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" The apphcatlon of Direct Instruction.
technology to the development of basic .

intellectual - behaviours * and  cognitive
processes with deveiopmentalIy disabled
children:-has .- been - 1ncreasmgly well

documented. in ‘the ‘literature over the
past decade These fleld tudles (Booth™ .“i7;
il al 1975( ) S ostud

g e
the acaden‘uc tasks of the language of
struction,  basic’ teading skills” and/or

ba51c mathematical ‘skills; such ‘learners S
“are able to exhibit. the acquxsltlon of an -

increasingly refined’s Sf cogritive’ pro-
cesses with which to control their own

learning ‘as well ‘as-a repertoire of in-
‘tellectual behaviours in order to deal

‘with their’ env1ronment

The Development ‘of Basic Intellectual
Behaviours and: Cognitive Processes
through Direct Instruction in Ba51c
‘Numieracy and Literacy

~-The

‘one’s env;ronment con515t of discrimina-
tions, concepts (the acquisition of which
is demonstrated through operations) and
rules. As the acquisition of this
behaviour, which centres .around the
learning of concepts, is the most fun-
damental capability learned by human
beings (Gagne, 1977), the initial research
(Maggs, 1974) involving developmental-
Iy disabled children investigated the ap-

phcablhty of the Direct Instruction -

model to the teaching of concepts

The subjects of this two-year ‘true’ ex-
perimental pretest-posttest study were
twenty-eight moderately to severely in-
tellectually handicapped children (age
range 6-14 years) in two long-term in-
stitutions in N.5.W.

" The “children in the experjmenta],'

_groups were instructed in the language
‘of ' instruction uslng the  DISTAR

Language 1 programme (Engelmann et

al, 1969) -and taught through the

.systematlc application of behavmural
principles, -whilst, the  control- groups
received - language instruction using

‘instructional period.
5 Maggs and Morath 1976(b))

_:(dlscnmmatlons
“Once acquired, they are exhibited as the
generalization . of - the -
" behaviours learned to a variety of novel,
‘but” related :situations:

‘cesses -rather
‘intellectual behav1ours or ‘in- o

tellectual skills’ required for dealing with -

traditional teachmg practices "and the
Peabody Language Programme. Results

" indicated that ‘the learners in the ex-
. perimental groups were able to exhibit

the acquisition of a significantly higher

_ number of: ¢concepts than those children

in the control groups after the two-year
{Maggs, 1974;

"progresmvely ref;ned through the -'ac—

quisition. . of mteIIectuaI behaviours
concepts -and:: rules)

-intellectual

4 (Gagne;".
Qlton et al, 1967; Wittock 1967). Hence,
in order to examine whether,
course of -instruction, - cognitive pro-
than only intellectual
behaviours had been-acquired, the sub-
jects were tested on more general tests of
cognitive functioning: ~

Results showed that the sub}ects in-
structed using the DISTAR materials

Continued on Page 12
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Inqwry vs. DI Methods
for Teaching Legal Concepts
to High School Students

-by Glen D. Fielding, Teachmg Research

Monmouth, Oregon

Ed. Note. This report has been adapted

by Wes Becker from. Fielding's Ph.D

‘dissertation, submitted to-the University

- of Oregori in 1980. A publislied version
-of this report will- appear-in’Journal of - -
. Educaticnal Research iri the near future.

In the pubhshed report, Edward Ka- =

v meenm

In" Direct* Instruchon
shown. exphc1t1y how to: apply concepts,

" are given extensive practice in :applica-
'tions of skills, and-frequent feedback un-
-til mastery is reached. The’ lessons are
“designed to insurea highdegree of
Jearner success on: the way - ‘o ‘mastery

:'(Becker Engelmann Carnine, & Rhine,
1980). '

Inquiry teachmg focuses on creating
con__dltlons assumed to. promote
‘'discovery”,

quiry teacher asks challenging ques-
tions, --poses . problems,

9th Eugene Direct Instruction
‘ CONFERENCE

EUGENE HII_TON AND CONEERENCE CENTER
AUGUST 812 .
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P 0. Box 10252,

“thought out -

where
*(Bruner, 1960)

- “and: Expemrﬂentai studie

“University . of Montana, and}a'-__ Carmn &Gersten 1983 :_‘hat have sug-

"-Russell Gersten,” Uniiversity ‘of -Oregon,
'__‘--m'e CO

= g odels (Dlrect 1nstructlon nd:-
Inguiry) - in * teaching - legal’ principles
“‘about student: nghts to hlgh school-,"-
;studerlts
students are’

‘that. is independent learn- .
ing of important knowledge. The in= -

and probes

‘students to be sure their responses are

--schools,

 DIRBOTINSTRUCTION NEWS, SUMMBR, 1083

evidence.. The Inqutr],r téacher does not .
‘provide the answers or- tell ‘the’studerits -
they are right or‘wrong. The-attempt is
to simulate -real -life: problem: solving
ri- tHeir -

students’ are- -o _’OWn T

There have been some.

g g Darch

be. more effectwe (Grouws 1980' v
quiry methods, the student is given more -~ -
| opportunity “to “test’ possible solutions
and to analyze their mistakes. ..

A study by Oliver and Shaver {1966)
; is closely related to the present. study.

They . compared .''recitation’” and

‘Sacratic methods for teaching legal and - .'

ethical coricepts to junior high school

students.- They did not find any signifi- "~ .

cant differences. However, the recitation
method did ..not ‘have the . systemic
guidance of Iearnlng prov1ded by '1rect

““Instruction.

** The present study seeks to cornpafe

DI and’ Inquiry. methods® by - teaching” -
" concepts and concept applications in the - -
- field "of law. The field of :law was
selected because the Socratic method is -

widely practiced ' in ~ American law
and. it represents -a- well-
developed Inquiry model (Mayer, 1966,
p.81). In addition, legal subject areas are
being incorporated more and more into

_secondary education, and their:teaching

merits systematic evaluation. '

Method
Thlrty ]UI‘HOFS in a suburban hxgh'

school participated in this study. They

were selected randomly from two social

"studies classes and randomly assigned to-
" ‘the two experimental conditions. There -
were 18 boys and 12 gu'ls ‘Ten single sex =7
- groups of three each were formed for in-

structlon

iContimied onPage1d

Summer, 1983

and deEd om’” va]:dg::

field" studzes
{Stallings, . 1975; “Stebbins: et al:; 1977) .




"-_,-txtudes toward 5ch001 or the eff1c1ency
= -of “¥arious management ‘practices - by’
' principals. .

The  commiission’ could
analyze the effectiveness of the curricula
-adopted by the schools, using publisher,
research and local performance data.

. The value and effectiveness of inservice

'Educatlonal Exceﬂence

., _ ,' By Galen Ale551

: Western Mlchlgan Unwersﬂy, The ]ohns .
"~ Hopkins Un:versﬂy_SchooI of Medicine,
.and The John F, Kennédy Institu’te__

The major obstacle to improving
" quality of instruction in our. school" -

- probably is déciding where to begin.
-Should we start with the publishers who
market untested -and .non-validated cur-
ricula? Or with the university teacher

:-~tralning programs that studiously avoid

- telling: student teachers. how. children

. learn, or how to-teach them? Or should

' ‘we- - organize local '-communities . to
. .pressure their schools to adopt effective

-and’ drop ineffective practices? Should .

" we directly approach school boards and
_superintendents and explore why the
-education of children has taken a:back
‘séat to almost every ‘other faddish issue
"'_and-f-; genume cnsls_ facmg

or - author;ty to make any dec1510ns about
“how ‘the schools are: run: “that would re:

main: sohdl_""-"

; board The Jogal-board

'_istrateglc'pomt: ore that w11] generate the

“greatest amount of posmve productive -
‘change’ with’ the. Ieast amount of pubhc

: effort .
One strategic pomt would be the crea-

“tion’ in ‘each local-school -district of a -

* /Quality Assurance - Commission." This
-commission. would be’ independent of
"the board -of education and act essential-
“'ly as an.outside, independent auditor of

~educational quality. Just as schools-have.’

‘outside,  independent auditors -for-“all
““financial “transactions, ‘there could be

today s

its mandate.’ The quahty comm1551on_
__“{would “have - legal - access * fo school-
records as well as be able to observe -
“schaol practices and even testand/orin-

- sm'ular audltmg arrangements for quah-

ty. of instruction provided. Similar

" models in'government would include the

Government Accounting Office which

’ mvest:gates and reports on various

issues relating to management of
government programs,
:The commission would be estabhshed

. by local election, and receive a budget
. independent from that of the schools.
~Perhaps’ one-half a mill could be set

aside to fund the quality assurance ac-

tivities of the commission. Communities

voting: not to have Quality Assurance
Commissions would at least have the

~chance of going on record against such a

thing, and residents would have less
cause ,to complain about quality -of

_education issues in their schools. Com- -
 munities that vote for such commissions

would be placing on voter record their

-committment to quality education in

their schools.. :
‘The: commlssmn would ‘have  no

terview pupils, parents and staff. The

.commission members themselves would

not; become directly involved in the
auditing process,- but use the indepen-

~dent-funds to contract with various ex-
perts. .

-for whatever evaluations. are

necessary. One study- mxght investigate
-academic achievement, using standard-
ized- tests given by the school and
“teacher built, Other studies might in-
-vestigate staff morale, or students’ at-

of the lacal -
ikewise: would ;
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" training programs could be evaluated,

or the effectiveness of ¢lassroom' super-

' '.'-_;vision and consultation ‘provided to
.+ classroom teachers.

Studies couid be
" commissioned on the quality of prepara-
tion of teachers recently hired, with the
_results being sent to the universities
responsible for the training.

- Every six months or so, the commis-

sion could publish its findings in a Sun- .

ay Supplement to the community news-
paper. The school board, superintendent
and local citizens could use the infor-
maiton to take whatever action might be
necessary to improve the quality of
education. Collecting and publishing
these reports would define the legal
responsibilities and limits of the commis-
sion: it would not be allowed to suggest
specific actions for chinging school

' practices.

Of course, procedures would have to
be devised to keep the commission ob-

jective and truly independent. It would -

not help to have the commission board-
ed by retired teachers and schoo] ad-
ministrators, nor leaders of the local
chamber of commerce. University

~ GALEN ALESSI

educators also may have too many other
agendas preventing their cbjective par-
ticipation. Once established, every
political special interest group in the
community will apply pressure to get a
seat on the commission. The ability of

the comimunity to block such political -

pressure may determine the eventual
contribution of the commission to im-

-proving quality of education, Members

would have to be prepared to face tough
issues without bowing to pressure from
special interests, The commission would
be expected to assume a critical, pro-
tagonist role. It would have to be as ob-

Jjective and committed to its task as a

consumer’s unjon,

What will happen if public schools fail
to recover the quality in instruction?
Public schools may face the same dif-
ficulties now ravaging the auto and steel
industries in this country. By failing to
improve quality, reliability, and effi-
ciency, these industries now cannot
compete with more efficient foreign
competitors., Union workers with ten

_years of seniority are laid off with little

hope of returning to their jobs. Unions
are accepting significant cutbacks in
fringe benefits and even wages (steel).
And the industries face the dilemma of

‘not being able to compete well enough

tc turn enough profit to modernize
equipment and thus become more com-
petitive. -

- . Increasing numbers of parents across

- the country are enrolling their childre

in private schools, even though they ar

- paying public school taxes. As a large

precentage of parents in a communit
take this option, there will be less sur
port for the public schools: less suppos

- for passing millages, less support by ac

tive PTA members, and less support i
terms of a higher percentage of brigh
young children in the public school pee
population. As an overwhelmingly larg
percentage of parents place thei
children in private schools, publi
school millages may be cut back to bar
subsistance (i.e., baby-sitting) levels
Similar situations have already occurre
in several southern school districts an
Boston, but for different (i.e., racia
segregation} reasons. In those district
there is little interest in public schoa
among the majority of communit:
residents. And ' community resident
pass the millage.

Public schools have little time L
waste in bringing back the qualit
education that will attract and keej
parents who are genuinely concerne
about their children’s education
Establishing Quality Assurance Com
missions may be a small price to pa
now to avoid irreversible erosion of sup
port for public schools later. -

Why the need for Quality Assuranc
Commissions? Public school systems ar
functional monopolies. That is, con
sumers are forced to pay for the service:
whether or not they use them, and thu:
can afford few options to public educa
tion in the private sector, Without con
sumer freedom, there is little “marke
control” on the quality or type of educa

- tional program provided, (compare witl

the " telephone company)., The recen

. ‘movement toward voucher systems anc
-tax- deductions -for - private school tui
‘tion; as well ‘as. teacher accountability
-are: efforts’ by consiimers . to-gain some
_ _'correchv_e power overa system that does
~‘not give them' the option to: vote with
‘their ‘dollars for the kinds of service:

desired. Quality Assurance Commis:
sions may allow public school system;
to provide the benefits possible with
large scale efficiencies of monopolies

- while still retaining responsiveness tc

consumer concerns and needs.

Could private citizens and parent:
have a Quality Assurance Commissior
without a referendum and millage sup
port? Yes, individuals could joir
together to begin such an operation.
While their commission would not have
a legal mandate to have access to schoo.
records, it could benefit almost all com:
munity residents {certainly all property
and business owners) whether or nol
they have children enrolled in the schoo:
systemn.

Editor’s note. As Milbrey McLaughlir,
points out in Evaluation and Reformr
(Ballinger, 1975), at the initiation o)
Title 1, Robert Kennedy was skeptical oj
the ability of schools to use the addea
money effectively. He felt the act shoula
include an evaluation. requirement, in
the hope that if the community were
aware of the outcomes, they would
pressure the schools fo do better, Again,
as MeLaughlin so beautifully
documents, the politicians were stili
nafve, The administrators got around
the requirement for at least 10 jyears (and
more likely 18).

While the chances of adoption of
Alessi’s "Proposal” is about the same as
that of Jonathan Swift's original
“Modest Proposal,” it expresses a real
problem in education today—how to get
excellence in instruction for all students.
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If you teach students with severely
handicapping conditions, you probably
have taught individuals who were either
recently released from an institution or
who were in danger of being sent to an
institution. You probably wondered
what to do with these problematic
students. They often exhibit severe
behavior problems and limited skill
repertoires. They are also likely to have
a variety of handicaps. For example,
Ron, a ten-year-old, was admitted to a
large state hospital in California. Along
with a very limited skill repertoire, Ron
exhibited severe behavior problems in-
cluding regurgitating food, smearing
feces, and placing dangerous sharp ob-
jects in his eyes, ears, and nose. Another
student, Jess, not only exhibited severe
behavior problems, but also had multi-
ply handicapping conditions including

partial vision, cerebral palsy, and a.

seizure disorder. Este]_le, an eleven-year-
old girl, required a wheelchair to move
around because of her. cérgbral palsy.
She had a very limited rangg.of skills
and several maladaptive behaviors, in-

cluding biting_and.scratching her mother .
~and teachers; ‘and “refusing-to eat-any. -
solid ‘foods. - Also, -she -rarely -initiated -

any activity. Teaching children with
such limited skills presents many in-
‘structional and programmatic problems.

While there has been breat progress in
the behavioral treatment of the severely
handicapped in the past 15 years, there
is still a need.for new technology to
reach those who do not respond to cur-
rent approaches. Because of our failures,
extremely low performing students are
still placed in large state hospitals where
they are subjected to neglect, isolation,
and impersonal custodial care.

