training

for teachers. An example of this might
be to involve a member of a public utili-
ty in designing a curriculum unit on
energy. A banker might be willing to
conduct a training session for teachers
on investment banking, Universities and
colleges often keep a list of people will-
ing to speak to groups or to conduct
training at little or no cost. The teacher
who is searching for ways to continue to
grow professionally .should investigate

-all the sources available in the communi-

ty. In education, we have discovered
that the “expert” is often the teacher
down the hall. We may also discover
that the “expert” in the community is the
person actuaily doing the job., i

The above suggestions are not all-
inclusive for solving the problems of in-
service training during times of
economic hardship. However, they pro-
vide a place to begin exploring alter-

“natives to the more traditional programs

for staff development, Education cannot
afford to stand still,

PR,

; 1mp0rtant aspecl:s of a urut On another'

level, the practice of relevent concepts is!
greatly enhanced by the peer feedbacks
provided in the group study procedure.:
Although visual displays with
strategy and a group task-structure form®-
a potent combination of instructional
components, removing any of the com-
ponents seems to diminish. the treat-"
ment. For example, posttest scores for”
both the Visual Display/Individual’
Rehearsal and the Text/Individual
Rehearsal were lower, suggesting . that
the group task-structure is superior to,
individual task structures. The group’
rehearsal procedures also made it quite’
easy for the teacher to monitor students’;
progress—thereby minimizing student
behavior. problems—which tended to be -

a problem in the other groups.

The present finding are comphcated
not just because they combine interven-
tions from various research areas, but.
also because the setting of this study dif-
fered considerably from cther studies. In:
the present study, an entire classroom:
received - instruction from a single:
teacher, This situation is very realistic,;
but it makes comparisons with other:
studies, in which students were taught:
individually ‘6r in small groups, difficult.;
Because of the predominance of entire:
class instruction in the content area,
these questions about task structure,’
visual displays, and learner strategies
deserve further attention.
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By Linda Meyer -‘ Continued 'f'ro'm“Pég'e.'1

research for over half a century pointed
to the superiority of the code-emphasis
approach _for . reading instruction
through the end of -third grade. Subse-
quent -surveys of successful programs
(Guthrie; - Samuels;  Martuza, Seifert,
T¥ler; & Edwall, .1976) also pointed to
the inclusion. of a-phonics component.
Support for a.code-emphasis approach
has come from research and practice
(Chall; .1967). and program -review
(Guthrie;-et alZ, 1976}, yet the Beck and

McCaslin study -is the first analysis in

which researchers compare a number of

reading programs using the same criteria -

to look carefully at each program’s con-
tent and pedagogy.

Selecting t'h.e.-Programs

Beck and McCaslin focused their -

review on the eight programs most fre-
quently used with compensatory educa-
tion students, They also selected pro-
grams to represent a variety of early
reading approaches. They wanted to
analyze  programs that clearly
represented code-emphasis and
meaning-emphasis approaches.
Therefore, they included programs
published by Ginn (Reading 720),

Houghiton> Mifflin, " Scott. - Forseman

(Open - Highways), ‘Macmillian- {Bank
Street - Readers), -~ Merrill (Linguistic
Reading  Program}, . iH_g

{Distar
programs;
empha:

Mifflin; - Bank:'Street, and- Open
Highways); “and four- code-emphasis
programs (Distar, ‘Sullivan, Palo Alto,
and Merrill}, -

The i meaning-emphasis - programs
have phonics components in that they
present phonics exercises in their lesson
plans while -adhering to a whole-word
approach, In ‘these programs, phonics
exercises are riot applied as the students
identify new words. These programs ap-

pear . to include phonics practice while

maintaining their -primary focus on
word recognition and comprehension.
The code-emphasis' programs, on the
other hand, present reading as a more
developmental process, a  process that
progresses‘from an initial focus on.word
recognition and then on recognition and
comprehension. All eight of these pro-
grams state that their goals are to teach
decoding and comprehension, though
they go about achieving these goals in
very different ways. Beck and McCaslin
were,  therefore, confronted with pro-
grams having very different orientations
that purported to have the same goals.

The Analyses
General Characte'i'istics :

The first analysis-involved determin-
ing comparable points, such as the mid-
dle or end of the first year, within each
of the eight programs to assess what
each of the programs had presented at
those : points. It - was- important . to

establish these points in_brder to com-,
pare. skills across-programs. ‘This. task -

was more complicated ‘than it appears

6 . DIRECTINSTRUCTION NEWS,

rcourt Brace -

Reading’ Pro-

programs: w itl'{“_ﬁh‘b_ﬁicg":'cpm_i_-:
ponents(GinnReading-720; Houghton

WINTER,1983: .

. since the programs are organized dif-

ferently, with some programs consisting
of stories without guidelines for how
long the stories should take to teach.

In ‘addition, there are marked dif- -

ferences in lesson organization. All of
the code-emphasis programs present
skill development prior to story reading.
Distar is a particularly good example of
this, as the first 36 lessons {(covered in
approximately 7 weeks of school) are
100 percent skill development. The first
story appears on lesson 37. With the in-
troduction of the first story, word-

" attack practice precedes story reading.

The lessons are organized to provide
practice on” new sounds and words
before the students read those words in

stories.

The basals, on the other hand, all
have lessons organized for story-reading

* before phonics practice. In these lessons,
the students use context and picture
clues to figure out new vocabulary. The

phonics exercises appear sporadically
after story-reading and sight words, or

whole word reading is practiced during

story reading. One exception is in Mer-
rills’ Bank ‘Street Readers. The Bank

Street program presents some word-

attack practice before ‘and some word-
attack practice after story-reading. It
presents sight word, or whole word

reading, during story reading. It is the’
only one of the-eight -programs in this -
- analysis that presents word-attack prac- © oo T Tl

] it nieno o Distar-and Bank Street ‘sequence let-

tice on: th1 ééhéc:l_qie:

o determine; (a) what,

organization t

e

" when; and (c). how reading -skills -are-.
- taught, and the extent to which the:skills .-
taught ‘made the inductive process. of.
WOr'c_l'récoghitioh.eésiét.for the students,

~ They counted the number, of graphemic. .
units taught in each of the eight pro-.

grams, recognizing Ehat there is disagree-
ment about how.many phonemes are
unique, and therefore necessary, to
cover the different sounds.

Letter/Sound Correspondences .

There is no simple way to summarize
the Beck and McCaslin graphemic
count. The number of graphemes taught
in meaning-emphasis programs ranges

“from 111 in Houghton Mifflin to. 65 in

Open Highways. There is a similar range
for the code-emphasis programs
(Sullivan - 135 and Distar 65). The
average number of graphemes taught in

‘the eight programs is 95. As this count

revealed no consistent patterns for either
the meaning-emphasis or code-emphasis
programs, Beck and McCaslin delved
further to determine which cor-
respondences are taught. :

Using this criterion, Beck and Mc-
Caslin found unanimous agreement for
teaching short vowels. They found
similar agreement for teaching single
consonants, but much less agreement for
teaching long vowels, digraphs, dip-

thongs, controlled vowels, double con-.

sonants, initial and final consonants, in-
itial and final consonant digraphs,

vowel variants or other graphemic units.-
This inconsistency suggests that. the.
eight ~.program authors disagree - on.
which-graphemes are. most-important.:

Beck -and McCaslin -offer two explana-

‘tions. for these discrepancies.. First,- the'.
.. graphemic-units differ: in: utility —some: . -

are simply more useful to develop first

and second reading vocabularies. Sec-
ond, the programs differ in how they ex- -

pect students to transfer from graphemes
explicitly taught to graphemes transfer-
red from those taught. To examine this
issue further, they next studied the se-
quencing of the correspondences, taking

into consideration letters that look alike,
letters that have more than one sound, °

letters that combine.to produce a new

sound, and the ease and utility of cor-

respondences. Table 1 illustrates a rank-

_ing from Beck and McCaslin's analyses

of these variables,

closely by Sullivan, Merrill, and Distar.
Houghton Miffiin, Ginn 720 and Open
Highways introduce digraphs much
later.

The fourth and final category of let-
ter/sound correspondences explored
was what Beck and McCaslin called,
“Ease of Correspondence Learning and
Utility of Correspondences.” They
grouped these two variables together,
stating that the only meaningful assess-
ment of a letter's ease of learning is its
utility of correspondence—how useful
the letter is for reading words. In other
words, Beck and McCaslin recognized

Tabie 1. Comparison of Eight Programs for:
- ~ Letter/Sound Sequencing, Multiple Sounds,
Combinations, Ease and Utility of Correspondence

Sequencing  Multiple Letter Correspond- Sum
P Sounds Combos ence Learning
(Diagraphs) & Utility
Sullivan 1 1 5 ; 4 11
Houghten Mifflin 1 4 5 1 11
- Bank Street 4 4 3 3 14
Palo Alto 1 1 1 5 B
Merrili 1 1 3. 4 9
Ginn Reading 720 1 4 3 1 9
Distar 5 5* 5 4 19
. .Open Highways 1 1 5 1 B

“*Extrapolated ranking because of “extreme position of a set for regularity,”

' Beck and McCaslin, 1978 (p. 26). -

ters: effectively,! as demonstrated ‘most:

dramatically. by  their separation: of ‘b
" and-d. Generally; -the ‘other programs
- present. - these letters much . closer
- together. In determining how effectively

the programs separate the short and long

vowels, as an indication of how the pro-

grams.separated letters that have more
than one sound, Beck and McCaslin

 found Distar to be unique in its use of a

special alphabet that includes a different
symbol for each sound presented for the
first year and a half. They endorse this
procedure as a particularly effective way
to deal with potential confusion when
introducing multiple sounds for one
symbol. They question either presenting

multiple sounds for one symbol too -

close together, or too far apart. If the
symbols ~are presented too close
together, many students will be con-
fused. Likewise, if the multiple sounds
for one symbol are presented too far
apart, students may have trouble
because they have become so practiced
in a single identification of the symbol.
Houghton Mifflin, Bank Street, and
Ginn 720 also separate the introduction
of the second sound by a reasonable
length of time..

