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A decade ago, Dan Lortie (1975)-
wrote that the literature on education
was “full of prescriptions, and short on
descriptions:”In the past 10 years, we
have seen:a burgeomng of both—an im-
pressive increase in detailed descriptions
‘of effective teaching practices and a few

d I

.;';harangues, a
Zrema‘d s for school 1mprovernent

“.For . ‘one. reason.: or'another much of..

" the energy ‘has'goné intd training prin- -

.cipals to ‘becorme “instructional leaders.
- States such as Kentucky, California, and
‘Texas have recently mandated “crash”
training for principals in clinical supervi-
sion, procedures for evaluation, and/or
“other aspects of mstructlonal leadership.
These mandates and courses are loosely
based.on the early research of Edmonds
{1979), ‘Weber (1971}, and Brookover
and.his colleagues (1979), who described
the few truly effective inner city elemen-
tary schools as' possessing prmcxpals
who appeared as'strong, charismatic in-
structional leaders with high expecta-

tions,” ‘and who actively monitored
students’ progress ‘ through the cur-
riculum.

Several years ago, in “The Principal as
Instructional Leader: A Second Look,”
{Gersten, Carnine, and Green, 1982), we
argued -that one cannot expect these
“Lnights in shining armor” suddenly to
emerge, Like Edmonds, we saw a need
for an individual knowledgeable in all
aspects of the instructional program,
and able to support teachers and provide
specific help to teachers when problems
arose. But unlike Edmonds, we thought
this person need not be the principal. In
‘many ways, it seemed that an individual
such as a curriculum supervisor, master
or menior teacher, or remedial reading
specialist might be more appropriate to
perform this function. On the basis of
our experience in Project Follow
Through, where instructional programs
succeeded despite different, and occa-
sionally antagonistic principals (see

Meyer, Gersten, and Gutkin, 1985), we
concluded that it is not terribly impor-
tant who performs these activities, as
long as the principal or central ad-

- ministration doesn’t actively undermine
" their work (Berman and McLaughlin,
- 1977), Often principals are not in the

best position to perform many.of these
activities, because of the other respon-

sibilities which they have {Pinero; 1982;
Morris et al,1981) and their lack of. both _
: ‘towardsin~ f'

- training:and 0 enitatioh’
structlonal concerns (Lortle' 1982) ey

eighties tended often to plhpomt a super-. :

visor, facilitator; coordmator who ‘was

.Overview of the Current
Research Project

Around 1982, our résearch emphasis
focused on developing an understanding
of how these ‘facilitators”
operate-~what type of training is op-
timal, what problems they face, what
sort of support systems enhance or im-
pede their work, We also attempted to

Continued on Page 11

'glves some’ clu
“instruction. - Englert (1984) ‘meastired -
-mildly handu:apped {M:H:)  students’

~responsible for. the success of the innovaz"" - growth ‘on' a range..of basic skills

tion. Rarely was the’ prlnmpal the prime -
change agent,

Videodisc Instruction

by Bernadette Kelly
Douglas Carnine
Russell Gersten
Boennie Grossen

The National Assessment of Educa—
_tional Progress reported .that, national-

ly, “performance of fraction computa-

_tion is low, and. students seem .to have- .
-done

their computation : with = little
understanding” (Lindquist, - Carpenter,
Silver, & Matthews; 1983). Forexample,

the assessment found that:only one:third:-..

meastires and correlated ' this- growth

with observed - teacher : performance.
More effective teachers (classified on the
basis of high student academic gain} pro-
vided appropriate academic feedbaci to
student errors more frequently than did
less effective teachers. The more effec-
tive teachers also maintained pacing and
higher student success rates throughout
each lesson, This set of variables-has
been found to be effective with low per-
forming students in regular classroem
settings (Good & Grouws, 1979;
Gersten, Carnine & Williams, 1982;
Rosenshine, 1983).