The principles of direct instruction of-
fer an innovative approach for teaching
extremely low performing students that
promises to add to behavioral
technology. Direct instruction is based
upon a logical analysis of learning
{(Engelmann & Carnine, 1982). While it
was initially developed for mildly
delayed learners, we believe that apply-
ing the component principles and pro-
cedures of direct instruction to severely

handicapped students, we can help teach.

new skills to these students and prevent
their social failure. _

The purpose of this paper is to
describe some of the problems we have
encountered in teaching extremely low
performing students and to relate how

we have used the principles of direct in-

struction to sclve them.

Project 5.A.L.L: Normalization
through Direct Instruction

For the past two years we have been
working with children and young people
similar to the three students described
below, They are residents of a
demonstration group home in Mount
Shasta, California. The home is the

main product of Project S.A.LL.
(Systems Adaptation for. Integrated Liv-
ing), a federally funded demonstration

project conducted by the Oregon
Research Institute. The project serves
young people, ages 8 to 21, who were
residents of a California State Hospital
or who were awaiting admission to a
state hospital, All of the clients have
severely - handicapping conditions, in-
cluding mental retardation.

Take Henry as an example. He was
born with Downs Syndrome. Henry
lived in northern California, until he
was six years old. No school services
were available for him in his home
town. When he contracted juvenile ar-
thritis, there was no community service
to help with his many needs. His mother
placed him in a state hospital where he
was the only verbal and ambulatory per-
son on a large ward. He soon lost his
speech and became socially withdrawn.
Thirteen years later, when Henry moved
to Mount Shasta to live in the S.A.LL.
training home, he exhibited few adap-
tive behaviors. He simply sat all day in a
chair. He occasionally moaned. He had
few self-care skills. When faced with this
young man'’s needs, the question arises,
‘“Where do we begin?” At Project
S.A.LL. the beginning is a statement of

- human values {Singer, in preparation).

The ideas of normalization and per-
sonalization suggest the ultimate goals
of instruction. They focus the direction
of our instruction on the demands of a
normal household and community.
They provide a set of values. We must
es constantly in mind
what..and -how to teach

the vehicle. They do not tell us where to
begin to teach, We must examine what a
person must know in order to enter a
simple human community. What are the
basic elements of human communication
and interaction? What must a person
know to benefit from instruction? We
have identified the following concepts as
essential to the learning process.

The first principle that must be

demonstrated to these young people is

the contingent relationships inherent in
social communities. The students we
work with often do not conform to basic
standards of human interaction. Their
behavior appears random and unpre-
dictable. Tantrums seem to develop
without external provocation. These in-
appropriate behaviors imply a failure to
comprehend the relationship between
their action and social or environmental
consequences, These students need an
understanding of the rules and standards
for acceptable and unacceptable
behaviors. They must learn that accept-
able behavior leads to reward and unac-
ceptable behavior leads to punishment.

Another major principle is the mean-
ingful nature of language. Many of our
students possess little receptive or ex-
pressive language. They do not know
the rudiments of communication. A
basic concept which must be taught is
that people can direct each other's atten-
tion in a civilized and purposive man-
ner. If we point to a bar of soap, we are
attempting to direct the student to use
the soap. When we give an instruction,
we are indicating to the learner what is
expected.

" our stUdEntfvT ey tell usif our vehicle - structionis reliably. On

" _(instriiction) is on course; ‘but they do”
" not tell us how to design and construct

These ‘two principles, that the social
community is orderly and that language
is meaningful, directly relate to the issue
of compliance. Compliance with instruc-
tional requests is a requisite of any in-
struction. We must carefully and
deliberately teach our students to com-
ply with instructions if they are to
benefit from training. The following sec-
tion will present examples of instruc-
tional procedures we have utilized to
teach: our students new skills, thus in-
creasing their participation in society.

Compliance Training

Simple contingency management pro-
cedures are a powerful tool in changing
behavior. However, these procedures
are often not effective with persons who
have firmly established inappropriate

‘behavior of a serious nature {self-abuse,

aggression, tantrumming, etc.).

When contingency management pro-
cedures did not produce adequate
behavioral changes at Project S.A.LL., a
second procedure, generalized com-
pliance training (Engelmann & Colvin in
press) was implemented. This program
attempts to teach compliance behaviors
that generalize to a variety of settings
while developing new skills. In addition,
it attempts to eliminate noncompliance

and other undesirable behaviors. The -

following example is for purposes of
description. It does not provide a set of

guidelines or a prescription for program- .

ming. The reader is referred to the book
Generalized Compliance Training for a
detailed description of these procedures.

One of the first skills taught in com-
pliance training is to follow simple in-

During later sessions, instructions: in-
compatible with inappropriate behavior
are also practiced. If inappropriate
behaviors appear during the compliance
training session, the student is corrected
with a loud command, e.g. “No tan-
trumming!” and required to follow a
simple instruction, e.g. (stand up and sit
down). If the inappropriate behavior
persists, the student is required to per-

form the simple instruction until the
behavior stops. Social reinforcement is -

provided only after correct performance
of simple instruction. Furthermore, the
procedures are carefully programmed to
achieve generalized compliance across
all relevant people, materials, and set-
tings. An important lesson learned in
compliance training is that appropriate
behavior or following directions leads to
teward. Inappropriate behavior,
disobeying directions, leads to simple
repetitive tasks without reinforcement.

Generalized Skill Training

Generalized skill training refers to a
method of teaching that incorporates
many direct instruction principles
(Engelmann, Colvin, & Singer, in
preparation). Of interest in the present
paper are the notions of teaching core
skills that generalize to a variety of func-
tional tasks, and removed-component
instruction to focus training on essential
features of tasks. These innovations
have been used to teach self-care and
domestic-living skills to students in Pro-
ject S.ALL.

Core skills. A detailed analysis of the
skills required to perform self-care and
domestic-living - tasks indicates- that 10

ructions. reliably. tudents learn
‘to follow simple instrictions; it is possi-
ble to teach longer, more complex tasks. -

basic core skills account for over 99% of
all the motor movements (Close,
Halpern, Slentz, & Taylor, 1982). Of
these motor movements, the vast ma-

_jority are variations of a simple manual

grasp. Other core skills include push,
pull, turn, insert, place, lift, stand, set,
and rub. At Project S.A.LL. we teach
these basic core skills within the context
of functional self-care and domestic
skills. For example, teaching hand-
washing allows us to present the core
skills of grasp and turn the faucet, grasp
and rub the soap, rub hands and soap
together, place hands under the faucet,
etc. These core skills appear in a variety
of hygiene tasks such as showering,
bathing and shampooing. Once the core
skills are mastered, they are easily ap-
plied to other tasks. Tasks are selected
for instruction because they include core
skills common to other functional skills,
not because they are easy to learn.

Removed-Component Training.
Several students at Project S.A.LL.
could not perform basic core skills.
Other students could perform the com-
ponent response or core skill but not
when it was needed. Both of these
groups of students could benefit from
removed-component training. The
essential part of the task is practiced in
isolation and then reintegrated into the
task. Several rules guide this technique:
(1) select skills or components that can

. be performed in less than 10 seconds; (2)
_present the massed trials instruction

rapidly using functional reinforcement;

- {3)-once the learrier reaches criterion-on
_-the removed ‘component, present.it.in a
sequence juxtaposed ‘to ‘a . variety. of . .
dthér_-";s'_kiilé;':'_(4')'.::finallyj'.'réintég'rate. the
. component back into the task and teach
. the task as an entire sequence, For exam-
ple, one of our students was having dif-

ficulty washing his hands with soap. We
removed the core skill of rub. He prac-
ticed several forms of rub (e.g. rub his
arm, rub his hands together, rub his
face, rub the table with a cloth, etc.). He
then was required to perform different
tasks requiring rub with the simple cue
of, “Jack rub,” paired with a gesture of
where to rub. Finally, instruction of the
entire hand and facewashing task was
resurned.

Results

_ On a norm referenced measure of '
adaptive and maladaptive behavior, the
clients of the training home have made
statistically significant gains in adaptive
behavior (domestic, leisure, self-help,
and community skills} and shown
significant reductions in maladaptive
behaviors (tantrums, running away,
public masturbation, destruction of pro-
perty, aggression, and self-abuse). To
date, three of our students have been

" able to return to their natural homes or

to foster homes in the vicinity of their

home communities. Three other clients
are scheduled to leave for foster homes
as this article is in press. The home has a
waiting list of referrals for other children
with severely handicapping conditions
and a replication home will be opened
soon in Chico, California. Global data
for the efficacy of our demonstration
model is described in detail elsewhere
{Singer & Close, in preparation).

Continued on Page 4
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by Craig Darch, Alburn University
Russell Gersten, University of Oregon

Identification of instructional presen-
tation variables that lead to increased
student performance is an importrant
aim of educational research. Presenta-
tion variables are especially important in
programs for mildly handicapped
students. Two procedures essential to
success for these students are rate of
presentation and use of praise. Both pro-
mote attention to task and accurate

work. Success in these areas is important
" in the development of academic achieve-
ment and self concept.

Rapid pacing has been shown to im-
prove the academic performance of non-
handicapped students (Carnine, 1976).
Many studies show that teacher praise is
important in all aspects of an educa-
tional program (e.g., Walker, 1979),

The present study was designed to ex-

“tend the research on rapid pacing and

feedback to learning disabled students.
Also, both the isclated and interactive
effects of rapid pacing and praise were
evaluated.

Method

Subjects and Setting

The subjects for this study were four
students, three boys and one girl, who
were identified as learning disabled by
school psychologists. Each had a history
of difficulty in basic word decoding. At
the beginning of this study, each subject
had just been placed into te learning
disabilities classroom. Students’ in-
dividualized educational programs
{IEP's) included learning basic
sound/symbol relationships and blend-
ing sounds into words.

The reading class metdaily for a 45
minute period. The first 20 minutes were
used for the experimental intervention.
The remainder of the class period was
spent having the students work on in-
dividually designed worksheets. The
four students were taught as a group,
The teacher for this study was a 23-year
old woman who was completing a
graduate practicum in learning
disabilities,

Reading Program .

The DISTAR Reading | Program was
used for this study. In this program, the
rate of teacher presentation {pacing} is
expected to be rapid (approximately ten
tasks per minute).

Before the study began, the teacher
and experimenter practiced providing
signals for student responding, con-
tingent praise, and increasing the rate of

instruction. Training consisted
demonstration, practice, and feedba
These sessions occurred after school ¢
lasted approximately 30 minutes for f
consecutive days.

Experimental Design

A modified reversal design, w
replication across subjects, was us:
The advantage of this particular des;
is that it allows demonstration of be
the isolated and interactive effects of
dividual intervention componen
Because most instructional systems :
multi-component, the ability to ident
those aspects of a treatment that cc
tribute most to increased student perf:
mance is very important. Data were ¢
lected daily during this study and 1
perimentation lasted a total of 25 sche
days.

The following descriptions are
presented to provide a better under-
standing of the young people we are
teaching and the techniques being used
'in the home,

Freddie. Freddie is now 17 years old.
He is a tall, thin, and handsome young
man. However, when he entered the
program he possessed very little
language, constantly engaged in some
form of self-stimulatory behavior, and
tantrummed violently an average of five
times a day. He had lived most of his life

in institutions because of his frequent

tantrums.

For several months his tantrums were

treated with a contingency management
system. He was rewarded with praise
and activities when he behaved ap-
propriately. He was placed in a time-out
- corner when he tantrummed. The
number of tantrums decreased, but.their
intensity worsened, and he began to
smash windows. A staff member's wrist
was broken during a tantrum. The
generalized compliance training pro-
cedure was implemented at this point.

The procedure dramatically reduced
the frequency and intensity of Freddie's
tantrums, This decrease has maintained
for eight months. When tantrums did
occur, they appeared to be triggered by
an unplanned and improper change in
instructions or in general group home
management procedures. In other
words, the causes of the tantrums were
clearly identifiable and easily
remiediated. The graph in Figure 1 il-
lustrates the change in Freddie's
behavior,

Jack. Jack is 16 years old, He was born
with only one eye, has cerebral paisy in
half of his body and is physiologically
incapable of speech because of distortion
of his face. He has been in and out of the
state hospital system since birth. Each
foster placement has failed because of
Jack’s inappropriate behaviors that in-
clude loud sustained yelling, self-biting,
throwing objects, spitting food, and fall-
ing on the floor to resist manual
guidance. '

Jack’s skill training was-a problem. He
often performed most of the steps of a
chain, but then showed decreases in cor-
rect responding before reaching criteria.
Changes in reinforcers and changes in
instructional content did not remediate

for Severely Handicapped
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Figure 1. Average daily number of tantrums per week before and after generalized

compiance training.

this problem. The strategy that has
proved to be promising with Jack and
with other clients involves teaching a re-
moved component of the task.

Figure 2 represents the steps com-
pleted with the assistance of a verbal
prompt on the task of facewashing. The
erratic character of the line is typical of

" Jack’s performance during skill training.

The dashed line represents the point at

which skill training was suspended and
the component response of rub was
practiced. Jack reached criterion on the
second training session and maintained
it for three consecutive sessions. The
task was reintroduced with the .rub in-
tegrated and Jack was quickly able to
perform the whole task.

Summary

Severely handicapped students with
behavior problems are’ frequently in
danger of being removed from society.
They are placed in large congregate care
institutions or nursing homes where they
are treated as indigent medical patients,
They are not exposed to the -normal
challenges and rewards of community
living and are treated as a deviant
population rather than as . fellow
citizens. New techniques. and .service
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delivery systems are needed to allow in-
stitutionalized students to reenter socie-
ty or'to prevent placement of those who
are at risk for institutionalization. Pro-

Continued from Page 3 .

ject S.A.LL. developed a servi
delivery -model that has made use
compliance training and generalized sk
training to allow young people to p:
ticipate in a normalized home settin
All of this has taken place in a remc
rural area, We believe that this moc
and the emerging technology offers ho
for the 130,000 citizens with severly ha
dicapping conditions whe remain
large hospitals or institutions.
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wseline 1

During this phase, the teacher
esented material from the DISTAR
ssons by closely following the daily
sson scripts, with two exceptions.
Ithough the teacher told student
hether their responses were correct or
correct, she did not verbally praise
yrrect answers or instances of ap-
«opriate social behavior. If the group
ve a correct response, the teacher
ould merely tell the students' the
\swer was correct, and move on to the
axt step in the lesson. If the students
ave an incorrect answer, the teacher
.ould model the correct response and
roceed to the next part of the lesson.
The rate of teacher presentation of the
structional content was also con-
olled. To insure a slowly paced in-
ucitonal delivery, the teacher was in-
ructed to pause five seconds (by count-
1g to herself) between the end of a stu-
ent's repsonse and the presentation of
1e next part of instruction. This pro-
edure was similar to the one used by
“arnine (1976). Baseline 1 lasted four
ays.

lapid Pace I _

This phase lasted four days and was
xactly the same as Baseline 1 except
hat the pace of instructional presenta-
ion was increased. Instead of creating a
ive-second pause between the comple-
:on on one task and the introduction of
he next, the teacher was instructed to
sroceed immediately to the next part of
he lesson. It must be emphasized that
ncreased pacing had nothing to do with
‘he rate at which the teacher spoke, In-
itead, pacing was, defiried. as'thetime
setween -task presentation: ST S

During this phase, the teacher gave
only informational feedback to the stu-
Jent: she did not verbally praise their
behavior. Corrections were done in the
same manner as in Baseline 1.