Next, Beck and McCaslin compared
digraphs, “two graphemes that combine
to produce a single sound,” (p. 33) to see
when the first digraph was introduced.
They believed that programs should in-
troduce a digraph early in the program,
Jest children think that each symbol can
produce only one sound. In this
category of letter/sound corresponden-
ces, four of the programs introduced
digraphs early, while four delayed the
introduction of the first digraph until
late in the first grade—or even as late as
thie middle of second grade. Palo Alto
introduces ; a - digraph- first, - followed

the need -for the letters. to. form real
words. They examined Coleman's {1970)
Tist  of “easiest-to-learn’ grapheme/pho-
neme - correspondences - to - help them
assess the order of symbol introduction
in the eight programs. Then they made
word lists from the First fifteen let-
ter/sound correspondences - taught in
each program. Inthis analysis, Palo
Alto again scored highest by producing
a word list of more than 100 words,
while Sullivan produced approximately
sixty words, and Bank Street, Merrill
and Distar each produced about thirty-
eight words.

The sum of scores from ranking the
programs in each category in Table 1
shows Distar as the highest-ranking pro-
gram, followed by Bank Street, with
Sullivan and Houghton Mifflin tied for
third place, and Merrill and Ginn 720
ranking fourth. Open Highways and
Palo Alto are Fifth. .

But letter/sound correspondences are
only one aspect of beginning reading in
each of these programs. Next, Beck and
McCaslin looked at how the content of
the programs is taught. They compared
the teaching methods in each of the eight
programs.

Teaching the Programs _
In this analysis, Beck and McCaslin

focused on how the programs directed

the teachers to teach the short vowel e or
i. Most of the information for this part
of the analysis came from the teacher
guides, except for Distar, the only pro-
gram studied that provides a script for
the teacher to follow for all parts of the
lesson, Beck and McCaslin evaluated -
whether or not they felt students would
be able to master the letter/sound cor-

' Continued on Page 7



Continued from Page

respondences based upon the instruction
the programs provided to the teachers.
They also looked at whether the
teaching is sufficient to teach blending.
Thus, this analysis was limited to a
review of the code-emphasis programs.
Table 2 outlines the skills taught in each
of these four programs.

Table 2 Program Characteristics

in Four Code-Emphasis Programs -

1. Distar

. direct approach

. pure auditory.

. symbol identification
. symbol discrimination
. blending practice
very frequent review

o AN o

2. Sullivan ‘
a. long/short vowel discrimination
b. whole-word teaching .
c. ch1ldren unable to synthesue

Palo Alto

a. teacher-directed

b. letter/picture identification

¢. synthesizing activities (e.g.,
spelling) '

d. children will synthesize

4. Merrill
a. teacher-directed
b. strict linguistic approach
- c. word, smallest unit for
. pronurciation.. .
- d.-synthesis not: exphatiy taught
e.-:jch1ldren unable to syntheslze

o

Table 2 shows substantial differences

in the programs, Distar is the only pro-

: gram with blending practice, frequent
review, and a direct approach. Sullivan

- actually uses a whole-word teaching ap--

proach. Palo Alto and Merrill are both
‘teacher-directed, but Beck and McCaslin
-judge that neither of these programs is
designed in'such a way that the students
will synthesize the exercises to learn a
decoding strategy. Beck and McCaslin
went on to examine the amount of direct
teaching in the programs. They believed

" . that for their target population, compen-~

satory education students, the program
with the most direct correspondence be-
tween goals and instruction would be
the strongest.

~ Code-Emphasis Programs. This por-

_tion of the analysis extends the points
presented in the previous sections and
focuses on the explicit instructions given
‘by the teacher, Beck and MeCaslin make
several points in this section, Iooking
first at the code-emphasis and then the

meaning-emphasis programs. They
identified six major findings:
1. Only Distar presents direct let-

ter/sound associations.

2. The letter-naming that is taught in
Sullivan, Palo Alto, and Merrill com-
petes for instructional time with other
correspondences.

3. Training.and letter-writing activities
in Distar, -Palo Alto, and Sullivan
may help to focus the children’s atten-
‘tion on the critical aspects of the let-
-ters,

. 4. Palo Alto's picture correspondence
practice with letters may contribute
nothing to the children’s learning.

~ findings by ranking the code-emphasis

- 2. ‘Houghton Mifflin

b"cornpllcated mstructlonal S

_ complicated, and that the programs lack

meaning-emphasis programs will be in-
adequate for students who have trouble
learning to read. :

5. Only Distar provides a specific
strategy for teaching blending.

6. Reading vocabularies in all of the
programs are generated from the let-
ter correspondences taught up to that
point.

Beck and McCaslin summarized therr

Conclusions and Suggestions

The Beck and McCaslin study is a
careful analysis of eight beginning
reading -programs. Their primary task
was to examine programs. most often
used with compensatory education

programs in this order: (1) Distar, (2)
Palo Alto, (3) Sullivan, and {4) Merrill,
Similar - reviews follow for the.four
meaning-emphasis programs.’
Meaning-Emphasis Programs, Table 3
outlines the skills taught in the meaning-.
emphasis programs.

program characteristics, (2) how let-
ter/sound correspondences ‘are taught,
and (3) the pedagogy of the pro-
grams-—how the skills are taught. They
~ began with the premise that programs
would be more successful with students
who have trouble learning to read if the
programs present phonics exercises and
utilize those exercises to develop reading
vocabularies.
programs into four that represent the
code-emphasis approach and four that
represent the meaning-emphasis ap-
proach. This division allowed a com-
parison of the general characteristics of

Table 3 Program
Characteristics in Four
Meaning-Emphasis Programs

1. Ginn
a, letter correspondences taught
~ frequently with pictures
b. many pure auditory tasks
- ¢. word identification through

context h ch 1
d. teaches rules for long/short vowe] the fwo approaches as Weu as al
identification analysis of specific - characteristics of

each of the eight programs. .

The authors’ analyses focused on the
way the materials were sequenced, the
examples given, and the exercises pro-

e. complex instructional vocabulary
f. little direction for teachers
g. labeling word patterns
h. anticipate students will have.
o problems

. lessons. ™
a. ‘combmed letter sound/ context .
e rgtrategy R

i conclude “that; " "the’: pedagogy
"teaching’ correspondences is the most im-

vocabulary ~ portant variable to be ‘considered. If the
- c. consistent instructions, daﬂy - pedagogy is so convoluted that the cor-
reinforcement respondences cannot be learned, or if it

requires skills that young readers do not
have, it matters little that the _program
contains exquisite sequencing” (p. 68).
This conclusion weds the importance of
programming strategies (how the
materials themselves are sequenced) to
teaching strategies (how the teacher
delivers the program). They conclude
that while most compensatory education
students will perform successfully in the
code-emphasis programs (Distar,
Sullivan, Palo Alto, and Merrill), only
in Distar and Palo Alto will students
learn the frequently neglected blending
skills that actually enable them to
decode words, Further, Beck and Mec-
Caslin conclude that students who have
trouble leaming to read will be unsuc-

d. multiple sounds introduced for a
single letter '

e. anticipate students will have
problems

f. no word building activities

3. Bank Street
a. pure auditory beginning lessons
b. difficult short vowel
discriminations :
¢. fair amount of repetition -
d. some word-building exercises

Open Highways

a. long and short vowel words
introduced simultaneously

b. practice directed at sorting long
and short vowel words

c. complicated instructional
vocabulary

d. large number of rules presented

e. anticipate students will not learn
the correspondences

=

programs. They also feel that basals
have changed little since the appearance
of Chall's Learning to Read: The Great
Debate (1967).

" In conclusion, Beck and McCash_n
state, “we ourselves favor the direct
teaching of letter/sound associations,
not only for the increased transfer
abilities, but also for the initial ease of
acquisition” (p. 70). They suggest that

From the Table 3 analysis, Beck and
McCaslin conclude that compensatory -
education students will have doubtful
success in any of the meaning-emphasis
programs. They -point out that the

teaching sequences in these programs are
that the students have sophisticated

. auditory skills has a greater chance of
success with larger numbers of students.
They go on to add, “we consider Distar
to be the program most effective in

the explicit instruction necessary for suc-
cessful beginning reading instruction
with compensatory eduction students.
They also point to studies demonstrating
the difficulty that compensatory educa-
tion students often have with phoneme
recognition, From their own clinical ex-
periences and their program analyses,
they fear that the strategies in the

target population” (p. 70-71). They
draw parallels from their- program
analysis to Rosenshine’s (1976) defini-
tion' of direct instruction and go:on to

students to determine: (1) ‘the general -

They divided the eight

vided. They also looked at how the
teacher ‘was instructed -to- deliver: the:
‘Their - examination -of - the"
.pedagogy forced. Beck and McCaslinito.

cessful it taught through one of the basal -

present their model of direct instruction

for teaching beginning reading;:

1. direct letter/sound correspondence
instruction,

.2. a definite instructional strategy for
teaching blending,

3. repeated opportunities to apply

learned correspondences and blend-’

"’ing to the words in connected text {p.

72).

This - analysis has implications for
teachers faced with evaluating published
instructional programs. In general,
teachers should:

- 1. -identify the most zmportant skills for

the level of the program;

2. compare programs simply on these

variables;

3. look carefulty at how the program is .

sequenced and how it is to be taught;
and

4, determine how much and what kind
of practice appears in the program.
These relatively simple guidelines

e

U

ra

should help teachers evaluate materials

in a meaningful way-—and should help
beginning readers master
without undue difficulty.
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Correction

In the last issue of the DI News, the
research summary reporting the early
findings of the DI High School Follow-
up study incorrectly listed = Russell
Gersten as Director and Linda Meyer as
Coordinator of the research in P.S. 137
(New York City). Meyer is Director of
the research project at the New York
site, and Gersten serves as' Research
Analyst there. Gersten is Director of the’
study at each of the other follow-up
sites. We apologize for this error. (Eds.)
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IThe authors extend their thanks to
Susann Brown, Ruth Ann Cummings,
Lynn McCormick, Marcia McMahon,

Eva Trevino and Sally Wood. As Ap-

plied  Research supervisors, their
assistance in the development and .im-
plementation of the checklists and super-
vision model was invaluable,

The Title I Schoolwide Prdject was a
two-year direct instruction implementa-

tion .involving two early childhood -

elementary -schools (kindergarten
through third grade) in the Dallas- In-
dependent Scheool District (DISD).
Eighty percent of the students in each
school met the school lunch criterion for

economic deprivation, In the project, .

both Title I and non-Title I students
received:the same daily instruction. The
curriculum consisted of direct instruc-
tion programs (DISTAR. reading,
language.. and arithmetic, Spelling
Mastery, Corrective Reading and Cor-
rective Math). This article will focus on
the teacher - supervision component of
the Schoolwide Project.