12th Annual Eugene Direct Instruction
Training and Information Conference
August 4-8, 1986

Presentors include Zig Engelmann, Doug Carnine,
Jean Osborn, Wes Becker, Bob Dixon, Randy Sprick,
Geoff Colvin, Marilyn Sprick, Phyllis Haddox, Gary
Johnson, Gary Davis, and other D1 authors and Trainers

Sessions on all available DI brograms and techniques.
Special Keynote on Becoming & Nation of Readers,
The Report of the Commlssmn on Reading

For further information see details on Page 14 and/or contact
. Assodation for Direct Instruction, '
P.C. Box 10252, Eugene, OR-97440
(503)485-1293 - - -

.::.proached differently’"
© of the 1):5;seventh-graders can add 2.1~ Coburn REYS & W1lson,_1976)

and 1/3‘ The problem is even'--more' ro-

However, improved: teacher - training
and improved. - teacher’ presentation
techniques may not be enough: The cur-- -
riculum itself is being: called into ques- "
tion; A report from:the National Coun- -
cil of Teachers of Mathematics onthe -~

National :Assessment-.said;! "1t:"is.
necessary to récofisider the- when How - .

and - what ‘of the . fractions. sequence; -
some topics may need:to’ ‘beintroduced

-others"-may .need - to be: ap-
(Carpenter

earlier,

: -porates sophlstmated prmc:ples ‘of éur- -

riculum design’ (Engelmann & Carnine,

. 1982)"and ‘harnesses the capabilities of B

the - videodisc.  The basal  program
Mathematics Today (Harcourt Brace
Jovanovich) was selected from' four
widely adopted basals as the text most
similar to the videodisc program in
terms of five aspects of curriculum
design: Lesson: structure, review pro-
cedures, discrimination practice,. exam-

‘ple selection, and the use of clear, ex-

plicit strategies.

However, important instructional dif-
ferences remain along those dimensions,
The next section compares the two pro-
grams and cites research conducted on
those dimensions. For a fuller discussion
and additional research findings, see
Gersten and Carnine (1984}, Silbert,
Carnine and Stein. (1981}, and Stein,
Jenkins and Arter (1983).

Comparison Between the Videodisc
and the Basal Approaches

Lesson Structure

Each basal lesson begins with an in-
troduction, followed by an explanation
of the student-book pages, and then in-
dependent work. This structure results
in students working independently. for
the last part of each lesson. Long periods

* of independent work may give rise to

student inattentiveness. (Gall Gersten :
Grace & Erickson, in press). -

Mastering " Fractions has-a short exs

planation followed by problems that

' Conti'nue'd on page 8
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Editors note. The following article
from the BSU The University News and
a flyer written by Students for Academic

- Freedom in Education (S5.A.F.E. ) are
about ‘two DI professors who are in
troiible because of their educational
beliefs. The Association for Direct In-
struction is ‘actively supporting their
defense.

RESIGNATIONS REQUESTED

by Mark Peters
The University News

Special - education- professors Mary
Anne Wheeler and Maria Collins were
recently asked to resign by the College
of Education administration.

Wheeler, who has taught at BSU since
August -of 1985, said that after being
asked to:.resign, she received a letter on
Feb. 27 stating that her contract for next
year would not be renewed.

Collins, who is a second year teacher
at BSU, said that as of now, she still
holds her contract.

Both Wheeler and Co]hns said" they

were asked for their ‘resignations because

of " their - supporf “and invélvement in

teaching ‘the direct instruction model to
their students.

Direct instruction is a -method " of
teaching that involves the classroom as a
wholé in-an intense learning program.
The method involves every student at
the same time, and “leaves nothing to
chance; everything you want the
children to learn, you teach them direct-
ly,” according to Lynn Jeffers, a special
education teacher in Nampa who is pur-

§ meessors Undey Attack
yise State University

suing her master’s degree and has receiv-
ed counseling from Collins.

Both professors said they were ac-
cused of not being general enough in
their curriculum. Wheeler said that she
does not teach a strict direct instruction
model in her classes, but that “DI is all
they are hearing about, so they think
that is all I'm interested in.”

Collins said that “when you come in
with new ideas that are very contrary to
the existing system, it's often something
that is not acceptable.” She said her goal
has always been to train teachers to
teach effectively.

Wheeler said that “research is showing
that this is one of the most effective
methods (of teaching} we have at this
time.”

Richard Hart, dean of education, and
Ken Hill, chairman of the teacher educa-
tion . department,
ment on why they asked the professors
to resign. Hart said that he could not
even veriEy that they have been asked to

resign..
Wheeler and.Collins said they would

be very pleas;ed to see the formation-of a -
Tesearch project demonstratmg theeffec-

tiveness.-of - various teaching -methods
and measuring the results.