Rapid Pace and Praise 1

This phase replicated the rapid pacing
procedure and added praise for ap-
propriate social behavior and correct
academic responses. During each in-
structional presentation, the teacher
identified instances of appropriate
behavior and praised students, using
short specific statements. The teacher
reinforced behaviors such as eyes fo-
cused on the text, keeping hands and feet
to oneself, staying in one’s seat, and
responding to the teacher’s signal. Also,
the teacher would praise student(s) or
the group for responding correctly. This
phase lasted five days.

Praise Only

Next, rapid pacing was dropped to
demonstrate the differential effec-
tiveness of praise vs. pacing. The teacher
again presented material at a slow pace,
using the five—second—pause technique.
The teacher replicated the verbal rein-
forcement procedure described in the
previous condition. This phase lasted
three days.

Baseline 2
This phase was identical to Baseline 1
and lasted three days.

Rapid Pace 2
This phase replicated Rapid Pace 1
and lasted three days.

Rapid Pace and Praise 2
This phase, -a replication of Rapid
Pace and Praise 1, was important in

again showing the effects of the two
variables in combination. It lasted three
days.

Dependent Variables ,
Percent Correct, Percent Correct was
calculated by dividing the number of op-
portunities available to respond to a
teacher guestion or direction by the

T

CRAIG DARCH

number of correct answers. if the stu-
dent did not correctly respond within
one second of the teacher’s signal, the
response was marked as incorrect. In
order for a student’s response to be con-

‘sidered correct, the student had to voice

the answer loudly enough to be heard by
the observer, who was seated approx-

~.imately.four: feet away . Data were taken- .
diiririg-both individual turns and group” |

responses. - Procedures are  discussed
below. .
Percent On-Task Behavior. On-Task
was defined as eyes on the teacher or the
presentation book, keeping hands and
feet to oneself, and responding on time
to the signal. Behaviors such as talking

out, talking to classmates, playing with -

objects, out-of-seat without permission,
or fighting were classified as off-task.

Data Collection Procedure

Three university graduate students
served as primary data collectors. One
collected data on On-Task Behavior
while  the other recorded Correct
Responses. On alternating days, the
third graduate student’ would observe
and record either On-Task Behavior or
Correct Responses to assess -inter-
observer reliability. Data were collected
on the four subjects in the following
manner. Observers who coded On-Task
behavior used a ten-second-time-
sampling technique; they would observe

the student for nine seconds and record

the student's behavior during the tenth
second. If the student was engaged in ap-
propriate behavior for the entire nine
seconds, the observers would record a
slash (/) in the appropriate interval on
the data sheet. If the student was en-
gaged in any inappropriate behavior
during the nine seconds, the observers
recorded a 0 in the specific interval. A
different student was coded each ten-
second interval. The observers
systematically coded the four subjects in

a predetermined order; therefore both

observers were recording the same sub-
ject at the end of each ten-second inter-

val..One complete rotation.through the .

subjects took forty seconds and the pro-

cess was repeated continuously for the
duration of the session.

The technique to record Correct
Responding followed the procedures
described by Carnine {1976). Each sub-
ject was recorded individually for five
consecutive tasks, even though all sub-
jects responded to each task. A task was
defined as a teacher presentation of
cither a sound or a word. For example,
each task required the students to: (a)
give the sound that a letter or letter com-
bination made, (b) sound out a word, {c)
to read the word as a whole unit. This
cycle was repeated numerous times dur-
ing the 20 minute lesson.

Results and Discussion

Inter-observer agreements for on-task
behavior ranged from 80% to 95%, with
a mean of 90%; for percentages of cor-
rect answering, they ranged from 88%
to 1009 with a mean of 95%.

Accuracy

The results on the percentage of Cor-
rect Responses for each subject "are
shown in Figure 1. Each student was per-
forming well below acceptable level dur-
ing the Baseline 1 condition. Fach stu-
dent's performance was affected by the
introduction of each phase of the ex-
perimental intervention, With the in-
troduction of the first component of the
intervention, Rapid Pace 1, each student
demonstrated an increase in accuracy.
This increase in performance was
replicated in the Rapid Pace 2 condition,
This consistent effect shows that
teachers of LD students can improve

academic performance merely by in-
creasing the rate of instructional presen-
tation. This finding replicates Carnine’s
(1976} study. This result also supports
the findings of a correlational study con-
ducted by Gersten, Carnine, and
Williams (1982), in which the students of
teachers who consistently paced their
lessons briskly gained more in reading -
achievement than their peers. It is im-
portant to note that this increase in pac-
ing was not due to the teacher's speaking
more quickly. Rather, the pauses bet-
ween each segment of the lesson were
reduced.

The combination of Rapid Pacing and
Praise- led to an even stronger effect.
Students 1 and 2 improved from a
baseline accuracy of 40% to B6% and
799, respectively. Student 3's growth
was not as dramatic (from 53 % to 65 %),
Student 4 was the lowest performer in
the group. Though he demonstrated
some growth in accuracy (18% to 31%),
he continued to perform well below ac-
ceptable levels.

When the Praise Only condition was
administered, performance gains on
Correct Responses are maintained in stu-
dent 3, while slight decreases are shown
in the three other students. _

Levels of performance during the last
three phases replicate the results.in the
first three conditions of the experiment.
The finding that the combination of
Rapid Pacing and Praise can produce
powerful increases in performance of LD
students is an important finding for the
classroom teacher. _

Continued onPage 11
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Cursive Writihg

Program

"AUTHORS Samuel Miller, Siegfried Engetmann

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

DESCRIPTION The Cursive Writing Program isa )

140 lesson direct Instruction program that teaches

how to form the various letters, create words,

write seniences, and write faster and more accu-
rately. Special features include a simplified orlhog-
raphy, emphasis on high-letter combinations, and
design features such as the slant arrow to insure
correct paper placement. Exercises require only

'440} :Cursive Writing Program

15-20 minutes of daily work.

ADMINISTRATION The program is sultable for
individuals, small groups, or an entire class.
COMPONENTS Teacher Presentation Book
includes @ Detailed specifications for each lesson
@ Complete Information and reproducible
materlal for placement testing @ Information on
how {0 supplement the program @ Student Work-
book Includes ® Practice papers for each lesson
@ Point Summary Chart

Teacher Presentation Book 15.95
441). Cursive Writing Program

Student Workbook (1 ea)) 4.25
442] Cursive Writing Program

Student Workbook (pkg. of 5) 21.25

| Love Library Books

AUTHORS Janice Jensen, Siegfried Engelmann
RANGE Students with {irst grade reading skills.
DESCRIPTION | Love Library Books provides
detaits for introducing 37 popular chiidren’s
books as an integral component of a first grade
reading program. A computer analysis has keyed
each book’s vocabulary with the words presented
in 8 major basal reading pragrams so that ithe
selected books witl match the child's skills and
ensure a successful reading experience. Children
using this program usually start reading library
books by February,

ADMINISTRATION Either the
teacher may administer this program.

librarian or .

COMPONENTS Teacher Presentation Book
includes @ Complete lesson plans for intro-
ducing 37 books ® Computer analysis ‘chart
matching each book with a specific page and text
of 8 basal reading programs @ Procedures for

record-keeping and assessment @ Crealive, time- :

efficient reinforcement activities ® Student

Workbook includes @ Introductory sheets for .

each book @ Student record sheet @ Suppie’-

mentary worksheets

444j | Love Library Books
Teacher Presentation Book 15,95
445] I Love Library Books '
Student Workbook {1 a.) 4.25
448 | Love Library Books _ ‘
Student Workbook {pkg. of 5) ' 21.25

Your World of

_,AUTHOHS Slegfrled Engelmann .Karen Davis,:

Gary Davis . .. .

" 'RANGE  Third through' fifth grade students, and

remedial learners who read on at least the begin-
ning third grade level.

DESCRIPTION Your World of Facts is designed
to supplement science and social studies pro-
grams, preteaching key facts and relationships.
The series was writien In response to the probiem
that students are often so concerned with the
vocabulary of science and social siudies texts
that they fail to understand the concepts. Simple
charts and pictures present each set of facts, and

a ‘game formal provldes impetus and practice The <

40 lessons reqiiire '45-50 ‘minutes each, but’ only"" ;
:15 minutes of teacher.directed time. .

CDMPONENTS_ ..Teacher Presentation Book con::
tains guide information and instructions for each -.
lesson @ Student Workbooks are nonconsumable
and contain 25 topics, including the solar system,
the respiratory sysiem, continents, oceans, and
the internal combustion engine @ Reproducible
scoresheet @ Reproducible certificate

448j Your World of Facts

Teacher Presentation Book 24.95
449] Your World of Facis

Student Workbook (i ea.) 4.25
450 Your World of Facts

Student Workbook {pkg. of 5) 21.25

Speed Spelling

AUTHOR Judy Proft-witt

RANGE Learning disabled and retarded children
who have not mastered grade school speilling
skills.

DESCRIPTION Speed Spelling is an individual-
ized, phonic program designed {o increase spelling
speed and accuracy foowlng a systematic devel-
opment of sound-to-letter correspondence. A
piacement test determines each student's level.
Each of the 93 lessons teaches word reading,
word writing, and sentence writing, and contains
instructional objectives and detaiied directions.

ADMINISTRATION Teachers, students, aides, or
other paraprofessionals may act as tutors.

COMPONENTS Manual includes e Placement
test ® Cycling tests ® 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-leiter words and is reproducible

252 Speed Spelling Kit, manual, 20 Student
Books, plus Word List Packet 72.95
253] Speed Spelling Student
Books (pkg. of 20) 9.95

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

P.O. Box 23699, Tigard, Oregon 97223-0108

TO ORDER, WRITE OR CALL
TOLL-FREE

1-800-547-4800
(Oregon residents call 1-692-6880)




Maeroff, Gene 1. Don't Blame the Kids:
The Trouble with America’s Public
Schools. New York: McGraw-Hill,
1982. ($6.95}

Gene Maeroff is an award-winning
educational writer for the New York
Times. He has written a far-reaching and
provotative book which will raise the
eyebrows of teachers, administrators,
school boards, parents, and other tax-

payers, If these various audiences each -

take an evening or two to peruse this
highly readable volume, then begin
‘discussing it with each other, the book
could provide a beginning for educa-
tional change in ' many communities.
Maeroff's nine chapters cover a broad
range of contemporary topics in public
education, including: attributing blame
for student failure, societal pressures on
the schools, minimum competency
testing, inner city schools, teaching the
basics in ‘education;’ the high school-
college gap, issues'in the teaching profes-
sion, school finance, and parent involve-
ment, - o . '

Most of the pages in this volume seem

to be dedicated to lamenting how ‘bad
things-have becoine in public education.
If the book had a fault; it is this lack of

balance between lamentations and pro-
posed solutions. Still, Maeroff con-
sistently concludes with - a reminder-
about what the schools can accomplish
and issues a charge to his'readers to go
out -and accomplish similar—or ‘better -

:f"Ad.mimsfzmtofﬁs :

" Briefing .

7] A 2
e

by Linda Carnine

John Chadwick
Irvington Elementary School
Portland, Oregon

The challenges associated with pro-
perly implementing Direct Instruction
programs in public schools are un-
doubtedly familiar to many readers, My
own experience may be instructive
nonetheless. The school I serve has 585
children from kindergarten through Sth
grade and a staff of 50+ teachers, aides,
and support personnel. Our population
of children is a-liberal mix of every
sacio-economic and racial background.
Chapter I (Title I) children are “hard to
teach,” but they are not the most dif-
ficult children in Portland. Last year
(1982-83) we began using DISTAR [ and
I with all 1st and 2nd grade children in
our Chapter I reading program. At these
grade levels, we served approximately
60 children. Children are grouped for in-
struction within and across classes as
needed. The classroom teacher and the
Chapter I teacher work on consectuive
lessons, thus doubling the number of
lessons covered per day. Every child
finishes DISTAR Reading I and many
finish Reading II in 1st grade, Children
transferred to our school during or after

1st. grade take longer. Our adopted

reading program is Houghton-Mifflin.
When a child concludes DISTAR II we
provide (with some difficulties) a transi-
tion to Houghton-Mifflin. Spring scores

on the CTBS {California Test of Basic’

Skills) show children in 1st grade achiev-
ing at the 50th percentile (N'= 27) and
2nd graders at the 47th percentile (N =
31} .
These results, while encouraging, are

. balanced against signficant implementa-

tion problems that have more to do with
the politics of program implementation
than with the details of teaching or
teacher supervision. Some problems that
I have addressed are: {1) teacher indif-
ference to the programs, (2} parent op-
position to programs, and (3} district in~
ertia with respect to change. Other pro-
blems that remain unsolved have to do
with the teachers’ contract and a lack of
serious resolve at the district level to do
meaningful implementation,

Teacher indifference to Direct Instruc-
tion (as well as some vocal opposition}

" was not an issue I met head on.Prior to

program selection, 1 appointed a
representative group of teachers to serve
as a visitation team. They -observed
good Direct Instruction implementations

things. -
I agree with Maeroff's assessment that
it is not the students who are to blame
for the woes of education. Neither are
those problems the fault of teachers,
parents, or administrators -alone.
Perhaps the fairest indictment would be
that it is the adults, collectively, who are
to blame when students do not learn..
The responsibility is often pinned on
teachers, but it must be shared

_equally—if not predominantly—by

school administators and parents, the
final authority figures in the school and
the home, respectively, Fixing blame is
not as productive however, as is expect-
ing léadership, commitment, and high
expectation on all fronts——at the

‘classroom, building, and district levels,

and in the home. Maeroff makes this

point, and it is hard to argue with it,
Maeroff does an excellent job of pro-

viding a clear, concise discussion of the

_influence of time on student achieve-

ment. He addresses this issue in all its

facets: school entry age, length of school .
year, length of school day, relative time
-allocation, -efficiency of time use;..and
~ time on task: In.his' chapter -on high
_school programs; Maeroff nicely extends
the issue of time allocation in discussing =~

€.:51a

and: -réportéd; ‘

~were enthusiastic. Aslong as the schools” "
visited serve ‘the same population your -
school serves, this-is a good way to gain’

support from teachers. I strongly recom-.

mend this practice over recitations of
Follow-Through data or discussions of
program merits at late afternoon staff
meetings. Teachers, like most of us, like.
to see programs working. Assuming
there are no obvious reasons to dis-
qualify the experience {i.e. teachers are
different, class sizes are. radically

smaller, children are smarter), teachers -’

will support the use of DISTAR pro-

" grams. | also avoided the use of district

“éxperts” or publisher representatives to
do presentations. I asked the teachers
from the schools where we observed to
discuss program details, answer ques-
tions, give testimonials and present
available data. Following presentations
by representatives of other publishers, it
was evident to my staff which program
was going to meet the children’s needs.
At the end of the selection process, we
voted DISTAR | and Il as the program
thoice for our Chapter I children. A
vocal minority staff continued to resist
the program, but not in significant
ways. -

Parent opposition to Direct Instruc-
tion was handled similarly. No parent
was made to feel that their child had to
be in the Chapter I program, However,
it was made clear that if the child was to
participate in supplementary instruction
in Chapter I, that the program would be
DISTAR | and [I. Vocal parent opposi-
tion was often encouraged by a minority
of staff resisting the program and want-
ing to build a parent following for that.