Each school was staffed with eight to
ten . teachers’ per. grade level. Student
population-in-each:school was between
450 .and 500" stiidents “(teacher-student

ratm of 1 to 15) Three pro]ect super

tablhty pr
coordmator wnrked through district ad-
mlmstrators and building principals and
monitored-the supervisors. The systems
analyst coordinated the instructional
management process. .

Project Goals

The ma}or goal of the Schoolwide
Project - was to- raise the academic
achievement of paricipating students to
grade level or above. This was done by:
(1) using direct instruction programs to
teach reading, math, language and spell-
ing; (2} implementing a supervision
model to ensure that the programs were
being utilized effectively; and (3) design-
ing an instructional management system

to. monitor the critical variables con-

tinuously. These variables included
teacher effectiveness, lesson progress
and content mastery, '

Supervision Model

The supervision model was designed
to ‘ensure that teachers implemented the
curriculum effectively. It allowed for

-recognition of skill strengths and
remediation of skill deficits. Supervisors
used multiple measures to guide their
decision regarding classroom interven-
tions. The major measures used were:
(1)'rate of lesson completion and student
worksheet -errors, as collected daily by
teachers and summarized weekly by
supervisors; (2) student performance as
indicated on criterion-referenced tests
administered throughout the year; and
{3) teacher performance, as evaluated by
the supervisor on teaching and manage-
ment skllls checkhsts '

aff The proyec-t':.'.f'.'_

Supervisor Schedule

To efficiently schedule -their time,
supervisors tracked which groups they
had and had not observed and/or

_evaluated on a Monthly Summary

Sheet. Supervisors noted what type of
interaction had occurred (e.g., super-
visor observed, consulted, taught group,
etc.). This form allowed supervisors to
scan their pattern of contact with
teaching groups quickly and make deci-
sions about what groups needed to be
observed.

Teaching Skills Checklist

Direct instruction teaching skills have
been outlined by Project Follow
Through staff in a supervisor's manual
(Skillman, Garcia and Witcher, 1977).
During the first year of the Schoolwide
Project,. staff used the Follow Through
Model’s Teacher Performance. Form to
assess teacher skills. This form prompts
the supervisor to monitor knowledge of
formats, use of signals, pacing, teaching
to criterion, use of reinforcement and
corrections, provision of individual
turns, and observation of students while
responding, as well as to give the teacher
an assignment to help improve any skill
deficiency. However, these skill areas

had not been defined to allow for effec-

tive shaping of teaching skills. Variabili-
ty -existed in terms of supervisor and
teacher. definitions of such categories as
“criterion: teaching”. and  “corrections.”

-dent,

Other categories were so general, e.g.,
“reinforcement,” . that explaining an
assignment for a teacher became very
difficult. Also difficult was the process
of training new supervisors to observe
and specify relevant teaching variables.
As part of the Schoolwide Project, the
supervisory staff specified the
behavioral components which make up
direct instruction teaching skill
categories, During the second year of the
project, a diagnostic teaching skills

checklist based on these categones was

piloted.

Upon first observing a group, the
supervisor completed an assessment to

.determine strengths and weaknesses in

teaching and management skills. This
assessment consisted of one or more
observation sessions, after which the
supervisor rated the teacher's perform-
ance -on all checklist categories. The
supervisor then selected the skill areas
on which to provide training, and pro-

" vided the teacher with an assignment on

the appropriate diagnostic teaching or
management skills checklist.

Figure 1 depicts the checklist used to
assess a teacher’s skills in delivering
teaching formats using appropriate pac-
ing, In using this form, the supervisor
would observe and rate the teacher in
each category, making notes and com-
ments as needed. Consistency of skill use
was also rated. If the skill was not evi-

the teacher was rated .in. that

category as “skill improvement needed.”
The supervisor then made relevant
assignments, .

As soon as possible following the
observation, the supervisor and teacher
met to review briefly the ratings and the
recommended assignment. If an assign-
ment was made, a follow-up visit was
planned by the supervisor. Once the
follow-up observation occurred, the
teacher, supervisor and principal each
kept a copy of the completed assignment
sheet.

Management Skills Checklist
the First

Dﬁring year of the

" Schoolwide Project, the focus was on

building a teaching staff skilled in
presenting direct instruction programs.
Although classroom management issues
were addressed, they were not em-
phasized until the second year. Prior to
the start of the second year, the project
staff planned a series of inservice ses-
sions to provide teachers with standard-
ized training in the area of classroom
management. Nine workshop units were
implemented during the fall inservice.
To monitor and shape teacher
management skills effectively, super-
visors rated teacher performance on a
set of management skills checklists.
Figure 2 depicts the checklist used to
assess the use of rules and procedures.
The management skills checklists were
used in the same fashion as the teaching

skills checklists.

Flgure 1

Tltle I Schoolwxde Pro;ect — Diagnostic: Teachmg Skllls Checkhst

Teacher ~ _ Group Level, Lesson
Supervisor Date School
= Consistent use of skills = Inconsistent use of skills 3 = Skill improvement needed
Initial Follow-up Comments
Skill Area: FORMATS
1 2 3 1 2 3 1. Presents entire exercise without skipping tasks.
1 2 3 1 2 3 2. Presents tasks in correct sequence.
1 2 3 1 2 3 3. Uses correct wording specified for task. -
1 2 3 1 -2 3 4. Follows teacher directions specified for task.
1 2 3 1 2 3 5. Requires that students give the correct response throughout the task.
1 2.3 12 3 6. Presents all tasks so that students can hear teacher and see materials.
1 2 3 1 2 3 7. Isfamiliar with formats; e.g., avoids studying the book during the lesson.

ding.

=
%)
4]
C
b
(]

5.2 At a normal rate; i.e.,

Skill Area: PACING :
1. Presents task quickly (teacher begins the directions for the next question or correction im-
mediately after students make a response).
12 3 1 2 3 2. Pauses for longer period of time before signaling on a difficult task; i.e., provides adequate
' thinking time to minimize student errors, :
3. Maintains student attention by varying the presentation.
3.1 Varies voice inflection during presentation.
. 3.2 Provides change-up activities on difficult tasks.
1 2 3 . 1 2 3 4. Requires students to respond in normal voices; i.e.,

5. Requires students as a group to answer:
5.1 With expression; i.e., students vary voice inflection while responding (non-mechanically).

avoiding dragging, droning responses.

1 2 3 1 2 3 6. Provides transition statements; i.e., you got it, right.

teacher corrects for overl'y loud respon-

Recommended Assignment:
Date due:

Date checked out:
Follow-up comments:
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Summarizing the Checklist Data

Use of the checklists helped super-

visors set their goals and priorities in
working with teachers. Once a month,
each supervisor met with the project
coordinator to review teacher strengths,
recommendations, progress and super-
visor plans to remediate teacher skill
deficits. The initial assessment using all
checklist categories gave supervisors an
overview of each teacher. Setting goals
helped supervisors plan realistically in
terms of working continuously with 12
to 15 teachers.

Twice a semester, SUpervisors sum-
marized their subjective ratings of
teacher skills on a Global Rating Form
shown in Figure 3. This rating was in-
tended to be filled out by the supervisor
without making a special classroom
observation. The categories listed under
teaching and management procedures
are the categories used on the skills
checklists. Decision making skills were
added to the global rating to allow
supervisors to assess a teacher’s use of
higher order skills, :

Because data were kept regarding
supervisor ratings of teachers on the fre-
quency and types of supervisor/teacher
contacts,. the correspondence between
low teacher ratings and supervisor con-
tacts could be monitored. The project

coordinator could work with individual

supervisors to redirect supervision
. strategies when weak teachers were be-
ing seen infrequently. :
" Discussion |, .. .

A total of eight diagnostic checklists

" were developed for use in supervising

_direct instruction teachers.. Three of
them were addressed in this article. The
level of detail regarding teacher skills is a
strong feature of the checklists. A poten-
tial weak feature is the number of forms
needed. To iise the checklists.effectively,
a supervisor must be able to select
teaching skills in need of work. An at-
tempt was made to organize the skill
areas so that each checklist contains
areas that are usually worked on
together, e.g., signals and maintaining
student attention, Obviously, there are
times when teachers need to work on
skill areas which are listed on separate
checklists. In this case, parts of two or
more checklists can be used. -

The supervision model presented here
represents a fitst step in developing a
system which clearly specifies teacher
behavior and allows for objective
monitoring of supervisor behavior. The
development of skills checklists, obser-
vation schedules, and goals directly

related to observation measures takes -

supervision skills one step closer to a
comprehensive technology of education.
The use of such a system allows for
systematic training of both teachers and
supervisory staff.
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_Title 1 Schioolwide Project — Diagnostic Management Skills Checklist

Teacher Group Level, Lesson
Supervisor Date School
1 = Consistent use of skills 2 = Inconsistent use of skills . 3 .= Skill improvement needed
Initial Follow-up Comments

Skill Area: RULES AND PROCEDURES

12 3 1 2 3 1. Posts clearly specified classroom rules where students can see them.
1 2 3 1 2 .3 2. Seats behavior problem students close to teacher and apart from each other.:
1 2 3 1 2 3 3.Oral instructions concisely specify what students are to do. . '
12 3 1 2 3 4. Refers to rules.prior to and during lesson. .
1 2 3 1 2 3 5. Reminds students of rules regarding changing groups (transition), e.g., put materials away,
line up quietly, sit in assigned seats.
6. Plans and implements classroom procedures for:
1 2 3 1 2 3 6.1 Reviewing and explaining content of independent group activities (seatwork).