Collins, whose work includes’ more
than 200 presentations in the western
U.S. and Canada, said the main “mis-
conception with this model is that it's
just rote learning.” She added that direct
instruction involves teaching com-
prehension and cognitive-oriented tasks.

Wheeler said one reason the model is
not popular with some people is because

The Direct Instruction News is published Fall, Winter, Spring and Surnmer, and
is distributed by mail to members of the ‘Association for Direct Instruction.
Readers are invited to submit articles for publication relating to Dl Send
contributions to: The Association for Direct Instruction, P.O. Box 10252,
Eugene, Oregon 97440. Copyrighted by ADI, 1985,
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both declined com-.

Dr. Maria Collins and Dr. Mary Anne
Wheeler- are in the Special Education
area of the Teacher Education Depart-
ment at Boise State University, Both
have impressive credentials.

Dr. Collins received her doctorate
from the University of Oregon. She
went through the Instructional Leader-
ship Program, which is federally funded.
Her record is a proven one which shows
her to have significantly raised the per-
formance levels of students labelled
“dyslexic”, “learning disabled”, and as

“corrective teaders”. Besides having a
proven record practicing the principles
which she teaches students, she also has
recognition among profesional peers.
She has given more than 200 presenta-
tions to school boards, school districts,
and at symposiums in 6 western states

it is a lot harder to implement than some
of the other methods.

A petition, distributed by students in
the education field, had approximately
246 signatures last week, from students
and teachers who suppert Wheeler and

Collins. Two more petitions, one for
Wheeler and one for Collins, have been
circulated asking the administration to
reconsider the decision.

Donna Batazzo, a teacher :edutation
student, said, "“the department as..a

whole is.good, and 1 would support any -

professor who 1 felt was exceptional, or
an-asset to the university.”

Students have posted leaflets saying
that 60 percent of the special education
department has been asked to resign and
they want to know why.

“Imagine a teacher that you thought
was the best that you have ever had, and
then you find out they were asked to
resign,” Sheri Lockart, another student
in the department, said.

Wheeler said she has tried to work
things out according to the unijversity's
policies described in the faculty. hand-
book. She also said she has “never
known anyone to be asked to resign
from their position because of it (DI}.”

Collins said that “there is a lot of
resistance (to) using effective, well
demonstrated methods,” but she said she
hopes that the problem can eventually
be worked out.

The direct instruction approach,
which was developed by Siegfried
Englemann [sic] at the University of 11-
linois, is a methed of teaching which
controls the details of what happens bet-
ween students and teachers, and allows
more information to be taught in a
shorter period of time. Making Schools
Work, by Robert Benjamin;, describes a
program of direct instruction in which
teachers are provided with extensive:
training and are not allowed to deviate
from the program. The book says the
program derives from the nature of the
skills to be mastered, not the nature of
the individual, as with some other
methods. It also said that direct instruc-
tion “has consistently delivered what
other programs usually just promise,”
Source: The University News, Volume
VI, Issue 21, March 12, 1986.

60 Percent of BSU Special
- Education Department
Asked to Resign! Why?

and Canada since 1980. Included among
these is a presentation on inferential
reasoning skills for the secondary han-
dicapped at the 1985 Conference of the
Association for Behavioral Analysis (the
ABA). In addition, she has served as the
technical advisor for a video disk pro-

_gram to teach math and science to secon-

dary and college remedial students. She
is co-author of a soon-to-be published
reasoning skills program. This combina-
tion of supervisory and training skills
demonstrated by a proven record make
her an invaluable asset to her university
and community. Clearly an exceptional
addition to the BSU faculty for Special
Education, it is inconceivable to us that
the administration could want her to
leave.