. Most parent opposition of the form,

" resources for inservice

core subjects vs. electives, His treatment -
of the gap between high school and col-
lege and his suggestions for bridging it
are important contributions to our
understanding the teaching-learning
relationship across the entire range of
public school grades.

In the final portion of the book,
Maeroff returns to a discussion of exter-
nal forces which significantly affect the
quality of schooling: teacher training,
school finance, public support, and
parent involvement. Here, too,
Maeroff's disappointment with the cur-
rent status of our schools is clear. Still,
he leaves the reader with the belief that
something can be—and must be—done. -

Maeroff is a man who feels strongly .

about education—its problems ‘and its= .

potential; that much is clear. He writes -
clearly and convincingly with- con-
siderable style. Perhaps the laméntation
with which he writes should not be
viewed as a criticism. There is a strong
need for more of us to be concerned
about what is going on. If enough of us
become provoked by his message to act,

. perhaps we can begin to correct:some of
_education’s problems, -~ o

- reviewedby
~Stan Paine

Ve prograr f"fc'or
-step‘_-':e_p'rog'r'am',--". retc.;

a~loc

their own child at home for two weeks
doing sound practice, word practice, -
and passage reading on previously
covered lessons. Few parent criticisms
persisted, though they were intense in-

itially. Many parent critics became

strong supporters after a more detailed
orientation and observation of the pro-
gram. :

District inertia toward Direct Instruc-
tion programs in my school took many
creative forms: {a) there were elaborate
rationales to write justifying the use of
DISTAR in place of district recommend-
ed programs for Chapter 1 children, (b}
there was the withholding of district
training of
teachers, and (c) frequent difficulties in
securing books, workbooks, and other
needed materials, All of the above prob-
lems were successfully tackled. Our
school had the resources to order addi-
tional materials, we were able to pay
teachers to take needed training (not,
however, when it was most desirable),
and rationales were easily written. The
most difficult problem was providing in-
service to teachers and trying to work it

" around their teaching day. Without a

contract provision making it possible to
command teachers’ workshop participa-
tion, I had to work by agreement with
them as to when, how, and under what
circumstances they might receive pro-
gram rationale and format practice. This
was after the school year had begun. I
had to cover their classes in order to

Continued on Page 15
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was .
creatively ighored. My tactic with other
‘parents’ ‘was to have:them work with~




©. ESL.

——by Russell Gersten, Mary Alice Brockway and Nancy Henares

Direct Instruction for those with Limited

. English (DILE) at Marina Del Mar
_ School ‘Monterey -

' Reported by Russell Gersten
'Unwersrty of Oregon

. _Evquhon of the, Program

+1n-1969-there were no non-Enghsh or
-mxnonl'y children-at the Marina Del Mar

" .school in Monterey, California. The

schiool population consisted of white
low-income" (or welfare) families.

Because -of the 'low income level, the
' schiool became eligible for Title I funds.
- DISTAR Readlng and Language were in-
) troduced

-in klndergarten and the

‘ners ‘entered the program.
5 o formal English as a
_‘ge (ESL) Pprogram, these

n“thie primary grades werg in-
[:he Direct Instruction pro-
E.' program was developed

pxck-up ‘the language and felt infetior
-to their "younger. brothers and_sisters,

- who spoke more ﬂuently, and also could -

~.-read “English. Many - parents .(and

“¢hildren as -well) .asked that the older
. .students be -placed in DISTAR. Im-
_‘termediate “children came voluntarily
. after school ‘or during recess to learn

" DISTAR Reading. A group of parents
-requested a night DISTAR class so that
they. could also-learn using the same
method as their children. At this point,
the project teachers realized that all K-6
‘students . needed the DISTAR
Language program,

‘Beginning in 1979, an ungraded model
. was . developed -for . ESL students in
kindergarten through sixth grade. Some
~ of:.the content of the developmental
(DISTAR) programs was too-simple or
childish for the intermediate grade

students. A.combination program was

designed for them including the newly,
developed remedial Direct Instruction
programs in oral reading and reading
comprehension—the Corrective Reading
Programs, -The DILE program has
-always, included some English-speaking
students, . As soon as ESL students
.become. :proficient in the English
Ianguage, they. are placed in regular
- «classes in the school -

_Maior Cor'nponents of the DILE
: Program '

1:-The Dxrect Instruction Model of '4

.classroom orgamzahon and teaching

- : ime, - _.-.-4'th-eth grade ESL _
student at Marina Del Mar School were'
' n readmg at all Eor three to.

- English

sgtrafegies. Approximately 95 students -

are involved in the program each year,
Instruction takes place in an ungraded
learning complex, staffed by 3 teachers
and 4 paraprofessional aides. (Three of
the 4 aides are bilingual.) The ungraded
complex allows for students to be placed

-according to correct academic skill level.
‘Both - English-speaking and limited

English-speaking students are involved
in the program.

Almost all instruction takes place in
small groups of 6 to 10. Students are
grouped by ability fer instruction in
reading, oral language, and mathemat-

ics. The Direct Instruction settings pro-

vide .-the opportunity for many
student/teacher  interactions within a
30-minute group, Most of the responses

are-oral. This is particularly important.
-.for ESL students. Oral practice is-fol-

lowed by worksheet practice. The
worksheets require ‘the students to- use
and apply the skills that they have ]ust
practiced orally.

The teaching strategies built into the
DISTAR programs "are designed - to

assure mastery -of each lesson by every .
-child: These strategies are detailed in
" Becker and Carnine (1980}, .

.2: Use of developmental and remed:al :
: D:re_ct_ -Instruction programs- for ESL
research in :the

Follow- Through. Programs in" Uvalde S
- TX, :and: San:Diego, -CA; has’demonz . -

- strated that the Direct Instruction Model
"‘can’be effective in teaching mathernatxcs :
.~~and_oral‘reading accuracy-to non-"and -

' hmlted -English speaking students in the

' primary: grades (Gersten, 1981a;-1981b;. .
: Language from: the frrst day of school, " ;

- Often;.the intermediate students did not.

students. Previous

Gersten, -Carnine, and Williams, 1982_.).
However, no program has -been

- developed which adapts and refines

these procedures to include:
® The needs of limited English-speaking
students in the intermediate grades.
» The domains of reading comprehen-
sion and written language expression
- .asessed in the intermediate grades.

‘Beginning students with no English
language skills, regardless of grade level,
receive two language lessons a day. In
the -first, they cover material from
Language I. The second sessions include
strands from Language IT and 1II that
teach the children the structure of the
language. Brockway and
Henares found that Asian children
would “pick up” nouns for everyday ob-
jects fairly easily from their peers.
However, they needed intensive instruc-
tionin how sentences are developed and
spoken in English, since sentence con-
struction is totally different in Korean,
Japanese, or Vietnamese,

In its intermediate grade (3-6) pro-
gram, ..the DILE model combines
developmental materials intended for
5-B year olds with remedial programs in-
tended for 9-17 year alds. The remedial
reading programs used are the Correc-

tive Reading Program in Decoding and -

Comprehension. In math, the

‘remedial/developmental distinction ‘ap-

peared less important to us because the
language demands of the series are great-

~ly reduced, and the issue of “childish”
content is-not terribly important. When.
. students in the intermediate grades com-
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-concentrated - program - for
. language development.’

pleted DISTAR Arithmetic III, they
were placed in the district'’s basal
arithmetic series. The basal arithmetic
series was taught using the principles of

Direct Instruction cited above.

-+ There are several reasons for this com-

-bination of remedial and developmental

programs in reading. The older Asian

students need the intensive work in
‘English language production and recep-

tive language .provided by DISTAR
Language I, and need to be taught the
basic word-attack strategies- taught in

‘Reading I, but also want to read age-

appropriate material.
- The  Corrective Readmg ' Programs

-p'rOVide-such material. By doubling up

on DISTAR ‘Language and thé :Com-

- prehension strand of 'the Corrective

Reading Series, the students receive a
English

B3 Structured English immersion. This
-is’ probably the most unique feature of
“DILE, A major principle . in the DILE
~model is that ESL students need to learn
“to'understand, speak, read, and write

English as rapidly as possible. We
believe that ESL students learn English
most efficiently when attention is direct-
ly focused on their oral ianguage Learn-
ing a new language is like acquiring any
other skill—the more a child practices

the skill throughout the day, .the more
‘quickly he or she will master the skill.
However; as in.most areas of education;,
.‘mere practice is not enough. The Key to

a structured immersion is that all in-

- ‘struction takes place in English, but afa

level understood by the student. (See
Baker & DeKanter, 1981). The carefully
controlled vocabulary and the carefully
sequenced lessons in the Direct Instruc-
tion " programs allow teachers to
“preteach” any new words that come up
in the math, reading, or language

~lessons. Though virtually all instruction

is conducted in English, there are always
several bilingual instructors in the class
who understand the child’s native
language. The curriculum programs are
structured so that prior knowledge of
English is not asswmed. New material
and concepts are explained so that they
can be understood by the students.
Both ESL and English speaking
students are in the learning complex.
Thus, ESL students are provided with
English-speaking role models.

4. Non-graded approach. Students are
placed in instructional groups -in
language, reading, and math based on
their current skill level, Thus, a fourth
grader may be in a beginning
(kindergarten-level) English oral

language program, a first grade reading’

program and a third grade math pro-
gram.

Rather than 1solate our limited English
students by placing them in a separate
ESL classroom they are mainstreamed
into a learning environment where they
encounter English speaking children
working at many skill levels. The stu-
dent “grouping” is temporary; as skills

develop, students are moved as rapidly

as possible through our academic con-
tinuum,

““are both dishes

.SONigs, games,

Students are assessed once every
weeks in each academic area (reading
language, math, spelling) on criterion
referenced tests. These test results ar
used to accelerate students for whom th:
work is too easy, determine whicl
children need remedial work, anc
regroup students when necessary.

5. Use of bilingual aides as instructors
The paraprofessional aides serve twc
major purposes in the program, The)
are trained (by the head teachers) t

.teach daily lessons to small groups o

children in the Language and Arithmetic
programs. Essentially, they serve as ad-
ditional teachers, allowing for smal
group instruction in all academic areas
In addition, the bilingual aides help the
non-English speaking students adjust tc
the environment, occasionally serving as
translators during a child's first few
months.

6. Cultural activities. Due to the fact
that there are many ethnic groups
prevalent at Marina Del Mar School,
multicultural activities are centered
around the cultures represented. Each
month a different culture is featured.
Monthly multicultural discussions em-
phasize the similarities between the
various cultures, as well as their unique-
ness. The students become familiar
enough with the different cultures to
readily see similarities. (For example,
Koreans and Japanese both sleep on the

- floor, “sit-on - thé. floor, :and.-eat ‘with
'ch0p5t1cks ) The children discover that

sushi (Japanese) and kimbab {Korean)
utilizing rice - and
seaweed. ' '

Everyone is encouraged to “share”
things from the wvarious cultures.
Cultural displays depict the artifacts,
dolls, toys, games, costumes, etc, Not
only do the children learn about cultural
heritage, but they also learn ethnic
and dances, taught by
other students or staff members, The
culminating cultural activity has been
cooking a complete meal, featuring the
food from the particular culture studied.
This tunch is prepared by the children
and then enjoyed by students, staff,
parents, and guests.

- Results of the ‘.Eva]u_ation

Since the testing procedures and in-
structional programs are different for
the primary (first and second) grade
students and the remaining (third
through sixth grade)} students, separate
analyses were made for each group. The
reader is reminded that all instruction
took place in a non-graded setting.
Students were placed in instructional
groups on the basis of-current skill level,
not age or grade level.

Primary Grades

Limited and non-English speaking
students in the DILE program during the
first and second grade perform at a
significantly higher level in Reading and
Math on the Comprehensive Test of
Basic Skills (CTBS), Form S, 1973 ed.,
than comparable students in the
district’s bilingual program.



The Language Assessment Scale (LAS) ¢
~as used as a supplemental measure to -

nsure that the DILE and traditional bi-
ingual samples were equivalent in
nglish language proficiency upon entry
nito the first grade. The LAS provides an
averall pxcture of a child’s oral language
sroficiency in English. Scores on the
LAS range from 1 to 4. 1 means non-
Snglish speaking; 2 and 3 represent
Jegrees of limited English language pro-
‘iciency, and 4 means fluent in English.

The comparison group was randomly
selected from the district’s central com-
puter file. The computer file included the
student's ethnicity and their LAS score
tpon entry in school. The comparison
zroup was selected from the file by
reviewing the files of all ESL students

who entered first grade by October 31 of

the school year and spent two years in
the district’'s bilingual program. The
ethnic distribution and mean entry LAS
score for the comparison groups were
equivalent, )

The DILE students included children
from Korea, Vietnam, Japan, the
Phiilipines, and Samoa.

Table 1 presents the number (and per-
cent) of DILE students and comparison
students at or above grade level at the
end of second grade in Reading,
Language, and Math. The data for 1980
and 1981 are grouped. The mean student
performance of the DILE students is
above national norms.

Statistical analyses revealed that
significantly more DILE students were at
or above grade level in Reading: and
Math. (The effect was not significant in
Language.) Seventy-five percent of the

students-were at ‘or ‘above'grade level'iti"
Reading, "and ‘96 percent in-Math. For

the students in the traditional bilingual
program, only ‘19 percent were at or
above grade level in Reading, 62 percent
were above grade level in Math.

The effects of the DILE program were
maintained during the third and fourth
grades. Table 2 presents third and fourth
grade achievement data for all DILE
students who started school in 1978 and
who were still in Marina Del Mar
School. Student performance remained
essentially stable
Language. While there was a drop in
Math from second to third grade for the
1979 starting group, students were still
well over the national median. One and
two years after the students left the DILE
program, they were performing well
above the national median, at approx-
imately the same level .as when they left
the program in 1980.

Effects on the English Speaking
Children Who Participated

The English speaking students all per-
formed above the national median, and
above the median level for the district
(which is between the- 60th and 70th
percentiles). Average scores were the
79th percentile in Reading, 77th in
Language, and 81st in Math. Though the
absence of a control group precludes
drawing any strong inferences from
these data, it is clear that the English
speaking students in DILE perform at
high levels in all domains. It appears the
DILE experience was not harmful to
them academically, and probably pro-
vided a valuable cultural experience.

}:VInté'rhi"éﬂi-oie {(Third through
“"Sixth) Grades

.mains for the 1980-81 group. For the

e _-Total Math

in Reading and_

found. on Reading and Language for
third graders; and Reading, Language,

Th . ) .
e students in the program in grades and Math for grades 4to.6 (see Table 3).