6.2 Distributing supplies and materials, e.g., has students share can of crayons on work

" tables, puts folders in front of students, has pencil box.
6.3 Distributing seatwork, e.g., student work for period in folders or in piles on work table.
6.4 Collecting seatwork, e.g., left in folders or in box on teacher's desk. . _
6.5 providing adequate extra activities and/or materials for students to work on after as- :
signed work is completed. ' -
6.6 Specifying how student questions are to be answered when teacher not available, e.g.,.
students do not disturb teacher but leave items blank.

Recommended Assignment: Date checked out:

Date due: Follow-up comments:
Figure 3
Title I Schoolwide Project
Global Rating Form o
Teacher __________Supervisor - School —__ Subject ..
Effective: Ineffective: ' _lne'ffec:ti;}e.: S

_Skill ‘Deficiency - -
6. Improvement trend
7. No improvement trend

Inconsistent Use of Skills
4. Improvement trend
5. No improvement trend

‘Consistent Use of Skills
1. Qutstanding

2. Satisfactory

3. Marginal

8. Not introduced.' :

Decision Making Skills
123 45 6 7 8  a. CRITERION TEACHING: Confirms all students meet lesson mastery criteria before
beginning new task.
123 4 5 67 8 b. CORRECTIVE TEACHING: Use basic and advanced correction procedures to insure
task mastery for all students. : : :
23 45 67 8 c. TASK REPETITION: Avoids unnecessary repetition on individual tasks.
d. DIAGNOSTIC PLACEMENT: Identifies possbile placement problems or skipping
points to maximally accelerate student progress through program.
123 4 5 6 7 8 e. PREPARATION: Prepares sufficiently to deliver programs in a technically accurate -
' fashion, - '

123 45 67 8 f. EXPANSION AND FIRMING: Plans and implements procedures for providing
students with supplementary expansion and/or firming activities, as appropriate,

Teaching Procedures

123 45 67 8 g FORMATS
1723 45 67 8 h PACING
123 45 67 8 _ i SIGNALS
123 45 67 8 j MAINTAINING STUDENT ATTENTION
123 45 67 8 k. INDIVIDUAL TURNS
123 45 67 8 1 BASIC CORRECTIONS
123 45 67 8 ~mADVANCED CORRECTIONS
Management Procedures ‘
123 45 67 8 n DIRECTINSTRUCTION ORGANIZATION/PLANNING
123 45 67 8  o.RULES AND PROCEDURES
123 45 67 8 p. BASICPRAISE
123 45 67 8 q.ADVANCED PRAISE
123 45 67 & r. TECHNIQUESFOR INAPPROPRIATE BEHAVIOR
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Cursive Writing

Program

AUTHORS Samuel Miller, Siegiried Engelmann

RANGE Third and fourth grade students or older
students poor in cursive skills.

DESCRIPTION The Cursive Writing Program s a
140 lesson direct instruction program that teaches
how to form the vanous letters, .create words,
write sentences, and write Taster and more accu-
rately. Special features include a simplified orthog-
raphy, emphasis on high-letter combinations, and
design.features such as the slant arrow Lo insure

15-20 minuies of dally work.

ADMINISTRATION The program Is suitable for
individuals, small groups, or.an entire class.
COMPONENTS Teacher Presentation Book
Includes ® Detalled specifications for each lesson
o Complete Information and reproducible
materlal for placement testing @ information on
how to supplement the program @ Student Work-
book includes ® Practice papers for each |esson
& Point Summary Chart

440§ Cursive Writing Program _
Teacher Presentation Book 25,00
441] Cursive Writing Program )
: Student Workbook (1 ea.} 4.00
442} Cursive Writing Program
Student Workbook (pkg. of &} 19.95 -

carrect paper placement. Exercises require only

v

| Love Library Books

AUTHORS .Janice Jensen, Siegfried Engeimann
RANGE Students with first grade reading skills.
DESCRJPTION [ Love Library Books provides
detalls for introducing” 37 popular children's
‘books as an integral component of a first grade
reading program. A computer analysls has keyed
each book’s vocabutary with the words presented
in 8 major basal reading programs so that the
selected books will match the child’s skiils and
ensure a successful reading experience._children
using this program usually start reading library
books by February. -~

ADMINISTRATION Either the librarian’ or

COMPONENTS Teacher Presentation Book
includes ® Compiete lesson plans’ for- intro-

- ducing 37 books ® Computer .analysis - chart

matching each book with.a spec[fic page and text
of 8 basal reading programs ® Procedurss for
record-keeping and assessment @ Craative, time-
efficient reinforcement activities e Student
Workbook includes e Introductory sheets for
each book @ Student record sheet @ Supple-
mentary worksheets

444j | Love Library Books
Teacher Presentation Book 25.00

445] | Love Library Books
Student Workbook (1 ea) 4.00

446j I Love Library Books
: 19.95

teacher may administer this program.

";_,‘;'Your World of Facts
5' 'AUTHORS Slegfried Engelmann Karen Davls,
" Gary Davis

Student Workbook {pkg. of 5} -

'RANGE Third through ﬂfth grade students and

DESCRIPTION Your World of Facts is designed

. to supplement science and soclal studies pro-

grams, preteaching key facts and relationships.
The series was written in response to the problem
that ‘students are -often so concerned with the
vocabulary of sclence and social studles texts
_that they fail to understand the concepts. Simple

o agame fcrmat provldes lmpetus and practice The" e
.40 lossons” requlre 45=50 minutes eachy, but oniy‘.' ‘
“15-minutes of teacher-dlrected tlme B S
_COMPONENTS Teacher Presentation:Book con-

Jesson @ Student. Workbooks are nonconsumable |

remedial.learners who read on at [east the begin-- ‘a
" ning third grade level.

_charts and pictures present each set of facts, and -

tains guide Informatlon and Instructions for each. .-

nd contain 25 toples, including the solar system,
the respiratory system, continents, oceans, and
the internal combustion engine @ Reproducible
scoresheet ® Reproducible certlficate

448] Your World of Facts

Teacher Presentation Book = - 25.00
449] Your World of Facts : ’

Student Workbook (1 eal} 400
450j Your World of Facts )

Student Workbook (pkg. of 5) 19.95

>

Speed Spelling

AUTHOR Judy Proff-Witt z

RANGE Learning disabled and retarded children
who have not maslered grade school spelling
skilis,

DESCRIPTION Speed Spelling is an individual
ized, phonic program designed to increase spelling
speed and accuracy following a systematic devel-
opment of sound-to-letter correspondence. A
placement test determines each student’s Jevel.
Eadt of the 93 iessons teaches word reading,
word writing, and sentence writing, and contains
instructional abjectives and detailed directions.

ADMINISTRATION Teachers, students, aldes, or
other paraprofessionals may act as tutors.
COMPONENTS Manual includes @ Placement
test @ Cycling tesis @ 93 lessons with complete
instructions @ Adaptation procedures for class-
room settings @ Student Book Includes a record
of performance and Is the only consumable part
of the program ® Word List Packet contains
large-letter words and is reproducible

252) Speed Spelling Kit, manual, 20 Student
Books, plus Word List Packet 7485
253 Speed Spelling Student
9.40

Books (pkg. of 20}

Send for our free catalog.
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A Review of EvaluatiOnReséarch_(Partll)

By Russell Gersten
University of Oregon

Editor's Note. This article is the second
of a two-part series reviewing DI
research with special education students.
In the first part, which appeared last
issue (vol. 2, no. 1), Gersten introduced
the series and reviewed studies which
had employed true experimental
designs. In this part, he summarizes
studies which have wused quasi-
experimental desighs and identifies
future areas of research in direct mstruc-
ton.

The studies discussed in the first part
of this series involved random assign-
ment of subjects to educational treat-
ment. Although this practice is not
perfect, it offers some . degree of
methodological rigor to questions which
are posed. Unfortunately, it is often im-
possible or unfeasible to assign children
to educational program randomly.
There are a host of ethical and logistical
reasons why most school systems will
not allow selection of educational pro-
zrams for handicapped students to be
determmed by the toss of a coin-or a flip

through a random numbers table. Even -
Lloyd and-‘Maggs {personal communica- -

tion), .principal .authors- of studies ad-
dressed - last time, have been unable to
achieve random assxgnment in -subse
juent research. -

‘One- alternatlve ‘toan EXperrmental
design is ‘a -quasi-experimental -design.
Three major types of quasi-experimental
designs appear to be' appropriate for
avaluation research with special educa-
tion populations:

» Non-equivalent comparison groups

(Cook & Campbell, 1879),

* Norm-referenced comparisons
(Becker & Engelmann, 1976;
Tallmadge, 1977),

+ Time-series designs (Cock & Camp-

“bell, 1979).

Zach has its limitations; yet, used with

-are, these can be useful designs, and

‘hey have already provided some

saluable information on the effects of

D1rect Instructiof programs on speCIal

:ducation students.

‘Jon—equivalent Comparison Groups:
‘ssues in Selection of Beginning
leadmg Curricula

A recent study by LE. Stem and
Soldman (1980) contrasted the effec-
iveness of two phonics-based pro-
yrams—~—Distar and Palo Alto—on 63
‘primary grade children with reading
sroblems” between the ages of 6 and 8.
Che children's IQs were in the normal
-ange (mean = 100.1). All the children
vere formally diagnosed as possessing
ninimal brain dysfunction, but the
withors (rightly, in my opinion) felt that
‘the term was not particularly relevant
o each specific child's curriculum,
which was based on .pretest needs as
neasured through academic assessment”
p. 53).

. L'E. Stein and Goldman did a careful
ob of articulating the two treatment
srograms and why they were selected.
3oth programs chosen provide phonics-

based instruction for beginning readers.

They were chosen because the bulk of.

research supports phonics approaches to
beginning reading instruction (Chall,
1979; Pflaum et al., 1980). The major
differences between Distar and Palo
Alto, according to the authors, are:

‘ 1, Distar insists on complete mastery of

each component skill in the program
before continuing on, while Palo Alto
calls for less complete mastery.