Dr. Wheeler received her doctorate
from the University of Wisconsin at
Madison which has an exceptional pro-
gram for Special Ecucation. Her creden-
tials cover a wide range of professional
experiences in Special Education. At the
University of Wisconsin she lectured in
the Teacher Training Program in the
Department of Studies in Behavioral
Diisabilities, serving as a clinical super-
visor and assistant instructor in that pro-
gram. She served as a teacher in the
Adult Deaf and Blind Program at the
Central Wisconsin Center for the
Developmentally Disabled in. Madison.
She too is:well recognized: by her peers,
having -served.. as -an "editorial:.-board
member for -Improving . Humean'  Perfor-
mance Quarterly published by the Na-
tional Society for Performance: Instruc-
tion, Washington, D.C. She has also
published articles in Teacher Education

- and Special Education and Expanding

Honzons -in Therapeutic Recreation.
Again, this is the description of an in-
dividual clearly well qualified and an
asset to BSU. Why ask her to leave?
The Department of Education claims
to advocate academic freedom. We fear
that this holds true only for those pro-
fessors who adhere to the educational
traditions and standards currently in
vogue with the administration at BSUJ,
"Ever since its founding in 1932 BSU has
been a university with pride, determina-
tion, enthusiasm, and above all
academic quality, It's a university
charged with energy, unafraid to try
new ideas or to give you the freedom
you need to develop your potential,”
Considering these statements of sup-
port for academic freedom, why would
the administration want Dr. Collins and
Dr. Wheeler to resign? Both of these
professors exhibit the qualities BSU says
it wants for its students. They are excep-
tional individuals who are dedicated to
meeting the education needs of all
children, especially low performers.
They have devoted long hours to assure
students of the best instructional techni-
ques necessary to be used in the field.
We would like the administration to res-
pond to the petitions and letters in-
dicating overwhelming support for these
professors from students, teachers, and
community members. We would like
justification for -the administration’s
harsh and confusing actions.
By S.A.F.E. (Students for Academic

Freedom in Education}



Computer'—Assisted |
Instruction

by Gary Johnson .
Douglas Carnine
Russell Gersten

Based on the premise that word
knowledge correlates highly with
reading comprehension (Anderson &
Freebody, 1981; Mezynski, 1983; Pear-
son & Gallagher, 1983; Stahl, 1983;
Tierney & Cunningham, 1984}, several
investigators have attempted to improve
students’ reading comprehension skills
by teaching vocabulary. These studies
represent a wide range of approaches in
terms of instructional methods, number
of words taught, selection of words to be
taught, duration of interventions, and
assessment procedures. In only a few
studies were students identified as either
low-performing or “learning disabled”.
While all studies produced evidence of
improved vocabulary knowledge, the ef-
fects on reading comprehension have
been varied and inconclusive. :

All studies which involved directly .

teaching word meanings to students
reported gains in word knowledge.
However, the methods which were most
successful in teaching new vocabulary
consumed the most instructional time,
and even then the gains, in terms of
aumbers of words learned, were modest.
For example, an extensive vocabulary
training program designed by Beck,
Perfetti, and McKewon {1982} taught
104 words in 75 ‘thirty-minute_lessons.
At the end of the study, students knew

_ ‘an.average of 85 words ,that'_}t(-)l_-le'y"id not
know prior-to the program. This learn-

ing required 2,250 minutes of instruction
or 20 minutes per word, an amount of
time which is considerably greater than
that typically devoted to vocabulary in-

- struction in the middle grades {Durkin,
1979; Roser & Juel, 1981).

Durkin {1979) observed 4,469 minutes
of reading instruction in fourth-grade
classrooms and found only 19 minutes
(.4%) were devoted to vocabulary in-
struction and only 4 minutes of review-
ing word meanings previously taught.
Roser and Juel {1981) observed 1,200
minutes of reading instruction in grades
1 through 5 and saw only 65 minutes
{5%) of instruction time on word mean-
ings.

Those vocabulary instruction studies,
which focused on low-income, low-
performing, or learning-disabled
students, demonstrated that growth in
vocabulary knowledge can be achieved
if increased instructional time is provid-
ed (Beck et al., 1982; Draper & Moeller,
1971; McKeown et al., 1983; Pany et al.,
1982). Low-performifg students

- benefited most from the difect teaching
of vocabulary in these studies and in
others {Roser & Juel, 1981; Swaby,
1977). Less-skilled readers do not read
extensively and are less able to derive
meanings from context, although they
can benefit from being taught rules for
reading words in context (Carnine, Ka-
meenui, & Coyle, 1984).

Research is needed on methods for in-
creasing vocabulary instruction for low-
performing students. To increase in-
structional time without increasing the
demands on teachers, computer-assisted
rocabulary instruction offers a hope.