3 to 6 spoke Vietnamese, Korean,
Japanese, Laotian, Hispanic, and Ger-
man languages. Significant improve-
ment was found in all achievernent do-

Summary

These data indicate that non- and
limited-English speaking students in a
structured immersion program follow-

) Table 1 _
. Number and Percent of Students At or Above the National Median on the CTBS

Total Math

Total Reading, Total Language
At or - Ator At-or
Below Above Below Above Below Above
DILE 7 21 8 20 1 27
25% 75% | 27 % 71% 4% 96 %
Bilingual 13 3 9 7 6 10
81% 56% 4% 38%

19% -

62 %

Lo Table 2
' Followup of DILE Students on the CTBS

1978 Starhng

(N=10)  (N=10) {(N=9)
End of 2nd Grade  End of 3rd Grade - End of 4th Grade -
(May, 1980) - (May, 1981) (May, 1982}
7 Percentile - . _j_"'Percentile - .‘_I?éﬁ:‘entile S
Total Reading 63rd -65th - 65th-
Total’ Lar\guage : 71st 75th- L 67th

1979 Startmg

(N=9) N=9)
End of 2nd Grade  End of 3rd Grade
{(May, 1981) {(May, 1982)
Percentile Percentile
Total Reading 73rd 78th
Total Language 74th 68th
Total Math 83rd

80th

Table 3

Norm-Referenced Comparison Pre- and Posttest Scores on the CTBS
(Percentile Equivalents)

1980-81 School Year: Grades 3 to 6 (N=15)

Pretest (May, 1980) Posttest {(May, 1981)

Percentile Percentile
Total Reading - 4th ioth
Total Language ' Sth 23rd
Total Math 13th 45th

1981-82 School Year

Pretest (May, 1981}  Posttest (May, 1982}

Grade 3 (N=10)

Percentile Percentile

Total Reading 17th 47th
Total Language 16th 41st
Total Math 39th 50th
Grades 4, 5, 6 (N=10)

Total Reading : ath 23rd
Total Language 4th 30th

24th

43rd

Total Math -
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e :the DILE model;

1981-82 students, significant growth was

proaches

* Gersten, R., Camine, D., & Williams, P, Measur-,; S
ing. 1mplementatmn of a stmcturcd ediréational -

) make s:gmﬁ—' .
-?ibﬂmgual pro-

.-‘grams. ‘and b perfoﬁn at or'above na-

tional median levels after only one or
two years of the program. In addition,

‘the followup data show that students

who began in DILE in the primary

grades maintain their level of perfor-

mance after they leave the program and
enter the mainstream. °

In a “recent, exhaustive review of
research on the effectiveness of ap--
toward teaching limited
English speaking students, Baker and
DeKanter {1981) reported a dearth of

empirical findings on effective ap-
proaches toward  teaching these
students. Two Canadian studies

(Lambert & Tucker, 1972; Barik et al.,
1977) found structured immersion ap-
proaches superior to traditional biling-
ual approaches. The Joint Disseriiination
Review Panel had validated the English
immersion Direct Instruction Follow
Through programs in San Diego,
California, and Uvalde, Texas, as effec-
tive approaches for teaching
mathematics and beginning oral reading
to NES/ESL students.
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| 'E-:'-:A'Natlc’:)'h at RlSk The lmperétlvé

Ed:tors note — Last ‘year; L. S. Echica- .

“tion Secretary T.H. Bell appointed i Na-
“tional--Commission’ on Fxcellence in
“Education to study _the state of education
- “in"America.” Last :month; the Cominis-
“sion’ released its report. In the past feiw
. weeks, “the’ report - has Stirred con-
. siderable distussion’ in educational
“circles, We thought that a number of our

readers might riot have had the oppor-
~tanity to read the full text of the report

“but would be' interested in doing so.
'Therefore we dre ‘réprinting the entire
text'intwo parts. In this part, we present
- ‘the portionof the report dealmg with the
“-. problems facing education in this coun-
“fry oday and with what is possible to
“achievéin educatmg our children. In'the
ext isstie, wé will reprint the Comimis-
ion'’s fmdmgs, recoimmendations, and
related edztor:af appears

-0 page 2

Our natmn is-at nsk Our once uncha]]enged
-preémitience in: commerce, industry,.séience, and

: compet:tors thrgtighoitt the world, .
Thls réport is.concerned with: on]y one of ‘the

o many causes: and dimensidns of the' problem; but it
. is:the ‘one that undeérgirds American prosperity,.’
- ecurity,;yand c1v1hty We report to:the-American.

soplethatwhilé:we can-take justifiable pride in

quandered the gams instudent achlevement made
Jin the ‘wake’ of ‘the: Sputruk challénge. Moreover,
e “have - distiantled essential”® support  systems
- which helped riake those gains possible. We have,
- inieffect, been’ comrmttmg an act of unthmkmg,
unilateral educational disarmament,

" Oursociety and its educational institutions seem

effort needed to:attain them. This report, the result
of 18 months of study, seeks to generate reform of

. our edutational. system. in fundamental ways and
© vto renew the niafion's' commitment to schools and

- -colleges-of high quality throughout the length and
—breadth of our land. -

- That we have'compromised this commatment is,
upon “feflection, hardly ‘surprising, given the
‘multitude of often conFlu:hng demands we have

-placed-on our'nation's schools. and colleges. They
_“are routinely callecl om to provide solations to per-
'sonal, social, and political problers that the home
" and other institutions either will not or cannot

- ‘resolve; We. must ‘understand . that these demands

‘on our schools and colleges ofteri exatt an edica-
- :tional cost as well as a financial one.

“: On the .occasion_of the Commission’s Flrst
‘meeting, President Reagan noted the central im-
‘portance of education in Américan life when he
‘said: “Certainly there are few areas of American
‘life as important to our society, to our people, and
-to our families as our schools and colleges.” This
feport, therefore, is as much an open letter to the
. "American people as'it is a report to the Secretary
of Education. We are confident that the American
people, properly informed, will do what js right -
‘tor their children and for the generations to come.

The Risk

: Hlstory is not kind'to idlers, The time is long
:past when America’s destiny was assured mmpiy
by an abundance of natural resources and inex-
" haustible human enthusiasm; and by our relative
isolation from the mallgnant problems of older

- civilizations. The world.is indeed. one. global -
‘-'vxflage Welive: arnong determmed well-educaled B

:technnluglcal ‘innovafion is being - overtaken by -

~:-;what'our schools and colleges have historically ac- -
E comphshed and contrtbuted to* thie:United: States - -

-able ‘w0 reach- ‘some- common understandmg ‘on
‘complex fssues, ‘often” an short notice.and on the’
- basis‘of conflicting of incomplete evidenée? Eduta- . -
- tion“helps form these common-understandings; a

- -to-have lost sight of the basic purposes of school- . -,
ing;-and . of 'the: high: expectations. and disciplined

~ for Educatlonal Reform-

and strungly motivated competitors. We compete

with them for international standing and markets,

" not only with products but also with the ideas of

our laboratories and neighborhood workshops.
America’s position in the world may once have
been reasonably secure with only a few excep-
‘Honally wel]-tralned men and women. lt zs no
Joniger,

The risk is not only that the ]apanese make i

automobiles more efficiently than American and
have: government subsidies for development and
export. It is not just that the South Koreans recent-
ly built the world's most efficient steel mill, or that
American machine tools, once the pride of the

" world, are being displaced by German products. It

is also that these developments signify a redistribu-
tion of ‘trained capability throughout the globe.
Knowledge, learning, information, and skilled in-

teflierice are the new raw materials of interna- -

tional. -commerce and are today spreading
throughout the world as wvigorously as miracle

- drugs; - synthetic fertilizers, and blue jeans did

earfier: If only to keep and improve on the slim

_ competitive edge we still retain in world markets,

we must dedicate ourselves to the reform of our
educational system for the benefit of all—old and
young “alike, affluent and poor, majority and

:minofity: Learning is-the indispensable investment .-

required for success in the “information age” we

. are entering.
Our concern, however, goes well beyond mat- _

ters such as industry and commerce. It also in-
cludes the intellectual, moral, -and spiritual
strengths of our people which knit together the

‘very fabric -of our society. The people of the ~
- United States need to know that individuals in our
-society .who do not possess the levels of 'skill, |
literacy,- and training essential to this new era will
* beeffectively disenfranchised, riot simply from the:
‘material rewards: that accompany campetent’ per- .
fom'lance, ‘but also from the chance to participate .

‘fully in‘our haticnal life, -A high. level of shared

a country that pndes ltself on plurahsm and

point Thomas Jefferson made long ago in his justly
famous dictum:
"I know no safe depository of the ultimate

. powers of the sodety but the people themselves;
* and if we think them not enlightened enough to ex-

ercise their control with a wholesome discretion,
‘the.remedy is not to take it from them but to in-
form their discretion.”

Part of what is at risk is the promise first made
on this continent: all, regardless of race or class or

" economic status, are entitled to a fair chance and
" to the tools for developing their individual powers
-0f mind ‘and spirit -to the utmost, This promise

means that all children by virtue of their own ef-
forts, competently guided, can hape to attain the
mature and informed judgment needed to secure
gainful employment and to manage their own
lives, thereby serving not only their own interests

"but also the progress of society itself.

Indicators of the Risk

The educational dimensions of the risk before us

havé been amply documented in testimony re-

- ceived by the Comimission. For example:

»International comparisons of student achieve-
ment, completed a decade ago, reveal that on 19
academnic tests American students were never first
or second and, in comparison with other in-
dustrialized nations, were last seven times.

»Some 23 million American adults are func-

tionally illiterate by the simplest tests of everyday
reading, writing, and comprehension,

» About 13 per cent of all 17-year-olds in the
United States can be considered functionally il-
literate. Functional illiteracy among minority
youth may run as high as 40 per cent.

»Average achievement of high-school students
on maost standardized tests is now lower than 26
years ago when Sputnik was launched,

»Cver half the population of gifted students do
not match their tested ability with comparab]e
achievement in school.

»The College Board's Scholastic Aptltude Tests

demonstrate a virtually unbroken decline from .

1963 to 1980. Average verbal scores fell over 50

-points -and. average mathernatu:s scores drupped:---
-‘3nea:ly 40 pmnts : .
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Virginia Stat

dication. is essential to a Eree democratic sociéty -
o the fostermg of -a tommori cultiire; especial--; -

B graduatmg from college is also’lower. . .
i - B Blsiness: dnd’ military. léaders’ compiam I:hat

= they are required fo spend’ ‘milkions of: dallars on
.costly remedial education and-training prograrms
in_such basic skills as reading, writitig, spelling, -

P~College Board achievement tests also reveal
consistent declines in recent years in such subjects
as physics and English.

»Both the number and proportion of students
demonstrating superior achievement on the
5.A.T.'s (i.e., those with scores uf 650 or l-ugher)
have also:dramatically declined, ..

»Many 17-year-olds do not possess the "h[gher
order” intellectual skills we shéuld expect of themn,

Neatly 40 per cent cannot draw inferences from

written material; only one-fifth can write a per-

- suasive essay; and only one-third can solve a

.mathematics problem requiring several steps.
»There was a steady decline in science achieve-

" ment scores of U.S, 17-}'ear—old5 as measured by

national assessments of science in 1969, 1973, and
1977.

) "Between 1975 and 1980; remedxal
mathematics ‘courses in public fuur—year colleges
increased by 72 per cent and now constitute one-

- -quarter of all mathematics courses taught i in those
- institutions. -

®Average” " tested achlevemmt of"'students

‘arid computation. The Department of: the Navy,

" for example, reported to the Commission that one-

‘guarter of its recent recruits cannot’ _read at the
ninth-grade level, the minimum needed simply to
uniderstand written safety instructions. Without

" remnedial work they cannot even begin, much less
" complete, the sophisticated training essential in

much of the modern military.

" These deficiencies come at a time when the de-
mand for highly skilled workers in new fields is ac-
celerating rapidly. For example:

»Computers and computer=controlled equip-
ment are penetrating every aspect of our
lives—homes, factories, and offices,

®One estimate indicates that by the turn of the
century millions of jobs will involve laser
technology and robotics.

»Technology is radically transforming a host of
other occupations. They include health care,
medical science, energy production, food process-
ing, construction, and the building, repair, and
maintenance of sophisticated scientific, educa-
tional, military, and industrial equipment.

Analysts examining these indicators of student
performance and the demands for new skills have
made some chilling observations, Educational
researcher Paul Hurd concluded at the end of a
thorough national survey of student achievement
that within the context of the modern scientific
revolution, “We are raising a new generation of
Americans that is sc1ent1f1ca]ly and technologically
illiterate.” In a simifar vein, John Slaughter, a
former director of the National Science Founda-
tion, warned of “a growing chasm between a small
scientific and technological elite and a citizenry {ll-
informed, indeed uninformed, on issues with a
science component.”

But the problem does not stop there, nor do all
observers see it the same way. Some worry that
schools may emphasize such rudiments as reading
and computation at the expense of other essential
skills such as comprehension, analysis, solving
problems, and drawing conclusions. Still others
are concerned that an over-emphasis on technical
and occupational skills will leave little Hme for
studying the arts and humanities -that so enrich

- daily life, help maintain civility,-and-develop. a
sense of community.

Knowledge' of " the

. population completed high's

humanities, they maintain, must be harnessed
science and technology if the latter are to rema
creative and humane, just as the humanities nei
- to be informed by science and technology if the
are to remain relevant to the human conditio
Another analyst, Paul Copperman, has drawn
sobering conclusion. Until now, he has noted: -
“Each generation of Americans has outstrippt

its parents in education, in literacy, and
economic attainment. For the first time in &
history of our country, the educaticnal skills
one generakion will not surpass, will not equs
will not even approach, thase of their parents.”
It is important, of course, to recognize.that ¢/
average cifizen today is better educated and mo
krowledgeable. than the average citizen of
peneration ago—rmare literate, and .exposed |
more mathematics, Jiterature, and science. T}
positive impact of this fact on the well-being of m
country and the lives of our people cannot t
overstated, Nevertheless, the ave’mge gradunte (
our- schools and colleges “today is not as’ wel

_ seducated-as the average graduate of 25 or 35' yea

~:ago,’ when "a-much -smaller; propartion "of - ol
galand college: Tt
kewise” cannot 't

“négative. impact of thls fa
overstated .

Hope and Frustratwn

Statistics and their interpretation by "exper!
show only the surface dimension of the difficultie
we face, Beneath them lies a-tension between hog
and frustration that characterizes current attitude
about education at every level.

We have heard the voices of high-school an
college students, school-board members, an
teachers; of leaders of industry, minority group:
and higher education; of parents and state ol
ficials. We could hear the hope evident in thei
commitment to quality education and in thei
descriptions of outstanding programs and schoole
We could also hear the intensity of their frustre
tion, a prowing impatience with shoddiness i
many watks of American life, and the complain
that this shoddiness is too often reflected in ou
schools and colleges. Their frustration threatens b
averwhelm their hope.

What lies behind this emerging national sense o
frustration can be described as both a dimming ©
personal expectations and the fear of losing :
shared vision for America.

On the personal level the student, the parent
and the caring teacher all perceive that a bash
promise is not being kept, More and more youn;
people emerge from high school ready neither fo
college nor for work. This predicament become
more acute as the knowledge base continues it
rapid expansion, the number of traditional job
shrinks, and new jobs demand greater sophistica

" tion and preparation.

On a broader scale, we sense that this underton
of frustration has significant political implications
for it cuts across ages, generations, races, anc
political and economic groups. We have come &
understand that the public will demand that educa
tional and political leaders act forcefully and effec
tively on these issues, Indeed, such demands haw
already appeared and could well become a unify
ing national preoccupation. This unity, however
can be achieved only if we avoid the unproductive
tendency of some to search for scapegoats amang
the victims, such as the beleaguered teachers.