2. irg the . initial . stages of instruction,

_Distar teaches phonetic decoding
strategies only, whereas Palo Alto
relies on both systematic phonics and
contextual cues (Gill, 1974}.

3. Palo Alto allows for greater teacher

latitude in directing child ‘behavior
than do the scripted Distar lessons.
4. On a more theoretical level, Palo
Alto is heavily rooted in cognitive
theories that look at the teacher as a
facilitator of active learning (Gibson
& Levin, 1975); in Distar, the teacher
directs all stages in the learning pro-
cess (Becker et al., 1981; Stevens &
Rosenshine, 1981). :

No details were given on how students
were assigned to each program. Thus, as
with all non-equivalent group de51gns
there is always a fear that the two

samples were not equivalent at the

beginning of treatment, and that the
results are somewhat biased. However,
the researchers scrupulously attempted
to insure that the groups were com-

. parable, and no significant differences

were found on entry scores on either the
reading recognition or reading com-
prehension subtests of the Peabody In-
dividual Achievement Test (PIAT} or on
measured [Qs.

Students were post-tested on both
these subtests of the PIAT. A significant
difference was found between Distar and
Palo Alto. The mean gain for the Distar
group corresponded to 15 months for 9
moenths of instruction; the mean gain for
the Palc Alto students was approximate-
ly 7 months. The differences were pre-
sent in both reading recognition and
comprehension, though it should :be
mentioned that the early level of the

-Longitudinal Growth of Moderatel'y
'—.-Retarded Children

- PIAT measures-primarily‘literal (as op-

posed to ‘inferential) comprehension
ckills.

The study looks at two commonly
used special education curricula, It ar-
ticulates four salient variables of interest
{mentioned above). The study- gives a
reasonably clear indication of the com-
bination of variables that was most ef-
fective. 1t is unfortunate that no

" classroom observations were done dur-
.ing the teaching, sessions to assess; {a}

the extent to which teachers were

following the procedures specified by

the curricula, and (b) quantitative dif-
ferences in the  aforementioned four
variables of interest. Another crucial
issue would be amount of practice on

‘each skill (including review and delayed
- practice  exercises that each  program

allots). The importance of practice and

-review has been documented by Good

and Grouws (1979). Procedures for this
type of research are discussed in Meyer

{in press) and -Gersten, Carnine, and

Williams (1982). _
The L’E. Stein and Goldman (1980}

study is the only study invelving Direct
Instruction to utilize the non-equivalent

comparison group  design. In this case,

the authors did much to insure that the
two samples were comparable.

Norm-Refereniced Comparisons:

d: comparrson

relatwely new desrgh originating-in the"f
work .of Horst, Tallmadge, and Wood
{1975) in Title I evaluations. In many -

ways, it is an easy design to implement.
Students are pretested and post-tested

on the same form and level of a well- .

normed, reliable, standardized achieve-
ment test, whose content matches the
objectives of their curriculum program,
The gain against the standardization
sample is assessed for statistical and
educational significance. There is no
need to select a control group; the stan-
dardization sample of the test serves this
purpose. In theory, the standardization
sample should be similar to the target
population; i.e., Title I students should
be compared to other low income
students, special education students to
other hadnicapped students, etc.

(Tallmadge, 1977). In reality, virtually

every standardized test in use is normed

on a primarily non-handicapped popula- -

tion; evaluators have no choice but to
use these sources of comparison. This

situation is slowly changing with the.
@ development of several new instru-

ments, A curriculum-referenced  test of
academic and social skills called The
Student Progress Record (Oregon Men-
tal Health Division, 1977) has been
developed in the state of Oregon that
has been normed exclusively on a
trainable mentally retarded (TMR)
population.: The Adaptive Performance
Inventory (White, 1980) was developed
and standardized exclusively “with

severely handicapped preschoolers.: The

Trainee Performance Sample (Irvin,

Gersten, Bellamy, Taylor, & Close,

1981), a vocational skill test, was
normed exclusively ~on: a sample of
severely retarded -adults.
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. 'matenal
) 'graders }

-Tegression was

Although norm-referenced compari-
sons are not often used in special educa-

" tion, their potential contribution inthe

future may be great. In most situations,
however, one has only the non-
handicapped standardization samples to

use as comparison standards; they may

be too stringent a standard to use. For
example, in the two studies discussed
previously (Part 1 of this series) by

" Maggs and Morath (1976) and Lloyd et

al. (1980},
significant
group.
There is another example of a norm-
referenced comparison that 1 wish to
discuss. Gersten and Maggs (in press}
used a norm-referenced evaluation
desien to assess the cognitive and
academic progress over 5 years of a sam-
ple of 12 adolescents and preadolescents
whose initial 1Qs would place them in
the high moderate range of retardation.
The students were engaged in the Distar
Language programs for the entire 5
years. After 18 months of language in-
struction, when they had mastered the
basic language competencies and ability
to follow instructions in an academic
setting, they began Distar Reading I.
Each lesson (reading or language} lasted
30 minutes per day and was supplement-
ed by 30 minutes a day of independent

there are. slipht, non-
drops against the norm

" seatwork. At theend of the:5 years-the
T ,students' had - completed most of the_

mtended for average “third

Since no comparison group was feasi-

. ble in this situation, the standardization

sample of the Stanford-Binet served as a

comparison standard; the progress of

these students was compared to the pro-
gress of those in the Stanford-Binet
norm group with similar IQs. Students
were tested on the Stanford-Binet upon
entry and again 4 years-9 months later.
Their mean growth in standard score
units {i.e., IQ) was assessed for
statistical and. educational significance
(Tallmadge, 1977} after a correction for
made {Campbell &
Erlebacher, 1970). The mean IQ} at entry
was 41.9 (SD = 2.6), After 5 years of

the program, the mean IQ was 50.6 (SD.

= 5.4). If there was only a regression ef-
fect operating, the mean IQ at post-test
would have been 44.8; there was a gain
of .36 standard deviation units beyond
what would be expected from regres-
sion, This gain was therefore found both
statistically significant and educational-
ly significant. The moderately retarded
children in this sample were gaining at a
significantly faster rate than their non-
handicapped peers, even though typical-
ly these children would be expected to
lose against the norm group. These
students were also tested on Australian
standardized tests in Reading and
Language; the mean scores were com-
parable to an end-of-third grade level in
language and early third grade level in
reading. The children appeared to be
close to mastering the basic functional
literacy skills essential for vocational
trammg and mdependent hvmg

v ..‘!E Contmued on Page 13
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By Douglas Carnine and
Jerry Silbert

DIRECT INSTRUCTION READING..

Columbus OH: Charles E. Mer-
rill, 1979. (536 pp./$23.95)!

'This ook may be purchased through the Assacia-~
tion for Direct Instruction at a cost of $19.00 for .

members and $23.95 for non-members. Flease add
$1.50 for each book ordered to help cover shipping
and handling charges. To order, write: Associa-
tion- for Direct Instruction, P.O. Box 10252,
Eugene, OR 97440.

Unlike virtually all other reading text-
books on the market today, Direct In-
struction Reading wastes no time
discussing issues which are peripheral to
reading instruction. It gets right to the
point in communicating what it takes to
teach students to read.

Carnine and Silbert's book offers
viable teaching strategies and instruc-

tional design strategies, which togethier .
form a sound ‘basis for the teaching of
reading;: It ‘is the only feading text 1’

know .of that’ prov1des teachers: with’

theoretical model; its:practical apphca—z.
tion, and research data to substantiate

its use.

Carmne and Sllbert based
teaching strategies on more than 14
years of research data compiled by the
Direct Instruction Follow Through Pro-
ject at the University of Oregon. Their
book is based on the philosophy that

teachers are responsible for student -

learning and that virtually every child
can be taught, With this philosophy,
Carnine and Silbert explain how to teach
specific reading skills and provide alter-
nate strategies to employ when students
encounter failure.. These procedures

have proven effective, even with handi-

capped, bilingual, and economically
disadvantaged students.

Direct Instruction Reading should not.

be viewed as a recapitulation of the
DISTAR Reading Series, which is also
associated. with Direct Instruction
research and teacher training procedures
at the University of Oregon. Carnine
and Silbert have used the basic design
strategies
DISTAR, but have expanded their ap-
plication to a variety of commercial

.. reading programs and materials.

Carnine and Silbert divided their
book into five major units. These units

include a perspective on the direct in-.

struction model, an in-depth approach
to teaching reading from beginning
reading through eighth grade, and
techniques for motivating students. Each
incorporates a thorough and up-to-date
review of research related to each topic
covered. _

The unit on beginning reading covers
the first few months of instruction and

opens with Carnine and Silbert's reasons.

; their.

that are incorporated in-

for choosmg code-emphasxs programs'

'udltory skﬂls, :

espondences,”

Primary reading follows the begmmng
stage and continues until third grade.
Subsections in this unit cover phonic,
structural, and- contextual analysis,
along with comprehension skills. Higher
level comprehension skills such .as in-
ference and critical reading are included
in intermediate reading instruction
which continues through the eighth
grade. Additionally, the unit on in-
termediate reading focuses attention on
vocabulary instruction through the use
of morphemic and contextual analysis,
and. reading instruction in content area

."textbooks.

Skills for each of these -three levels of
reading instruction (beginning, primary,

-and intermediate) are task analyzed to .

insure that teaching occurs-in.a sequen-
tial manner and necessary -preskills are

" identified.. Direct instruction methods

for teaching each of the skills are
presented in a clear, concise and easily
understood way.

Much of the criticism of Direct In-
. struction Readmg has been directed
towards the provision of scripted for-
mats for teaching each of the skills
presented in the units. In my opinion,
these formats help teachers to make the
transition from theory into practice.

They further illustrate the use of the -

direct instruction approach by providing
a step-by-step analysis for teaching skills
that includes teacher talk, expected stu-

dent responses, and -consistent correc-

tion procedures.for remediating student
errors. These formats should prompt.us

to examine our ability to explain skillsin -
. a clear, logical, and sequential-manner. -
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‘word: readmg of both},
‘phonetically - regular’‘and -irregilar .-
/" words, passage reading, and vocabulary'
- and language skills. '

They' help: us to" focus “on ‘minimizing:

= teacher talk, while*maximizing oppor=
“tunities’ for’ student respohdmg This n:
turn insures more on-task beha
‘our students and’ prov1des additional op- g
portumt;es to, monitor student acqulsl-
tion 6f new skills. The consistent correc- -

tion  procedures also -facilitate learning
by focusing on relevent features of the
learning task and by prowdmg im-
‘mediate feedback to the learner.