Instructicnal Design for
Computer-Assisted Instruction

The features of CAl advantageous for
instruction with special education
students include: individualization and
self-pacing, immediate feedback about
performance, consistent correction pro-
cedures, patient repetition, carefully-
sequenced instruction, frequent student
responding, and good motivation
(Budoff, Thormann, & Gras, 1984). Yet,
much currently existing software fails to

_ provide these features in programs for

special education students (Thormann &
Gersten, 1984}, Two instructional design
considerations explored in this study
are: {a) optimal set size for introducing
new words, and (b) schedules of review.
Relevant research on each variable is
discussed next,

. “Set Size” for Daily Lessons

Drill and practice programs are the
most widely used CAI software (Budoff
et al., 1984), but little attention has been
directed to increasing the efficiency and
efficacy of CAl drill and practice
strategies (Merrill & Salisbury, 1984;
Siegel & Misselt, 1984). Merrill and
Salisbury suggest that one feature of an
improved drill and practice strategy
would be to have students drill on a
small subset of items at a time. An area
of needed research is the determination
of the appropriate size of the learning set
for lessons in a drill and practice pro-
gram. . e

- “Optimal’ set  size” inay’ bedetermined

by “immediate memory span,” which is
defined as the number of items an in-
dividual can correctly recall after one
presentation, For college age students,
the typical subjects-in memory span
studies, the number of related digits, let-
ters, or words that can be repeated after
one presentation is between six and
eight, with the number seven frequently
mentioned as an average (Deese &
Hulse, 1967; Hall, 1971; McGeoch &
Irion, 1952), {Note, however, that pro-
blems of immediate-memory-set size
may be overcome by providing memory
aids, e.g., visually showing the set of
concern.} One purpose of the present
study was to compare the effects of dif-
ferent set sizes on the acquisition of
word meanings by mildly handicapped
students. -

Review Schedule
The element of review was an impor-

- tant variable in the Beck et al, (1982)

study of vocabulary acquisition. Words
were presented in two different levels of
frequency. In one treatment, each set of
words was taught in a five-day cycle. All

the words in the.set were introduced on’

the first day of the cycle and reviewed
when necessary, but only during that
5-day cycle. There was no subsequent
review. In a second treatment, words
were introduced in the: same manner,
but additional practice was provided
after the fifth day in special review
cycles, Words in this treatment appeared
16-22 additional times each. The effect

of the extra review was clear; the addi- .

tional cumulative reviews significantly.
affected students’ retention of word
meanings

The Beck et al. {1982) vocabulary in-
struction study included spaced reviews
as an instructional design variable.
Research in computer-assisted instruc-
tion has demonstrated that several
short-spaced reviews are more effective
in increasing retention than are a few
massed reviews (Gay, 1973; Siegel &
Misselt, 1984). Merrill and Salisbury
(1984) propose a strategy -that would
provide spaced reviews during a CAI

drill and practice program. New items -

are presented to students, and only items
they do not know become part of a
“working pool.” The number of items in
the working pool would be determined
empirically. Once the student meets a
specified criterion on an item in the
working pool, that item is removed and
placed in a “review pool.” Each item in
the review pool is reviewed on specified
dates and a specified number of times.

In summary: With below-average
readers, words that receive spaced
reviews are better remembered than
words taught during five-day cycles, but
not reviewed,

Instructional Design Differences
Between the Software Programs Used
in the Study

This study compares the effects of
teaching vocabulary through CAl using:
{a) a Small-Teaching Set and cumulative
review, and (b} a Large Teaching Set
without cumulative review. -

" The: distinctive “ifstructional . design .
“features’ of the ‘Small Teaching’ Set :pro-
_gram include: (a) individualized lessons - -

which provide teaching and practice on-
ly on words the student does know,(b) a
practice set which consists. of no more

than seven words at any time, (c) a

specified mastery criterion which must
be met two consecutive lessons before a
word is considered learmed, and (d)
cumulative reviews on learned words to
ensure retention.

One major difference between the two
programs is the size of the teaching and
practice sets. The Small Teaching Set
program {Carnine, Rankin & Granzin,
1984) provides teaching on a set of three
unknown words, practice on a set of no
more than seven words, and cumulative
review on a set of ten words. The stu-
dent must meet a specific mastery

criterion on each word before it is -

removed from the practice set. When a
word is removed from the practice set,
the program tests the student on new
words and add words the student does
not know to the practice set.