On the positive side is the significant movemeni
by political and educational leaders to search for
solutions—so far centering largely on the nearly
desperate need for increased support for ‘the
teaching of mathematics -and science, This move-



sent is but a start on what we believe is a larger
nd more educationally encompassing need to im-
rove teaching and learning in fields such as
inglish, history. geography, economics, and
oreign languages. We believe this movement must
«e broadened and directed toward reform and ex-
ellence throughout education.

Excellence in Education

We define “excellence” to mean several related
hings. At the level of the individual learner, it
neans performing an the boundary of individual
sbility in ways that test and push back personal
imits, in schoal and in the workplace. Excellence
‘haracterizes a scheal or college that sets high ex-
sectations and goals for all learners, then tries in
rvery way possible to help students reach them.
ixcellence charaterizes a society that has adopted
hese policies, for it will then be prepared through
he education and skill of its people to respond to
he challenges of a rapidly changing world. Our
sation's peaple and its schools and colleges must
-e committed to achieving excellence in all these
3BMSES.

We do not believe that a public commitment to
sxcellence and educational reform must be made at
:he expense of a strong public commitment to the
squitable treatment of our diverse populatien. The
twin goals of equity and high-quality schooling
have profound and practical meaning for our
economy and society, and we cannot permit one to
yield Lo the other either in principle or in practice.

Ta do se would deny young peope their chance
to learn and live accarding to their aspirations and
abilities. [t also would lead tG a generalized accom-
modation ko mediocrity in our society on the one
hand or the creation of an undemacratic elitism on
the ather.

Qur goal must be to develop the talents of all to
their Fullest. Attaining that goal requires that we
expect and assist all students to work to the limits
of their capabilities. We should expect schools to
have genuinely high standards rather - than
minimum -Ones, and parents to support and en-
courage their children to make the most of their
talents and abilities. .

“The search for solutions to our educational
problems must also include a commitment to

lifelong learning: The " task: of rebuilding - our
system of learning:is-endrmotis, and must be pro- -

perly understood and taken seriously: Although a

million and a half new workers enter the economy
each year from aur schools and colleges, the adults
working today will still make up about 75 per cent
of the workfarce in the year 2000. These workers,
and new entrants into the wark force, will need
further education and retraining if they—and we
as a nation—are to thrive and prosper.

The Leami.ng Society

In a world of ever-accelerating competition and
change in the conditions of the workpiace, of ever-
greater danger, and of ever-larger opportunities
for those prepared to meet them, educational
refarm should focus on the goal of creating a
Learning Society, At the heart of such a society is
the commitment to a set of values and to a system
of education that affords all members the oppor-
tunity to stretch their minds to full capacity, from
early childhood through adulthood, learning more
as the world itself changes, Such a society has as a
basic foundation the idea that education is impor-
tant not only because of what it contributes to
one's career goals but also because of the value it
adds to the general quality of one’s life.

Also at the heart of the Learning Society are
educational opportunities extending far beyond
the traditional institutions of learning, our schools
and colleges. They extend into homes and
workplaces; into libraries, art galleries, museums,
and science centers; indeed, into every place where
the individual can develop and mature in work
and Life. In our view, formal schooling in youth is
the essential foundation for learning throughout
one’s life. But without lifelong learning, one’s skilts
will becomne rapidty dated. ’

In cantrast to the ideal of the Leaning Society,
however, we find that for too many pecple educa-
tion means doing the minimum work necessary for
the moment, then coasting through life on what
may have been learned in its First quarter. But this
should not surprise us because we tend to express
our educational standards and expectations largely
in terms of "minimum requirements.” And where
there should be a coherent continuum of learning,
we have none, but instead an often incoherent,
outdated patchwork quilt.

Many individual, sometimes heroic, examples of
schools and colleges of great merit do exist. Our
findings and testimony confirm the vitality of a
number of notable schools and programs, but their

very distinction. stands out against a vast mass
shaped by tensions and pressures that inhibit
systematic academic and vocational achievement
for the majority of students.

In some metropolitan areas basic literacy has
became the goal rather than the starting point. In
some colleges maintaining enroiiments is of greater
day-today concern than maintaining rigorous
academic standards. And the ideal of academic ex-
cellence as the primary goal of schocling seems to
be fading across the board in American education.

Thus, we issue this call to all who care about
America and its future: to parents and students; to
teachers, administrators, and school board
members; to colleges and industry; to union
members and military leaders; to governors and
state legislators; to the President: to members of
Congress and other public officials; to members of
learned and scientific societies; to the print and
electronic media; to concerned citizens
everywhere, America is at risk.

Woe are confident that America can address this
risk. I the tasks we set forth are initiated now and
our recommendations are fully realized over the
next several years, we can expect reform of our na-
tion's schoals, colleges, and universities. This
would also reverse the current declining trend—a
trend that stems more from weakness of purpose,
confusion of vision, underuse of talent, and lack of
leadership, than from conditions beyond our con-
trol.

The Toals at Hand

It is our conviction that the essential raw
materials needed to reform our educational system
are waiting to be mobitized through elfective
leadership:

B The natural abilities of the young that cry out
ta be developed and the undiminished concern of
parents for the well-being of their children;

»The commitment of the nation to high reten-
tion rates in schoals and colleges and to full access
to education for all;

B=The persistent and authentic American dream
that superior performance ‘can raise one's state in
life and shape one's own future;

_pThe dedication, against all"odds, that keeps
teachers serving in schools and colleges, even as
the rewards diminish;

~»Our. better _understanding- of - learning and-
*.teaching -and ‘the “implications. af :this

for school pracfice, and the niimerous examples of
local success as a result of superior effort and effec-
tive dissemination;

»The ingenuity of our policymakers, scientists,
state and local educators, and scholars in for-
mulating salutions once problems are better
understood;

»The traditional belief that paying for educa-
tion is an investment in ever-renewable human
resources that are more durable and flexible than
capital plant and equipment, and the availability
in this country of sufficient financial means to in-
vest in education; ]

»The equally sound tradition, from the North-
west Ordinance of 1787 until today, that the
Federal Government should supplement state,
local, and other resources to foster key national
educational goals; and

»The voluntary

efforts of individuals,

businesses, and parent and civic groups to

cooperate in strengthening educational programs.

These raw materials, combined with the un-
paralleled array of educational organizations in
‘America, offer us the possibility to create a Learn-
ing Society, in which public, private, and
parachial schools; colleges and universities; voca-
tional and technical schools and institutes;
libraries; science centers, museumns, and other
cultural institutions; and corporate training and
retraining programs offer opportunities and
choices for all to learn throughout life.

The Public’s Commitment

OF all the tools at hand, the public’s support for
education is the most powerful. In a message to a
National Academy of Sciences meeting in May,
1982, President Reagan commented on this fact
when he said: :

*This public awareness—and I hope public ac-
tion—is long overdue....This country was built
on American respect for education...Our
challenge now is to create a resurgence of that
thirst for education that typifies our nation’s
history.” .

The most recent (1982) Gallup Poll of the
Public’s Attitudes Toward the Public Schools
strongly supported a theme heard during our hear-
ings: People are steadfast in their belief that educa-
tion is the major foundation for the future strength
of this country. They even considered education
more important than developing the best industrial
system or the strongest military force, perhaps

because they understood education as the cor-
nerstone of both. They also held that education is
“extremely important” to one's future success, and
that public education should be the top priority for
additional federal funds. Ecucation occupied first
place among 12 funding categories considered in
the survey—above health care, welfare, and
military defense, with 55 per cent selecting public
education as one of their first three choices. Very
clearly, the public understands the.primary impor-
tance of education as the foundation for a satisfy-
ing life, an enlightened and civil society, a strong
economy, and a secure nation.

At the same time, the public has no patience
with undemanding and superfluous high-schooi
offerings. In anather survey, more than 75 per cent
of all those questioned believed every student
planning to go to college should take four years of
mathematics, English, history/U.5. government,
and science, with more than 50 per cent adding
two years each of a foreign language and

_ ecanomics or business. The public even supports

requiring much of this curriculum for students
who do not plan to go to college. These standards
far exceed the strictest high-school graduation re-
quirements of any state today; and they also ex-
ceed the admission standards of all but a handful
of our most selective colleges and universities.
Another dimension of the public’s support offers
the prospect of constructive reform. The best term
to characterize it may simply be the honorable

On-Task

The results for On-Task Behavior
replicate those' for correct Responding.
Rapid Pacing and Praise both con-
tributed to increased On-Task Behavior.
These findings have implications for
teachers whose students have high levels
of Off-Task Behavior.

Paﬁing and Pl‘aise Continued from Page 5

word “patriotism." Citizens lnow intuitively what
some of the best economists have shown in their
research, that education is one of the chief engines
of a society’s material well-being. They know, teo,
that education is the common bond of a pluralistic
saciety and helps tie us to other cultures around
the globe. Citizens also know in their bones that’
the safety of the United States depends principally
on the wit, skill, and spirit of a self-confident peo-
ple, today and tomorrow, It is, therefore, essen-
tial —especially in a period of long-term decline in
educational achievement—Eor government at all
levels to affirm its responsibility for nurturing the
nation’s intellectual capital. )

And perhaps mast important, citizens know and
believe that the meaning of America to the rest of
the world must be something better than it seems
to many today. Americans like to think of this na-
tion as the preeminent country for generating the
great ideas and material bencfits for all
mankind . The citizen is dismayed at a steady
15-year decline in industrial productivity, as one
great American industry after another falls to
world competition. The citizen wants the country
to act on_the belief, expressed in our hearings and
by the large majority in the Gallup Poll, that
education should be at the top of the nation’s
agenda.

Continued in Next Issue

Conclusions

Teachers must look to both instruc-
tional modifications and use of conse-
quences when developing instructional
programs for skill deficient students.
The powerful effects of pacing and prais-
ing can be important” in allowing
students to succeed in the early stages of
-Continued on'Page 13
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-+ These:

performed significantly better on Piaget-
Bruner tests. This indicated that they
were able to generalize concepts taught
through two-dimensional visual
materials to three-dimensional concrete
objects. They also exhibited superior
verbal comprehension, indicating
generalization to everyday situations.
Generalizaton to the tasks on the
Stanford-Binet Intelligence Test resulted
in a mean -gain of 22%z mental age
months over the 24 month period, com-
pared with the control groups’” mean
gain of 7Yz mental age months over the
same period. This indicated that many
of these children, who entered the pro-
gramme with huge deficits in cognitive
skills, were able to exhibit the acquisi-
tion of cognitive processes by generaliz-
ing their learned intellectual behaviours

to ‘new, but related, situations, thus
maintaining- a .near ’‘normal’ rate of
~cognitive development -~ skills

previously considered unobtainable by
such children.

-, Related studies using Direct Instruc-
" tion programmes have been conducted
with:developmentally disabled children
‘by . various investigators {Booth et al,
1979; Bracey. et al, 1975(a}; 1975(b);
Clunies-Ross, 1979; Maggs et al, 1980;
‘Maggs & Morath, 1976(a)} over periods
~ .of up to five years. The results of these

-studies indicate similar findings, relating
. the magnitiude-of the gains to the time
-allocated to instruction and the duration
of the particular study.
- The “instructional .materials in these
studies have been the DISTAR Language
1:&: 2, DISTAR Reading 1 & 2, .and

'DISTAR Arithmetic 1:& 2 programmes

7 ‘Engelmann -and. -
“ others-“at” the Umversxty of Oregon..
rogrammes: were designed to

-jdeveloped by S:egfr'

-.;.'.teach basm literacy - and numeracy to
" -naive’learners. They employ -inductive
'_'-'i,teachmg strategies’ where ' the general
“case of concepts and operations is taught
through a set of examples culminating in
‘the teaching of rules.
The most recent study (Berryman,
“Maggs & Parr, in preparation) using
Direct Instruction with institutionalized
developmentally disabled learners
{traditional classification: moderately to
severly intellectually handicapped) was
conducted at the Lorna Hodgkinson
Sunshine Home School in Sydney. In
this study, all children aged 6-18 years in
the school received Direct Instruction in

basic literacy and numeracy over a two- -

year period. After the 14%2 months of
instruction, using DISTAR Language,
Reading, and Arithmetic programmes,
the mean gain in mental age months of a
random sample of the subjects (33% of
the entire sample) was 19 mental age
months as assessed by independent
assessors using the Stanford-Binet In-
telligence Test. A significant gain in the
acquisition of reading, language, and
mathematical concepts (intellectual
behaviours) was also demonstrated.
The most advanced group of students
in this study are now functioning in the
high moderately to low mildly intellec-
tually handicapped range and are aged
12-19 years. Several have sensory
and/or moetor handicaps in additon to
their intellectual impairment. They have
demonstrated the acquisition of all the
‘intellectual behaviours taught inductive-
ly in the DISTAR Language 1 & 2,
DISTAR Reading 1 & 2 and DISTAR
‘Arithmetic- 1 programmes. Generaliza-

tion to the items on the Neale Reading

'-Ana1y51s test resulted in mean readmg

Language 1

Description of objects:

— identification
- prepositions
— polars

— comparatives
- plurals

— shape

Actions

—- Pronouns
— tense

Instructional Words

-—and

— same-different

— some-all-none

— before-after

— or

— where, who, what, when

Classification
Class inclusive concepts, operations,
and rules

ages as follows: Rate = 8.9 years; Ac-
curacy = 9.2 years; and Comprehension
= 0.5 years.

Due to the hierarchical nature of
learning where understanding of more
complex forms assumes understanding
of simpler forms (Engelmann & Carrine,

1982; Gagne, 1977) it becomes possible .
“forsnon-handicapped learners:who have’.
“‘réached this level of basic skill miastery
~and cognitive dévelopment-to learn rile- - .-

governed behaviour, an essential ‘for .
thinking and problem--

higher-order
solving, through deductive instructional
techniques (Becker et al, 1975). It also
becomes possible for learners who have

reached this level to generalize the .

previously learned concepts, for use as
prerequisite skills, to novel advanced
learning domains (Gagne, 1977).

Thus, it appears logical to predict that
the students in this group, who exhibit
these prerequisite behaviours, can now

further reduce the gap between ‘retard- -

ed’ and ‘normal’ functioning by
generalizing the concepts already
learned through inductive instructional
strategies for use in developing ad-
vanced rule-governed behaviours in
novel learning situations.

In order to investigate this assump-

‘tion, these adolescents are now receiving

Direct Instruction employing deductive
instructional techniques, or teaching

through rules, in the novel advanced’

skill area of microcomputing in addition
to their normal literacy and numeracy
programmes,

Microcomputing was selected as the
content area for investigating the ap-
plicability of instruction in advanced

skills in a novel knowledge area for this .

population for several reasons:

Firstly, microcomputing by its very
nature requires higher-order rule-
governed intellectual behaviours and

cognitive processes. The computer can -’

only arrive at a .conclusion concerning
specific problems if the general solutions
have already been worked out by the

computer programmer and stored in its.°
It does this by executing the:
- puters in the modern society.

i (rs
memory .