"An added attraction of Direct Instruc-

tion Reading is the inclusion of applica-
tion exercises following the literature
reviews at the end of each subsection.
These application exercises are excellent
for use in reading instruction classes.
They require teachers to use information
gained from the section to solve
classroom problems and to remediate
specific errors their students may make.

Carnine and Silbert have made a sig-
nificant contribution to the literature on
reading instruction. Direct Instruction
Reading describes an empirically based,
demonstrated-to-work, technolgy of
teaching that insures student success.
Furthermore, Carnine and Silbert show
that good teaching techniques are truly
cross-categorical. These techniques
work across categories of age, ability

Hlevels, and skills. Such a technology of

teaching is indeed necessary if we are to
bridge the gaps between regular and
special education and between high and
low performers. For teachers,  special-
ists, administrators, teacher- trainers,
and researchers, I recommend th15 book
most hlghly

reviewed by Donna Dmggms
{Denna leggms is a teacher and' ‘super-

visor in' the Irving (Texas): ‘Public
Schools. She has extensive experierice

teaching readmg and reading instruction
from the elementary through the coI]ege .
“level)+ = SRS

“blending,; and -rhyming: skills. .

The Chalkboarc
in the Kitchen

- By Teresa Savage

THE CHALKBOARD IN THE KITCHEN
(prepublication version). New
York: A & W Publications, 1982.
(approximately 288 pp. / estimat-
ed cost, $14.95).

This book should be a significant help
to .mothers and fathers interested in
teaching, readinig and arithmetic to their
preschoolers, The slim volume offers a
detailed home teaching program based
on sound educational methods and
presented in lively, easy-to-read style
and format.

The “kitchen chalkboard” program

- ‘uses a direct instruction approach to
- home teaching. The .reading lessons

resemble .DISTAR -(with some
Montessori -and other technigies

~added). Phonics is the core of the pro-
" gram: Letter sounds, .not letter names,
- are’ tatight-“most ‘commonisounds first

~with heavy -emphasis. on -decoding,
Sight
words are introduced only after the pro-

~gram is well underway, The program
. provides many opportunities ‘for early

success: positive reinforcement .and
shaping are strongly emphasized, the:in-

“structional pace is geared to the-in-

dividual child’s needs, and systematic
review is incorporated in the lessons.
Most of the book is in the form of dai
ly lesson plans, accompanied by specific
activities or games. Together, the
lessons form a several-month programr
intended to help the preschooler become
a fluent reader (and counter). The daily
lesson plans are accompanied by weekly
assignments for the parent/teacher. The
book begins with guidelines for time ust
and behavior management, preparatior
of the learning area, and several week:
of games, not lessons, to strengther

_ reading readiness and promote love i

the learning environment.

Throughout, the book is exceptmnalh
readable. The 5-by-8-inch size fits easily
in the hand and does not appear forbid
ding—a major consideration for marj
parents. The type is large enough to be
read easily. A consistent and attractivt
series of subheads is used to break thu
chapters into short segments. Rathe:
than presenting: page after page o
uniform typescript, the text is broket
throughout the book by a series of car
toons starring Daisy,” a hippopotamu:
and Macadoo, a parrot.

The author, Teresa Savage, shows
real gift for being able to talk witl
parents in their own terms about issue

. of concern in many homes. Savage suc

cessfully avoids professional jargo:

Continued on Page 1.
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Ideally, the progress of these students
would have beert compared to a norm
group of moderately handicapped
students; but such data are currently not
available. The standardization sample of
a well-known test such as the Stanford-

Binet or the Comprehensive Test of -

Basic Skills is a legitimate, if overly
stringent, comparlson standard, and it is
one that is often utilized in special
education evaluation. It makes special
sense for samples of mildly handicapped
students, where “normalization” in
academic areas is an immediate goal.

Time-Series Design: Effects of DI
Programs on Mainstreamed Low
IQ Students

The following norm-referenced com-
parison is also an example of a
longitudinal, time-series design. This
design uses repeated observations, or
measurements of the same class of
behavior {in this case, reading and math
preformance) at specific points in time.
Gersten, Becker, Heiry, and White
(1981) followed the annual progress of
over 900 low income students in the DI
Follow Through program for four full
years, from kindergarten through third

grade. These students came from twelve

communities—inner city areas such as
New York and Washington, D.C.; the
Rosebud  Sioux Reservation in South
Dakota; and rural communities, such as

Flippin, . Arkansas. The:purpose-of the .

analyses ‘was to lock at the-effect of DI
on-stiidents enfering with Jow ‘cognitive
skills (i.e., Iow -IQ$). Gersten et al.
(1981) lopked-at-the yearly- achlevement
test-profiles - for “low - income * Follow"
Through children who entered with IQs.
on the Slosson Intelligence Test of 70 or
below, and compared them to students
entering with IQs ‘in the normal range.
The low 1Q children would - normally
qualify for special education services,
but because of the model’s belief that
students should be in regular

classrooms, the children were de facto
Inservice training for

"mainstreamed.”

Chalkboard

Continued from.Page 12

the teachers and paraprofessionals in-
volved in the programs emphasized that
teachers were responsible for the growth
of all children, including the lower
performers, and that with adequate
practice, feedback, and reinforcement,

the low performers could learn at a‘nor-

mal rate. IQs were never used for place-.
ment purposes or referral for special ser-
vices; -
determined - solely by criterion-
referenced tests, The Metropolitan and
Wide Range Achievement Tests were
used to assess progress in reading and
mathematics. The Slosson Intelligence
Test (SIT} was used to measure growth
in general verbal competence.

In analyzing the longitudinal achieve-
ment data, the hypothesis was that the
yearly academic growth rate would be
no different for the lower performers
than the others in the program. Though
the low I() students enter kindergarten

~with lower academic skill levels and

leave the third grade with lower skill
levels than their normal or high IQ
peers, we believed that their yearly
growth,. their ability to profit from
schpoling, would be roughly the same as
their peers. :

"No significant interactions {e.g., no
relation between IQ level and achieve-
ment gain) were found between entry IQ
level and WRAT Reading (a measure of

‘word :identification) or Total Math on

the Metropolitan Achievement Test (a

measure .of math:problem solving, con--
' Consxdenng s

cepts, - and computatlon)

placement and grouping were .

: | MAT Total
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a measure of reading comprehension -

and vocabulary. Here, the low IQ) group
sample gained significantly less than the
higher IQ children during third grade
{see Figure 3).

The average gain on the SIT, a
shortened version of the Stanford-Binet,
was 8 IQ points, maintained over four
years, for the entire .sample of 717
children. The mean growth for the lower
1Q block is 17 1Q) points over the 4-year .
period (adjusted for regression artifact).

These low IQ students are demon-
strating one year's growth for each year
in school in mathematics, and even

higher levels in réading (decoding). They

also- show growth in the -general

by the Slosson, representing a.net ‘gain-

~0f17 IQ points. The picture is less prom-. -

ising in the area of reading comprehen-
sion and - vocabulary. Although they’
seerm to learn the initial decoding skills
adequately, these children need more

. systematic instruction in vocabulary

language -and conceptual skills assessed. .-

Figure 10
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a1l testing performed at end of academic year, except for EX

1 scores describin
+-gram are recorded without the benefit of

concepts and word meanings as they
progress through school (see Becker,
1977). However, in general, these secon-
dary analyses document the effec-
tiveness of a mainstreamed model with
DI teaching techniques, Distar materials .
and mastery learning principles for
children who would be typically con-
sidered “at risk” or mildly handicapped.

Documentahon Activities ' Y

At this point, I wish to d1st1ngulsh be-
tween'evaluation research, where'the ef-
fectiveness  of an ‘instructional. program

. or-instructional. variable:is-assessed us-
o ingacovalid research ‘design;

“and-

g the impact.of a pro-

the comparison standards. present in ex-
perimental or quasi-éxperimental

designs. In the last decade, there has:

been a good deal of documentation of -
the impact of Direct Instruction pro-
grams with handicapped children ‘in
Australia. These studies are summarized
in Becker, Engelmann, Carnine, and
Maggs (1981}, Maggs and Maggs (1979),
and Stephens (1980). Though this activi-
ty may offer administrators, decision
makers, curriculum programmers, and
parents some evidence of the impact of
these programs, rarely can serious in-
ferences be drawn. An example will il-

lustrate this situation.

Continued on Page 14

throughout most of the book
(“digraph,” ‘'diphthong,”” and
“phonogram” _do sneak in). She

discusses such practical points as where

in the house to set up the “classroom,”.
10w to involve the other parent in the '

:eaching process,. what to do with sib-
ings during the teaching, and how to
-ollect inexpensively the relatively few
materials necessary for the lessons. A
strong. vein of humor runs through the
sook. ,

The.author has done an exceptional
ob of translating sound learning prin-
ziples and teaching methods into
anguage and concepts appropriate for
nost parents. The Challcboard in the
Kitchen deserves an enthusiastic recep-
ion.

Reviewed by Lila McQueen

Lila McQueen is a Western QOregon
:ducator and writer.)

the large sample. sizes (N=69241056)
and consequent high statistical power,
there is reasonably clear evidence of a
non-significant effect. Figures 1 and 2

. depict yearly gains for the low 1Q block

{70 and below), those with IQs between
71 and 90, and the higher IQ) blocks on
WRAT Reading and MAT Math, On
WRAT Reading, the Jow I() students are
virtually at norm levels {the 47th percen-
tile) by the end of kindergarten and con-
tinue to make slow but steady growth.
By the end of third grade, performance
corresponds to the 70th percentile, or a
4.3 grade level. A similar pattern-is
found for the larger 71-90 IQ group. For
MAT Math, the growth rate for both the

below 71 and 71-90 IQ blocks cor- -
. responds to 1.0 Grade Equivalent unit

for each year in school (see Figure 2).
The only -significant interaction was

found on the MAT Total Reading test

(Elementary level) during the third

grade, MAT Total Reading is primarily

Mean Standard Score
5

17

H=l% H=1B1 H=271

Figure 3
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esearch Review coneiionruers

= Appfel, Kelleher, Lilly and Richard-
“ son (1975) documented the effectiveness
+ of two structured reading programs—
Distar -and Rebus (Woodstock, 1967)
—for* 60 moderately retarded children.
_ They ‘wished to supply evidence that
given -appropriate curricula- material,
-mariy moderately retarded children can

.2 be taught to read on a functional level.