The other program, the Large
Teaching Set program, teaches words in
larger sets of twenty-five, It is adapted
from a commercial program developed
by Davidson & Eckert (1983). The stu-
dent may choose to see the words in any
of four types of formats: (a} a teaching
display which shows the word, its

. definition, and one example sentence;

(b} a multiple-choice quiz format; {c) an
exercise in which a definition is
displayed and the student must spell in
the correct missing word to complete a
sentence; and {d) an arcade-type game in
which the student matches words to
their definitions.

Another difference between the two
programs is in the review procedures.
The Small Teaching Set program pro-
vides daily review on words in the stu-
dent’s practice set and periodic
cumulative review of words which the
student has leamed in the program,
Once the student has mastered ten
words, the program presents a
cumulative review lesson on those
words. The Large Teaching Set program
provides teaching and practice on sets of
25 words. Since the program keeps no
cumulative record of student errors, no
cumulative review is provided. Finally,
although both programs provide
teaching displays and multiple choice ex-
ercises, the Large Teaching Set program
includes a game format which is unlike
any exercise in the Small Teaching Set
program.

Method

Subjects and Setting

Thirty-eight learning disabled high
school students, in grades ¢ through 12
who were at least two years below grade
level on standardized tests such as the
Woodcock-Johnson, were eligible to
participate in the study. These students
attended a special education- resource
room for part of the day for instruction
in reading or language arts. All students
were '~ administered a  multiple-choice,
50-item vocabulary pretest. They were
then matched by pretest scofes and ran-
dorily assighed to“one. of the. two

Yréatments, eithet’ the Small ‘Teaching
-Set program or the Large Teaching Set

program. {Six-students who scored over
80% correct on the pretest were exclud-

“ed from the study). Two students de-

cided not to participate, During the
study, four students were dropped due
to frequent absences, and one student

_ was dropped when his performance indi-

cated that his pretest score was inac-

.curate. Thus, a total of 25 students ac-

tually participated in the study.
‘Students were administered the Ad-

.vanced 1 Reading subtest level of the

Metropolitan Achievement Test (1978)
three weeks after the conclusion of the

. study for- descriptive purposes. Their
_mean performance corresponded to the

8th percentile, with a range between the
1st and 22nd percentiles. .

The study was conducted in a large;
special education resource classroom in
a high “school in the Eugene 4] School
District, Eugene, Oregon. IBM com-
puters and color monitors were set up in
the back of the classroom, away from
other instructioenal groups. -

Materials

The Small Teaching Set program
(Carmine, Rankin & Granzin, 1984) con-
structs individualized CAI vocabulary
lessons by first testing a student on new
words and then composing teaching and-
practice sets of only those words which
the student does not know. An example
of a teaching frame appears in Table 1.

" The exercises in the practice set consist
of three types of multiple-choice items:
(1) the new word appearing alone with

Continued on Page 4
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the correct definition as one of five

choices, (2) the word appearing in a
. sentence with the correct definition as
one of five choices, and (3) a synonym
(or short definition} for the word ap-
pearing in a sentence with the word as
one of five choices. Examples of practice
exercises appear in Table 2. For the prac-
tice exercises, the program picks from a
pool of four items and randomly selects
items to present. The student must get
two items per word correct before the
lesson ends, uniess time runs out and the
student selects the “escape” option to
terminate the lesson,

In order to reach mastery criterion on
a word and have it removed from the
" practice set, the student tnust identify
the word's meaning two consecutive
times on two consecutive lessons or, in
other words, four times in a row across
two lessons. The word then becomes a
“learned” word and moves from the
practice set to the “review set.” Once ten
words have been “learned” and moved
to the review set, the program provides
a cumulative review test on the review
set. Any words missed on this
cumulative review test are put back in
the practice set, and the student must
again meet mastery criterion on the
word,

The Large Teaching Set program
(Davidson & Eckert, 1983} teaches
words in sets of twenty-five, The pro-
‘gram comes with nine levels of 75 words
each for grades 4 through 12, However,
for the purposes of this study, the same

program appeared.in the Large Téaching

Set program as two sets of 25 words (see

“Word Selection” below)

Each time the program is run, the stu- .
dent goes through the same 25 words in _

the same order. Unlike the Small Set

.program, some of the words will . be
words the student already knows, since
there is no individualization. At the
beginning of the lesson, the program
presents a menu with a choice of four
formats: “word display,” “multiple
choice quiz,” “sentence completion,” or
. an arcade-type game,

These activities include two word
display and multiple choice quizzes
similar to the Small Teaching Set pro-
gram, and two that are quite different.
Sentence completion involves spelling
the new words, and the arcade activity
involves matching exercises in a game
format. For details, see Johnson (1985).