‘instructions it receives step by step.
"Thus competence in the ability to iden- -
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. free!;
‘generalization of previously taught basic
v+ concepts in one content area to another
‘- higher-order learning domain.
- specific concepts previously taught that
" are required as prerequisites for this pro-

Concepts Taught in the Basic DISTAR Programmes that are
prerequisites for Direct Instruction Microcomputing Programme

Language 2

Word skills

— polars & opposites
— Synonyms

~ definitions

— superlatives

— contractions

Sentence skills

-— questioning skills
— statementis
— verb tense

Reasoning skills

— analogies

— if-then

—only

— true-false
description
same-different

Classification Direction skills

— left-right
— from-to
—_ map readlng .

tify a problem analyse a h:gher-order

problem into its simpler components
and arrange the solutions in a sequential
manner is essential, Skills in judging the
adequacy of data and solution are also

~ necessary.

Secondly, as the students have no

~prior knowledge of this content area, it

can be regarded as novel or ‘knowledge
An essential for researching the

The

gramme appear in Table 1.
Finally, the impact of the rapid
development in power, ability, types

. and numbers of computers over the last
" thirty years leaves little doubt that our

future will be essentially a technological
one. A future in which the computer will
play an increasingly important role.
Thus, skill competence in this area may
possibly widen the life options of these
students by opening up new leisure and
employment opportunities,

The Direct Instruction
Microcomputing Programme

The programme used for these
developmentally disabled students is a
modified version of a Direct Instruction
Microcomputing Programme (Cross,
Hermann, and Maggs, in press)
developed by a research team at Mac-
quarie University for Year-5 and Year-6
primary school children.

In taking the view that an essential
outcome of comtemporary education in
this technological society ought to be to
produce computer literate citizens, the
objective of this course in microcom-

- puting is to introduce the students to

those skills necessary for the develop-
ment of computer literacy, Thus it at-
tends to the development of skills in

- designing and applying microcomputer

programmes together with an accurate
working knowledge of the capabilities,
limitations and applications of com-

As is characteristic of all programmes

Arithmetic 1

— recognition and rote counting
~ matching

— counting events & objects

— symbol identification & writing
— pair relations

— addition

~ algebra addition

— subtraction

— facts

— more or less

— written story problems

— ordinal counting

— figuring out facts |

~— problem solving strategies

Reading 1 & 2

Decoding
Comprehension
Spelling

developed along the lines of the Direct

Instruction paradigm, both thinking
operations and content areas are
specifically programmed for in this fifty
module instructional course. ‘A sum-
mary of the specific thinking operations
and the modules in which they are
taught is shown in Table 2.
The content areas covered are:
— deductive problem-solving
— algorithm construction
— structuré diagram drawing
— knowledge of computers and com-
puter languages
— computer programme construction in

BASIC.

Deductive problem solving skills in-
clude defining, identifying, and analys-
ing simple problems and complex prob-
lems. The concept that an algorithm is a
way of sequentially solving a problem
‘step-by-step’ is central to this content
area. Examples of problems are worked
through until algorithms are refined into
solutions that are easily written into
computer programines.

These stepwise refinements of
algorithms are then represented in struc-
ture diagrams ready for writing in the
computer language, BASIC.

Instruction in ‘writing programmes in
BASIC include the writing of assignment
statements, input statements, statements
using -arithmetic operations, print
statements, GO TO, IF...THEN, FOR,
NEXT and FOR. . .NEXT statements.

The specific knowledge about com-
puters includes how they operate, the
advantages and disadvantages of com-
puters, ~and the simpler computer
languages.

Teaching Strategies and Lessen
Presentation

Each content area is taught in a
cumulative manner, where new con-
cepts, rules and principles are built upon
previously learned intellectual
behaviours. The shift is from simpler
forms to more complex forms. In this
way memory storage and recall are
facilitated as the instructional sequences
make the interrelatedness of the con-

Continued on Page 13



Table 2
Programme Tracks for Thinking Operations in
the Direct Instruction Microcomputing Programme

Lesson 1 2 3 4 5

6 7

8 910111213141516171819202122232425

Rules/Definitions  * * *

L] * L]

*

* * * *

Procedures

Deductions

Basic Evidence

Comprehension

Applications

Classifications

Description

Lesson 26 27 28

29 30 31

33 34 35 36 37 38 39 40

41

42 43 44 45 46 47 48 49 50

- *

Ruies/Definitions

* * * * * * * *

Procedures = *

Deductions

Basic Evidence

Comprehension

Applications

Classifications

Description

cepts, rules and principles explicit to the
learners. The objective is to teach the
general case.

Each concept is taught through deduc-
tive teaching strategies, oT teaching
through rules. In deductive teaching, a
learner is given a definition or rule for a
concept, which he then uses to identify
the examples of.the.instances: of.the.con-

" cept and. distinguish' it from-other not-
““instarices. - This ability to learn to re-
spond through the application of a rule
“allows the learner to respond effectively
in an infinite variety of situations. It is
possibly a major factor in advanced in-
tellectual functioning, since one of the
major applications of rule learning is its
use in problem solving.

To begin with, teaching through rules
simply involves giving an alternative
name for a concept already mastered, in-
volving the logic of an equivalency rule.
(For example: “sequential means one
thing following another”, Module 5).
The learner then repeats the rule verbal-
Iy to aid retention and works through
applications. At the next stage, a rule or
definition is given followed by applica-
tions involving positive and negative ex-
‘amples using the wording from the rule.
Finally, the learner is required to deduce
the rule from information presented by
recalling previously learned prerequisite
concepts and rules, and combining them
to arrive at a problem solution. This
solution then becomes a higher-order
rule, available to the. learner to be
recombined at any time for use in a flexi-
ble variety of problem solving situa-
tions.

The 45-minute lessons are presented in
two parts. The first part is a highly-
structured oral presentation. This is
characterized by:
= rapid teacher-directed pacing, requir-

ing a high rate of teacher questioning

and pupil responding

e jndividual and unison group
responses, controlled by teacher hand
signals

¢ immediate, academically oriented
feedback to students

o extensive coverage of instructional
content

* questions
cognitive
orientated

e close monitoring of student perfor-
mance _

e sufficient time allocation for instruc-

Lo :

at a low to medium
level and academically

o instruction fo mastery: .

“severely - to. moderately: -intellectually.
handicapped range.” These indications

Research has shown that these aspects

of lesson presentation maximize student
achievement by increasing the amount
of time students spend engaged with the
instructional materials (Rosenshine &
Berliner, 1978; Rosenshine, 1980). This
part of the lesson is taught from careful-
ly scripted teacher presentation
materials.

The second part of each lesson, which

" is characterized by the last six items in

the list above, involves ;‘ndependent
seatwork, where students work from
workbooks.

In the earlier modules, the emphasis is

" on the oral group sessions. In Ilater

modules more time in the lesson is
devoted to independent student seat-
work. The shift is from

— massed practice to distributed prac-

tice i
— gvert to covert responses
— the teacher as the source of informa-

tion to the learner as the source of in-

formation.

These shifts are designed to aid
transfer, retention and rapid learning
(Becker & Carnine, 1980).

After 15 weeks of instruction, the
developmentally disabled students 'in
this study have been able to exhibit
mastery of the content covered in the
first 22 modules. They have covered
deductive problem solving, algorithm
construction, structure diagram drawing
and knowledge of computers. They are
now about to commence on computer
programine construction using the com-
puter language, BASIC. In order to

quiring the generalization of previously.

learned concepts to the novel learning
domain of micrecomputing.

Conclusion
The indications are that microcom-
puting skills are well within the reach of
these institutionalized adolescents who
were, three years ago, functioning in‘the

have far-reaching implications for us as
special educators: Twenty years ago, it
was an accepted fact’ that people so

classified could only be 'trained’ in the

very basics of self-help skills. Since then,

research has shown that such learners g
can acquire basic intellectual behaviours

and cognitive processes through Direct '_
Instruction in the basic school tasks of |

language, reading and mathematics.
Now, as we prepare our clients for an in-
creasingly more active participation in
the technological society to which we all
belong, can we afford not to consider

the place of computer literacy in our cur-

riculum?
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Pacing and Praise

Continued from Page 11

a remedial education program, The find-
ing that rapid pacing alone increases per-
formance might be helpful as a method
to eliminate (or reduce), at some point in
a student’s instructional .program, sup-
plemental reinforcement programs {i.e.,
token systems, high rates of praise). A
number of investigators have suggested

| that use of extrinsic reward systems may
| produce students who only learn to earn
: tokens, These students may fail to

intrinsic. motivation for

structional delivery variables {i.e., pac-
ing} some students may not need sup-
plemental reinforcement programs. Fur-
ther, if a student has aiready been placed
on a point system, an increased instruc-
tional pace may- facilitate early quick
removal of this intervention.
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Iy vs.

-+ -All students received the same reading
- ‘materials, .a-booklet of 16 legal cases on
~the constitutional rights of high school

- students. The cases involved freedom of

. speech, freedom of the press, personal

~appearance, sexual discrimination, and

" “disciplinary - practices; The cases were

_“Written in non-technical language and
~ ‘were reviewed by two third-year law

students for validity and accuracy of the

~-summaries. Each student also viewed
three filmstrips on . Youth and the Con-

- “stitution (Prentice Hall Media, 1976). _
furnished historical

‘The _filmstrips
‘background on the cases covered in the
‘booklet,

.. . Instruction was covered in six one-
- hour sessions for each treatment. The

- filmstrips took about 50 minutes, writ-

-ten exercises. took two hours and ten
-minutes, and recitation and discussion
. the remaining three hours,

_"Teaching Procedures
: The DI ‘and Inquiry treatments differ
in four aspects of teacher behavior: (1)
structuring, (2) modeling, (3) question-
~'ing, and (4) providing feedback.
. Structuring. "The DI treatment was

~.. more strictured. The specific concepts

. -to be. taught in each DI lesson were
- prescribed, as were procedures for in-
“troducing, - illustrating, practicing, and

¢ .reviewing the concepts. To assure that a

.logical -and efficient -structure was
~followed.in the DI treatment, a script
~.-was designed following - procedures
.. outlined*by Carfiine and Silbert (1979).
-+ The teacher was instritcted to depart on-

odate - ‘an

oard” questions ‘and follow-up probes

“teacher’s' giide to Youth and the.Con-
. stitution {The teacher’s guide stated that
“'the program was based explicitly on an
"inquiry” format.}) No effort. was made

. ‘to specify in detail teacher student in-.

teractions. :Basically, . the structure used
/ih the inquiry treatment followed the
- Socratic -or case study approach  to
~teaching law (Mayer, 1966; Turow,
+1977), though with-a greater emphasis
-on  evoking student opinions on the
.. moral and policy issues underlying legal
issues. - . B
-~ Modeling, The DI teacher furnished
examples of how constitutional prin-
-ciples could be applied in new legal
‘cases. These examples took the form of
“:stating the {ssue in the new case (the con-
cept of “issue” had previously been
. defined), and explaining how the princi-
ple ‘covered” the facts of the case.
-zStudents were instructed on how to use
~this analytic approach during recitation
.- sessions, and they practiced applying the
-approach on written worksheets. :

- In the Inquiry treatment, no standard

analytic form was demonstrated. To the

degree that modeling took place, it -
centered on the teacher’s behavior dur- -
ing discussion. The teacher attempted'to
skills by Vi
" on the legal knowledge to be taught.

:model good discussion
-paraphrasing or amplifying student

ideas, asking for clarification, probing -

for  iriconsistencies, asking new bt
. related questions, and so forth.

- Type of Questions. In DI, about two- _
thirds of the questions called for a low- -

inference or factual response on the stus

- .dent’s part, ‘e.g., “What First ‘Amend- -
- ment right did this case deal with, the -

y__-m;_l_j_xmajly,__fromqilthg. script to accom.- . face, the judges in the Olff ¢ase or the
unanticipated . student - T :

In ‘the: Inquiry” treatment, " “spring-"

Table 1’ Summa:y O?Outcome Measures

Number

Name of Test . . “Format . of Items

Outcomes Assessed

Multiple Choice  Multiple 18

Test of Legal - Choice
Concepts and
Application
Essay Test of Essay Three
Concept questions
Applications
Test of Personal ~ Essay Two
Opinion questions
Attitude Scale Likert- 5

type

scale

-right of speech or the right of the press?”

No questions were asked in DI that
elicited student's personal opinions. In

Inquiry, at least two-thirds of all ques-

tions required a moderate to high-
inference response, e.g., “If you were to
challenge a school grooming code in
court,  which judges’ would you rather

judges in the Massie case? Why?,” oran’

-~ ‘expression - of. personal opinion; “¢.g;,
::;__'.f_lzj_g_"ygu:'ithinlg}_‘that"s:tut::len'ts should have

were suggested for each esson. Many of | {h€ TIEht {0 wear thei hair any length
~“the " questions - were taken. from the

“they ‘want?”

“Feedback. In DI, feedback ‘was ‘ex-

_plicit. ‘The teacher - deliberately used
- clear-cut expressions to indicate the cor-
rectness or the inadequacy of a student’s

response, e.g., "Yes, that's right,” or
"No, that’s not what the rule says. Look
back at page three and reread the rule.”

In Inquiry, feedback was more subtle.
The teacher would indirectly, show ac-

.ceptance of a response by an encourag-

ing remark, e.g., ‘That's food for

~thought, Bill. What do you think, Sue?”

or by a slow nodding of the head, a
smile, or even by silence. When a

response was clearly inappropriate, the

teacher asked a question to indicate the
need for rethinking, e.g., “Given the rul-
ing in the Tinker case, why would you
say that?” In no instance did the teacher
suggest that a response was correct or in-
correct in an absolute sense. In fact, the
teacher was instructed not to use the
words, “right,” “wrong,” “yes,” or “no”
when responding to student ideas or
conclusions. It was anticipated that this
approach to feedback might impress on
students the need to determine indepen-
dently of the teacher the reasonableness
of problem solutions.
Measures

A pretest was used to assess students

With 18 questions, the scores ranged

“from 0 to' 8. The mean was 5.2, sug-
‘gesting “the students did not know the
‘material at pretest, Grade point averages

were compared for the two groups. The
mean for the DI group was 3.15 and for
Inquiry, 2.87. The difference between
groups was not significant.

" 14 DIREOT INSTRUGTION NE WS, SUMMER; 1983

® Ability to distinguish among the
facts, issue, decision, and rationale in
a hypothetical legal case;

® Ability to identify the most
appropriate formulation of an issue
in a case;

® Ability to identify the most

appropriate rationale for a judicial
decision

® Ability to formulate decisions in

. three hypothetical legal cases and
justify those decisions in terms of
specific constitutiondl principles

® Ability to express personal opinions

on moral and policy issues embedded
in the experimental curriculum
regardless of knowledge of specific
legal principles

* Attitudes toward the unit and the

mode of instruction

Three measures were designed to
evaluate ‘outcomes. A Multiple Choice
Test and an Essay test were used to
assess knowledge of, and the ability to
apply, the legal concepts and principles
covered in the curricula. The Multiple
Choice test was readministered two
weeks later to test retention.