"The Rebus and Distar reading programs

" - were:selected because both were struc-

tured programs; However, Rebus utiliz-
- eéd-a  whole. word approach, whereas
. Distar - utilized .a synthetic phonics ap-

iithors did not use random -assignment,
-nor;did they indicate on what basis sub-
jects were assigned to a reading pro-
.- gram. No-pretest information was pro-

“vided. :Thus; unlike the L'E. Stein and
.Goldman study; the reader has no idea
whether. -the two" samples- were com-

- parable before instruction began.
Student progress was. assessed by in-.

dividually. administered criterion-
- referenced . measures.. While :this pro-
- cedureis fine for formative evaluation,
~jt:does-not-allow one to.compare the

- .-relative - effectiveness-.of the -two pro--
~*: grams. Nor, .on the basis of this study,.
- - -cdn‘one-assess whether one type of pro-
- .-gram-worked better for a particular type

- of student. Yet the project did.document

- .and -11- of -.the 23 (48%) to be making

* poor: progress. {The remaining were con- - -

- sidered “neutral.”} Despite some confus-
ing * methodology, this

- ment that reading can be taught to many
-of .the moderately retarded- participants

with a. reasonably high success rate. It.

suggests that Direct  Instruction pro-

. .cedures are effective &5 percent.of the

time, while the success rate for the
whole-word - approach--is' appreciably
lower, 'as-one might expect on the basis
-.of research with . non-handicapped
- Jearners (Pflaumn, Walberg, Karregianes,
2 Rahser, 1981)..

stcussuon ;

‘A reasonab]y ]arge number of studies .

_.',._'have shown that DI reading and
-]language programs con51stently produce

. “higher academic gains than traditional

approaches in both mainstreamed set-
~tings (Gersten et al., 1981) and self-
contained classrooms (e g., Lloyd et al.,
1981; Maggs & Morath, 1976) across a
.range of handicapping conditions. The
L’E. Stein and Goldman study indicated
that some of the more subtle principles
-.of ‘DI theory, such as the insistence of
.complete {rather than partial) mastery in
-each stage of the learning process, may

' be quite important for special education - i
- :$tudents; There is a clear need for fur-

- ther..comparativé research’and norm-
ref enced*evaluahon of these programs

14 DIRECT INSTR UCTION NE W.

‘proach to oral group instruction. The -

~that ‘nearly- all* the. young TMR -par- .-
‘ticipants. demonstrated some capacity to
: eadlng_ mstruction A few’ :

) f:'_students made Good Progress (65%) and -

~.*. the remaining 11 poor progress. For-the
" .Rebus: sample, .6 of ‘the 23.{26% ). were
- ¢onisidered to be making Good Progress. -

_ study uses-
teacher-collected progress-data to docu-

_ mond
-learning - disabled students exemplifies

e

 across a greater range of handicapping

conditions and academic areas,
Several conceptual

sidered in Future research. Gowin and
Millman (1981} recently stated,
“evaluative inquiry should rajse ques-
tions, and produce clarifications {not
answers)...” {p. ‘85). The studies
discussed in this series raise marfy subtle,
important’ questlorls and issues. First and

foremost is the need for increasingly

precise definition and measurement of
the . independent variable—Direct In-
struction.

It is unclear from - the studies reviewed '

in this paper whether the increases in

academic. performance were due to: {a)

the programs utilized, (b} -the . teacher
behaviors called for in the programs; or
{c):a combination of these factors. None

. of the studies actually assessed whether
the programs were actually implemented

asspecified. The authors: -are - rather
vague in describing.how the programs
were adapted to meet the needs of.the

~moderately and severely -handicapped

learners. Furthermore, with the excep-
tion -of - the L'E. Stein and Goldman
(1980) . study, .relatively . little- was

specified {let alone.measured): in-'the
: Comparlson classrooms. 4
“Avnewer:line -of research; caIled =
researchg
ALeinhardt, Zigmond, & Cooley, 1981}
or: explanatory .observational -studies ..
Cooley, 1978) can-also.lend: 1mportanti‘{-
exactly ‘which’
‘o aspects of the cur-,

structlona[ dimensions

i formatlon -about

‘large number of classrooms utilizing a
range of instructional approaches. The
researcher attempts to detect which

_variables, or combination of variables, .

are linked to academic gains. There is no
need to select a comparison group; the

. design cap;tahzes on the natural varia-

tion which is everpresent in education.
Therefore, these studies need not be
bound by traditional achievement tests.
As long as the same test is used in all
classrooms, criterion-referenced tests
tailored to the instructional programs
actually used in the classroom can be
used,

“A recent study by Leinhardt, Zig-
and Ceoley (1981) with 105

this approach. The authors found that
three teacher behaviors were significant-

. ly related to gains in reading—use of -

reinforcers, cognitive press (the degree

. to'which the teacher focused the child on

academic material), and teacher instruc-
tion {presentation of models, explana-
tion, provision of feedback). All three
are critical in most definitions of Direct
Instruction {e.g., Reith et al., 1982}, This
study was the first to demonstrate the
importance of these behaviors in
teaching handicapped students. Further
_explanatory observational studies can be
conducted that look at more specific
teacher: behaviors, such as correction
procedure, type. of teacher questions,

 presentation rate, and the nature of the
. instructional formats.-Such studies can
.- contribute to identifying . the critical

NTER; 1983 -

and related.
“methodological issues need to be con-

of study, _ observers look at aset-of,
“-variables “of ‘interest—e.g., “degree of
" structure, allocation’ of academic time,
- student engagement during lessons; stu-
_.dent accuracy rate during lessoris—in a

features of Direct Instruction.

Need for Formative Research.
Ancther area for future programmatic
research is continuing formative evalua-
tion studies, such as those conducted by

- Carnine (1981) and Close, Taylor, Lar-

rabee, & Taylor (1982). Gowin and
Millman (1981) state that future evalua-
tion research “designs are unlikely to be
massive and confirmatory, but rather
small and exploratory” (p. 85). In these
small scale studies, only one instruc-
tional variable is manipulated.

Several studies with handicapped sub-
jects'have isolated a single component of
Direct Instruction as the independent

-variable. To date, research has shown -

the superiority of teaching sequences
that separate the introduction of visually
or auditorily similar material (such as

"“b-d” or “p-q") over those that attemnpt

to introduce both members of the set at
once (Camnine, 1981). White (1979}
documented how training sequences
designed for normai learmers must be
simplified and adapted for handicapped
learners, who aré confused by too much
variation in irrelevant stimulus features
when learning a new geomelric concept.
Gersten et al. (in press) demonstrated
that, when' teaching language concepts
to handicapped students, dynamic
presentations using mampu]atlons of
rea] objects are markedly superfor to

_teaching from a series of line drawings.
Close et-al.

(1982) demonstrated that
when - teaching -mildly  retarded. adults

how to'cash a check, learning was- more
';,eff;c:ent if-the instriictor’ used a correc-.
tion procedure that provided the learner
with an’ expl1c1t strategy and immediate -

practice in applying the_s_trategy

~ Single subject designs can also be ex-
tremely useful in formtive evaluation,

especially when dealing with moderately
and severely handicapped individuals.
Colvin and Homer (in press} used a
multiple baseline design to investigate
the effect of the range of examples used
in vocational training of severely retard-
ed adolescents on their ability to
generalize the skills taught.

Summary. Generally, a quite op-
timistic picture has emerged from these
studies. In a recent review of research on

‘Direct Instruction, Cotton & Savard

(1982) concluded:

Direct instruction, as that term is
used to denote the agreed-upon set of
teaching. strategies and behaviors
described earlier, is very effective for
promoting basic skill development
among students generally. When
teachers set and articulate learning
goals, offer highly structured lessons,
ask- questions which are specific and
narrow in scope, provide corrective
feedback, and communicate affection
and support to students, achievement
results are superior to those obtained
with other, less direct methods. ..

Distar programs are also very effec-
tive for instructing low-ability
children and educable special educa-
tion students in the primary and.up-
per elementary grades.

The next decade can provide increas-
ingly clear specification regarding which

.components . of Direct Instruction are

~

most crikical for success w1th handl-

-“capped: 1ndw1duals, and-it can tell us

precisely how programming principles
and teaching strategies should be
adapted to meet the needs of this
population.
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ed together.”
by the experimenter, the student was re-
- quired to relate the two things that hap-
pened together in the passage to the
following rule: Just because two things
happened together, it doesn't always
mean that one causes the other. The stu-
dent would then respond to each item
following the passage.

Workhbook with Correctjve Feedback.

Lessons for teaching each of the three’

critical reading skills to subjects in the
Workbook with Corrective Feedback
group were presented via three specially
prepared workbooks, one for each
category of invalid argument. The
workbooks were designed according to
the same instructional design principles
as the Systematic Instruction scripts, with
approximately the same number, kind,
sequence and review of examples. The
workbook pages contained explicit
statements of the rule, and models of cor-
rectly solved exercises. The absence of
teacher explanations and models differen-
- ‘tiated the Workbook and Systematic In-
- struction treatments.

" No Intervention Control. Instructional
materials for the No Intervention group
‘were in’ three worksheets from the
Specific Skill Series—Book E (Boning,

'1976). This is a supplemental reading

comprehension workbook series com-
monly used in the intermediate grades.
The tasks required in the three
worksheets were vocabulry exercises in
the. typical: “fill in- the blank” format.
' They did not require use of- any of the
- critical reading skills. -
“Except for ' the.
E -worksheets, procedures. _
~;group  were .identical to- that of the
: Workbook group.