:_Two z_x_ddi'ti'ona_l measures—a Test of
Personal. Opinion; and an Attitude

.Scale—were used to evaluate other

aspects of the instruction.. Tests are
‘described in Table 1. The measures in

- Table 1 were reviewed by the same law

students who evaluated the case sum-
maries. They checked the tests for con-
sistency with the standards of legal
scholarship and for their match with the
curricula. The law students also scored
the tests. The Multiple Choice test had
internal consistency reliabilities of .76
for the posttest and .80 for the retention
test. Between rater reliability for the
Essay Test using a global rating pro-
cedure was .68. For the test of Personal
Opinion, the rater reliability was .76.

Results
The two treatment procedures were
first evaluated for fidelity of treatment

- procedures. Taped transcripts of 5
lessons from each treatment were
evaluated to see if the treatments

planned were actually implemented, The
focus was on the teacher-directed part of

ireCtl J nInStr UC'ﬂon : '— "Cc’)n'tinUed.fro'm Page 1

the instruction, rather than the filmstri
or seatwork, The ratings of treatme
fidelity showed (as planned) that 65%
the DI teacher’s questions were in t
factual or low-inference category, wh:
82% of the Inquiry teacher’s questio
required moderate to high-inference .
the expression of personal opinion. Tl
DI students received 185 instances

clear-cut feedback while the Inqui
students received 11 such instances.

The main results are presented
Table 2. On the Multiple Choice test, tl
DI group performed significantly high
on both the posttest and the retentic
test than the Inquiry group (p = .05
The magnitude of the difference was .5
standard deviation units in each cas:
This is considered a sizable difference.

On the Legal Essay, the DI studen
also performed significantly better (p :
.05). The magnitude of the differenc
was again sizable at .75 standard deviz
tion units,

The analysis of the Personal Opinio
Essay (using grade point average as
covariate) showed the Inquiry student
scoring higher than the DI students (p =
.01).*

Table 3 shows the results for the at
titude measures. The Inquiry student
scored significantly higher on one item
“The material was challenging.” Th
other items showed more positive at
titudes for DI students, but difference
were not significant,

Discussion

The findings show that DI can be use«
to teach complex concepts and skills a
the secondary level. DI students per
formed significantly -better on. bot}
knowledge measures and retaired thi:
knowledge over a two-week period.

The Inquiry approach led to a more
elaborate expression of personal opinior
(Test of Personal Opinion). This is likely
due to the fact that these students hac
more practice expressing their opinions,
rather than because such expression is
unique to the Inquiry method. The fact
that the Inquiry students regarded the
material as more challenging is consis-
tent with the claims of Inquiry pro-
ponents (e.g., Bruner, 1976), It is proba-
bly also true that for some students the
line between being challenged and being
confused is difficult to draw. Several of
the students in the Inquiry treatment
told the teacher that they found the
teaching “interesting,” but “hard to
follow.” It appeared that some students
had very little idea of how to repond to
the difficult questions posed in the in-
quiry treatment, as the following excerpt
from a taped lesson illustrates (T =
teacher; 5 = student):

Table 2  Means and Standard Deviations of Qutcomes Measures
Instructional Methods
Direct Instructon Inquiry
(N = 15) (N = 15)
Outcome Measures M 5D M 5D
Multiple Choice
Posttest? 13.27* 2.63 10.73 4.27
Retention? 12.53* 2.88 10.13 3.93
Legal Essay? - 3.48 .81 2,93 .58
Personal Opinion Essay? .54 .72 4.17 .94
Range: 0 to 18 *p=.05

"Range: lta?




Student Attitudes Toward the Unit

Table 3
Direct | :
Instruction Inquiry
{N = 15) (N = 15} p
I learned a lot in this unit. Mean 3.23 3.13 n.s
sD 49 35
1 1 feel that the legal concepts and ~ Mean 3.33 3.03 10
principles we studied are ' SD .49 .30
important to know about. -
3.1 liked the way the unit was Mean 3.00 3.07 n.s
taught. SD ) .65 1.28
1. T wish more units in social Mean 3.00 2.70 1n.s.
studies were taught this way. SD .93 .80
5 The material was challenging. Mean 3.03 3.67 01
SD

.61 49

Note: Scores are on a 4-point scale, ranging from Strongly Disagree (1} to Strongly Agree {4).

T. In the Tinker case the judges for-
mulated a general rule or principle.
What do you think this was?

53. Non-violence. If it's non-violent, it's
okay. 7

51: Like a long time ago, like, or in the
1960's, Martin Luther King was
non-violent, it was all non-violent,
and it was okay. ..

T. What makes that a general principle
or rule?
S2: Violence doesn’t pay.
T: What 1 mean is not why you should
..believe it or not believe it, or ‘accept
" jt-of not accept it But how doyou
. “know.that. what.you just.said.is'an

“example of “a ‘general, ‘principle ‘or-

“rrule? s

S2: Well, “if Stu_dén't.é': a{é‘_-'}{ai'ing ‘a

demonstration, and there’s-an upris-

ing or a big disruption that causes

" harm—usually to someone or
something—it damages someone or
something or a group of- people
and. .. ‘

T: What's the definition of a principle

- or rule?

1. . ..a rule that says what'sright and

what's wrong.

S2: A standard you have to live by.

T: Then tell me why what Joe is saying
represents a rule or principle. Not
whether or not you like it or think
it's good, or whether you should

obey it or not, but why does it

. represent a principle or rule?

51: Because it's protection for the peo-
ple.

T-. If I built a big shelter for people,

- that protected people, would the
chelter be a principle or rule?

51: No.

-T: Why notl?

.S1: Because it's a shelter constructed,
but it doesn’t have something to en-
force it and to back it. ..

Inquiry teaching may require a much
longer periood of time to produce
desired outcomes than DI Personal ac-

"counts of first year law students, for ex-

ample, often indicate that they are con-
fused and frustrated by the Socratic
teaching method during the first few
months of the term, only to emerge as
strong advocates of the method by the

end of the year (Turow, 1977), It may be
that Inquiry teaching cannot be opera-
tionalized effectively in a six hour treat-
ment condition.

1n addition to the time factor, studen
characteristics may affect what is
learned under lnquiry condition. Law
students obviously have a more exten-
sive academic background than high
school students, which no doubt helps
them to organize issues and arguments
when no organizing structures are pro-

vided to them. Insofar as there are’

distinctive payoffs to Inquiry.instruc-
tion, they may be limited to those who

already ‘possess the basic concepts and - -

skills in the area being studied; - .

o "'"'Quf'bbs'éfva:t'i'pﬁs'o'fi_ the experimental-

tfreatrmients suggest that the main value B

of D1 lay in the early phases of the treat-
ment, which focused on the  acquisition
and application of basic legal concepts,
e.g., fact, issue, decision, rule or princi-
ple. These concepts provided a common
framework with which to analyze riew
legal cases, and to compare them with
cases studied earlier. The Inquiry treat-
ment students generally did not develop
this common framework. The analysis
of cases seemed less focused and less
productive in this treatment. It may be
that inquiry teaching is best used in com-
bination with  more structured ap-
proaches, at least in content areas that
are new to students.
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release them for training, so it took
longer and created lost instructional
time for the children. This remains the
most difficult problem for the on-going
training of teachers, but there is a much

more cooperative attitude in the district -

now toward training and supervision of
teaching than was present initially.

A critical problem for me personally
has been to develop the time-
management skills to make supervision
of Direct Instruction my first priority
given all the other things on my agenda.
1 have not had the luxury of delegating
Direct Instruction supervision to trained
people, although many. teachers are
quite capable of carrying out the pro-
grams successfully.

A continuing problem is the fack of
resolve in this district to do serious pro-
gram implementation by providing the
needed resources to train teachers and
test program effectiveness. At the same
time, there is a continuing fascination
with instructional fads and a consequent

Stallings, J. Implementation and child effects of
teaching practices in follow through
classrooms. Manographs of the society for
research in child development, 1975, 40, 50-93.

Stebbins, L., St. Pierre, R.G., Proper, E.C., An-
dersen, R.B., & Cerua, T.R. Education as ex-
perimentation: A planned variation model,
Vol. IVA, Cabridge, Mass.; ABT Associates,

1977.

Turow, S, One L. New York: Penguin, 197;7;
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loss of district resources (money and
staff time) to programs that have neither

™
o
[ R

a logical nor empirical chance of work-

“ing with “hard to teach” children. I con-
tinue to entertain the hope, nonetheless,
that determined principals, teachers,
and parents, who recognize worthy in-
structional programs when .they see
them, can overcome the many forms of
resistance they will encounter and insist
that the education we provide for our
children is the very best that is available.
Only through a commitment. like this
can we lessen the risk for children who
ate at risk for educational failure.
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by Douglas Carnine'__:.":_ L

- -Special education at the Univeérsity of

‘Oregon has recently “received - several
. ‘grants- for -training -special’ educatcrs.
‘Two of the grants arein the mildly han-
dicapped area, focusing on the ‘prepara-
"tioh of leadership personnel at the doc-
.toral level ‘as well as teachers of han-
-dicapped “students. The three-year
:leadership “training grant increases the
‘likelihood of financial aide for entering

-Ph.D. students. ' :
-~ The Ph.D. Leadership Training grant
-~ -proposes to develop leaders in special -
_education who are experts in providing
“concrete, specific solutions to the prob-
lems: encountered in classrooms serving
‘handicapped’ students, in training
‘teachers -of the handicapped, and in.
desigriing Tesearch on instructional pro-
cedures ‘for‘the handicapped. In addi-
~tion; the:program will aim to foster a

ts. This grows from an under-
standing "of issues that go beyond in-
struction’ (including interpersonal com-
' ion,: scholarship and research,
in:writing, -and the like). What is
unique about this problem is that while
students pursue-these areas of profes-

. -sional- development, the link between

these areas-and instructional issues.will
be:explicitly and implicitly. addressed by
‘the facuity. Qur goal is that students will
utilize their core knowledge. of instruc-
‘tional . '

;jects, ran urriculiom  development

-areas such- as computer-assisted instruc-

essionalism in the doctoral

andicapped students in’ .

tion, science curriculum, inservice pro-

" jects, work -on: legal issues,” interactions

with parents’ and consumer advocacy
groups, and the like. .
- All candidates for the program will

‘have to be reasonably proficient

teachers. If they are not, they will be
assigned to practica in teaching until

- they meet specific performance criteria,

Candidates would supervise in the
‘Handicapped Learner. Norm practica,
This - program phases master's level

- students into increasingly more difficult

or technically demanding teaching situa-

~tHons, with a one year daily practicum

experience. '

Just as the trainees in the Handicapped
Learnér Norm program begin with

"basic” teaching assignments and are

then phased into more difficult situa-
tions, the Ph.D. special education can-

- didates' would be phased into increasinly

‘demanding training situations. At first,
they would accompany an experienced

dicapped children and training student-
teachers,

- During the first few weeks the ex-
perienced trainer performs all necessary
"interventions” (taking over a group and
demonstrating how to solve a serious
problem that the

the’ trainee, “arranges ‘schedules for
monitoring, and deals with interper-

_._Mer.n'bership covers the period from September 1 through August 31.

OPTIONS:

A "S_t"udien_t nﬁernbérship...'$7fyear (includes DI News and a 40% discount on AD| _
' sponsored-conferences and 20% discount on publications). '

'b..'-'Regufar rhembership... 5i5/yéar (includes DI News and a 20% discount on all

ADI sponsored items and events).

c. Sus_téiining membership... $30 or morefyear (helps to insure our survival).

d. DI News subscription only... $5/year.

"ADI sponsored’ products and events include books and other materials

published ar marketed by the Association (DI Reading,

DI Mathematics, Theory
Conference, and on-site

training/consultation available from ADI staff or contractors,

* The Direct Instruction News is puBIished four times a year (Fall, Winter, Spring, i

SUrnt(')ér).' T
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-trainer who has demonstrated extreme.
- proficiency in teaching all types of han-

trainee is
. experiencing), gives all assignments to
designand effective teaching to ;. rai;

‘develop a. basis for their research pro- - inte
cts, - .sonal problemns. When the candidate-ex-
hibitsthigh reliability in observing prob-"
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lems and in describing what would con-

stitute an effective remedy, the can-

didate is given increasing responsibilities
for the supervision until the candidate
becomes the primary supervisor of a
group of Handicapped Learner Norm
trainees, with the supervisor now serv-
ing the role of back-up and facilitator.
This careful progression from supervisor
in training to “main line"” supervisor is
the foundation from which the students
will come to be experts in providing
quality service to handicapped students.
While the core-part of the program is
not the only aspect of the proposed pro-
gram that directly relates to the educa-
tional needs of handicapped individuals,
it is the major part.

Successful teacher trainers are the key
to' -successful implementation of pro-
grams for the handicapped. But they do
not grow on trees. They must first be ex-
cellent teachers, measured by their abili-
ty to teach any child (from the highly
noncompliant to the seriously language-
delayed) in any situation. They must be
able to provide immediate solutions to

-problems that the teachers or trainees

are incapable of solving. They must
understand the nature of the practice re-
quired for different skills, how to
“diagnose the instruction” that the
teacher is providing, and, based on
observed flaws in the instruction,
predict specific student outcomes. They
must be able to communicate the rela-
tionship between the observed flaw in
the procedures and the predicted out-
come, and they must be ‘able to
demonstrate that the problém is solible
by’ changing the procedure, so that the
flaw has been eliminated. In addition,

oo they must have skills associated with ap-
I . propriate scheduling of activities within
- the classroom, scheduling their time so

they observe teachers or ‘trainees at
times that are most likely to reveal

. specific problems (such as transitiona]
 acHvities in the classroom) and deal with
.- a full range of administrative and in-
. terpersonal problems in a way that is

both time efficient and effective in solv-
ing the problems. They must be able to

© communicate effectively with trainees,

teachers, school administrators, and
parents. This includes the ability to
write clearly and effectively about

educational issues, and to make pres
tations at professional conferenc
teacher- training sessions, meetings
parent groups, and meetings with :
minjstrators.

Finally, they will need the expert
and scholarship required to cond:
research that is relevant to t
technology of improving teacher perfc
mance, program-design, student perfc
mance, and support systems.

Individual programs of doctoral stuc
will be planned by students with the he
of a three-member faculty Program A
visory Committee. Although progran
will be planned to meet the individu
needs of each student, an integrated plz
of coursework will be. followed L
students in the leadership preparatic
program.

By the end of the first term, each i
dividual must: (a) nominate an advisor
committee of at least three faculty an
(b) develop and plan a timeline to guid
his/her efforts to meet all required corr
petencies, write comprehensive exams
and complete a dissertation. Th
timeline will be developed in conjunc
tion with the program committee, On
purpose of the committee is to indicat
all available resources in the Universit-
community in planning of the progran
of studies. This group will be chargec
with the responsibility of reviewing an¢
approving the student’s doctoral plar
and amendments of-that plan, and o:
reviewing program task product:
designated for review_ by the ‘Programr
Committee, This ' committee -alsc
prepares and evaluates the comprehen-
sive exam. and monitors the student’

.progress until the 'degree “is obtained.

Frogress is defined according to comple-
tion of seven ‘major competencies:

presenting course -lectures, teaching a

course, supervising, conducting inser-
vices, writing a grant proposal, conduc-
ting research, writing an issues paper,
and participating in University gover-
nance. The competency structure
substitutes for long lists of required
courses, The program culminates in the
dissertation. For more information,
write Doug Carnine, SpEd, Teacher
Education, College of Education,
Eugene, OR 97403.
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