. Dependent Measures

" The major test developed for this study’

~was the Critical Reading Test, a domain-

referenced test geared to the three

categories taught. This instrument assess-
ed whether students could detect valid or
invalid instances of an argument. Sub-
jects were not required to specify the par-
ticular rule they used to reach their con-
clusion. This test was seen as the primary

After further questioning-

content”:_n of  the .

measure of the dependent variable since
the tasks required in the test were similar

to those taught and practiced by both the -

Systematic Instruction and -Workbook
with Corrective Feedback groups.
Supplemental Measures. Two other
tests, Embedded Argument Analysis Test
and Skill Classification Test, were
developed to provide supplementary
data. On the Embedded Argument

Analysis Test, subjects were required to -

detect instances of invalid arguments and

reasoning that were embedded in a -

passage of approximately 450 words.
On the Skill Classification Test sub-

jects were asked to correctly identify the

specific category of invalid argument.

Results

The results are shown in Tables 1 and
2. On the major criterion measure, the
Critical Reading Test, the Systematic In-
struction group performed significantly

- better than either the Workbook or No

Intervention groups. No significant dif-
ferences were found between groups on
the Embedded Argument Tests or the
Skill Classification Test. However, while

not significant, all differences favored the

Systematic Instruction group.

The level of achievement of the
Systematic Instruction group (89.2% ac-
curacy) reflects one of the basic com-
ponents of most systematic instructional
procedures—teaching to mastery. The
58.2% and 56.9% of items correct for the
Workbook with Correctme Feedback and

No Intervention groups, respectively, in-
dicate Jevels of achievement well below-
- the 80 % “success level suggested by the ][
findings of Brophy & Evertson (1976)- and-

Block {(1980).
- Another interesting outcome was that

. the standard deviation on the Critical
Reading Test for the Systematic Instruc-

tion group was significantly lower than

that of the Workbook (p = .05) or Con-

trol groups (g = .05). It appears that, in
this study, the Systematic Instruction
method was more effective with the
lower performing members in the group,
thus decreasing the variability,

Table 2 shows the scores for each in- -

valid argumeni on the Critical Reading

Tabie 1

Means (M), Standard Deviations {SD), and Perce;lt
Correct (%) on Dependent Measures (N = 13 per group)

_ Percent
Group M SD Correct
Critical Reading Test (10}" ‘
Systematic Instruction 26.77 .37 89.6
Workbook 17.46 6.35 T 58.2
No intervention 17.38 6.51 57.8
‘Embedded Argument Test ‘
“Petection of Invalid Argument (5) : .
Systematic Instruction 4.46 ‘ .88 86.2
"Workbook 3.54° - 1.51 -70.8
No intervention ¥ 3.70 1.32 73.9
Embedded Argument Test
Statement of Rule (5)
Systematic Instruction 2.00 1.29 40.0
Workbook .62 .86 12.3
No intervention .62 .65 12.3
Skill Classification Test (8) _
Systematic Instruction 5.0 2.0 62.5
Workbook 3.54 1.89 44.2
" No intervention 3.7 1.7 46.2

*Maximim score possible

Dear Z]ggy,

We have encountered a problem in
reading with blending. Some of our very
low students seem to .be able to say
sounds in isolation, but they have trou-
ble changing from one sound to ancther
in sounding out a word. The result is a
break between sounds. Some of our
students will then say a word that has
nothing to do with the sounds they just
said! They dont understand that they

should just say the sounds faster and .

faster until it becomes a word. I think

'these same students have gotten as far as

they have by copying others in the
group and faking it. -

"Anyway, we are stuck with a few -

students who have learned to say each

.sound and then guess. Our strategy has

been: :
1. Practice oral b]endmg

. - 2. Practice saying the-sounds in.isola-~
tion and changing.from sound to sound
_qulckly (stxll holdmg ccmtmuous sounds)i :

Then we have the: students- say" the

sounds faster and faster until they

recognizé the word. This procedure
seems to help. :

Do you have any ideas?

Linda Campbell

School Psychologist

John F. Kennedy Center

Kalamazoo, MI.

Dear Linda,

Your three-step remedy is reasonable,
except for the third step. Here's why. It
is based on an inappropriate analysis of
“shaping.” What is probably happening
is that some kids are leading the others.
Here's an alternate way:

1. Bring the kids to a very hard
criterion on oral blending. Use the se-
quence that is in the 1982 Reading

~3, Havzng the student: 1dent1fy_' each.'-'
sound in 'a“word before” sounding out. -

* Mastery program, That sequence'sete_

children up for rhyming as weil as blend-
ing words.

2. When reading a word with them, .

follow these steps:

a. Have them identify the individual
sounds until they perform at a
first-time—correct criterion: for all
the sounds in the word that is to be
read;

b. lmmedxately present the word as
an oral-blending task. If the word
is ram, present this task: "Listen:
rrrraaaammmm. Say it with me.
Rrrraaaammmm. All by yourself.

{Signal.) “Rrrraaaammmm.” Say it .

fast. (Signal.} “Ram.” Bring them
to a hard criterion on the steps in
_sequence.

c. Immediately present the ‘written
word. Now do it here. Sound it
out. Get ready...Touch under

- each sound. Say it fast...Yes,
“what word? GOQD, '

3. After children reach the criterion of

being able to perform on three or four
consecutive words, virtually without er--
‘ror, change the-procedure by eliminating
step.b.-If children: make-a.mistake in".. .~
"1denhfy1ng; the word aftér . soundmg 1t' -
‘and-¢ as.a correct:on R

p L
S Present individual turns with some

strong contingency associated with cor- . - :

" rect responses, Make sure that each child
- receives cumulative individual tests on

the words that have been mastered by
the group. Make a big fuss over all kids
who performed well. Lavish praise on all
of them, for individual test perform-
ance. Make comments to other teachers
and students about how smart they are

-and how well they are doing.

By placing a strong contingency on
individual-turn performance, you will
shape the children’s knowledge of what
is expected of them. They will know that
they are expected to retain and be able to
initiate these skills. They will also know
that there is a strong payoff associated

_ with correct performance. .

This issue is critical, and your com-

‘mitment to resolving it is commendable.

Best wishes for success.

Test. The findings are consistent across
all three subtests,

The experimenters’ -observations of
students in the Workbook group may
shed light on the issue. There was a seem-
ingly qualitative difference among stu-

dent responses in this sample. Some

students made obvious attempts to apply
the rules when working the exercises.
They were observed referring to the rules
continually and seemed to enjoy trying to
apply or “fit" a rule, Other students
worked consistently, but seemed to pay
scant attention to the statements of the
rules in their text. These would appear to
be the students most in need of active
teaching by an adult.

One common feeling éxpresséd by the
students in the Workbook with Correc-

tive Feedback group was that they were
“tired of doing workbooks as they were
used during most lessons of the day.”

Contrasted with this was the expressed

enthusiasm of members of the Systematic’

‘Instruction group.-

In summary, Systematic Iristruction
seems to compare very favorably with
traditional. and non-instruction ap-
proaches in teaching students to detect in-
valid arguments—an important skill in
comprehension for readers of any age.
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.anagement,.

mmlttedTeachmg

If-, problems can be

" positive, these certainly are.

“~‘August when 7 teachers,

. Anindication of the teachers’ high
level of committment was given this past
6 of whom

“were regular education teachers, attend-

“ed -'the DI Conference

in Eugene,

=Oregon, with no financial assistance

..“from the school. These teachers repre-
. -:sentover 50% of Center's regular educa-
. tion'teaching staff.

- :Parents: From Skepticism
T to Volunteerlsm

Some parents and: other community

. _.members have. voiced concern about the
- use of ‘Dl:in- regular classrooms.. They
. knew that DI had been used widely with
- special education children and wondered
cowhylcit was: being used with  their
~children. There.was confusion about the
- non-standard. orthography .of the early

“reading:lessons. There were misunder-
- standings -about s grouping ‘procedures.

Somie:were afraid:the .programs moved

" .too’:rapidly;. others .were _afaid they
“wvmoved too slowly, Some didn't like
¢ -finger-snapping signals. A few had gone

“..-to rescurces outside the school to get in-

“formation and had been given erroneous

or: partlal answers. Several meetings

"~ were-held "and: DI "was: discussed at

' '.length. Peggy. Peterson answered many

f{_-the:r Fquestlons iinca parent informa-

sited by some of _the most power-

Fal-f gures affecting education in*North

:Dakota Visitors 1ncluded 7 members of
~the State - Interim * Education - Finance

including State Senator
the Chalrman of the

Committeg,
Gar_y " Nelson,

Education ..Committee, Dr. Joe
Crawford; . State Superintendent of
Public Instruction, Mike Ferrell, Assis-
tant Superintendent .of Public Instruc—

_ tion, and media representatives..

Dr. Crawford informed the group that

. he had ‘encouraged them to come to

Center to see:a school which has made
significant progress in meeting the needs

of all students. He noted that there have ..

been significant improvements both in
academic areas and in
behavior. He stated that he saw what
had been done in Center as one suc-
cessful way of solving the problem of
educational quality in small schools.
Although some of the legislators ap-
peared to be skeptical about DI at the
beginning of the tour, their attitude was

.quite positive upon its conclusion. Many

of the visitors expressed amazement
with the students’ ability to remain on
task while the other groups were being
instructed and strangers were present.
One was obviously surprised when he
was informed that in one of the cldsses
on which he had commented there were
four “LD” students studying quietly.
Another noted the importance of
teaching the children the logic and
reasoning necessary to function in
everyday life, as taught in Comprehen-
sive. C, Some asked guestions about ap-

propriate placement and challenging the
They ap- -
.. peared :to: be’ qmte sat:sfled w;th the :
'answers they were glven ' . '

high-functioning  students.

for playmg a rna]cnr role m‘feedmg the:

supphed with. energy, as well. And at the :
‘»'Center of it all”is ‘a- small community

with big ideas about education—a com-

munity which is rapidly developing its -

own reputation for applying the best of

-what we know about teaching our

children well;
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