Feedback to Students

Both CAI programs provided im-
mediate feedback to students on the ac-
curacy of their responses. The verbal
nature of positive feedback to students
when they answered cormrectly was
similar in the programs. In the Large
Teaching Set program, when the student
answered an item correctly, a message
such as, “Nice going” or “Keep it up,
{name),” appeared. When the student
answered an item correctly in the Small
Teaching Set program, the message,

"

“Yes, theansweris __. " ap- .

peared,

The arcade-type game provided a type
of reinforcement not available in the
Small Teaching Set program. When the
student accurately “shot” the correct
answer, the answer was momentarily
highlighted, and a score for that shot ap-

Table 1. A Teaching Frame from the Small Teaching Set Program.

The word ESTABLISH means SET UP.

Susie will ESTABLISH a new procedure for our meetings,
Susie will SET UP a new procedure for our meetings.

The bank is going to SET UP a new branch on the other side of town.
The bank is going to ESTABLISH a new branch on the other side of town.

Table 2. Two Practice Forms from the Small Teaching Set Program

They are working to ESTABLISH an organization to protect whales.

. make legal
. elect

. fund

. set up

. join

o W b=

The doctors are going to SET UP a new eye care clinic.

. employ
. attend

. operate
. cancel

. establish

ol 0 b =

peared briefly in the middle of the
screen. Accompanying sound effects

were turned off, in order not to distract -
- other students and teachers in the room.
50 words used in the Small Teaching Set . .

Both- programs also provided: feed-

“back’ én the numbeér. of words correct.:

The Large Teaching: Set Program did this - - assisted. vocabulary instruction during a

-20-minate session each Monday through

by giving ‘the student apéercent correct”

- score-at’the end 6f dn-activity and ‘ther

displaying any words missed. The Stall
Teaching Set program listed words on
which the student had yet to meet
mastery - (“currently reviewing”} and
words mastered (“already learned”). -

Selection. of Words for the Study

The Large Teaching Set program pro-
vides words, definitions, and exercises
for 25 nouns, 25 verbs, and 25 adjectives
for each level. Prior to the study, a list of
those 450 words was given to six middle
school and high school special education
teachers in the district in which the study
was to be conducted. These teachers
picked words from this list which they
considered important and useful for
mildly handicapped secondary special
education students to know. An initial
list was donstrucﬁed of 107 words which
were considered
more special education teachers, A final
list of 25 verbs and 25 adjectives was
developed for use in the study. All of
these words were from the words com-
monly covered in grades 7, 8, and 9.

The same 50 words were entered and
used in both the Small Teaching Set and
Large Teaching Set programs. The same
definitions were used in both the Small
Teaching Set and Large Teaching Set
programs. The authors did not always
agree with the definitions or items that
appeared in the Large Teaching Set pro-
gram. For the purposes of the study, ex-
ercises written for use in the Small

Teaching Set program were the same or.
very similar to iterns which appeared in -

the Large Teaching Set program. The
differences between the effects of the
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important by two or .

programs, if any, were intended to be a
function of instructional design features.

Procedures

Following' pretestmg (see Measures_

below) all subjects received computer-

Thursday. Since the 45-minute permds
were divided into two separate sessions,
some students began the period with a
computer session and then returned to
their regular instructional group, while

~other subjects first attended their in-

structional group and then completed a
session on the computer. Although
students were randomly assigned to

_ treatments, only students in the same

treatment condition worked on the com-
puters during any session to ensure that
students were not able to observe the
other treatment. The computers were
spaced apart and the color monitors
turned so that, as much as possible,
students were unable to see the monitor

screen of any other students in the same

treatment. Care was taken that no
vocabulary instruction, other than that
provided by the computer programs,
took place during the study.

The experimenter for the study was a
doctoral student in Special Education at
the University of QOregon. The ex-
perimenter was present for each session
to ensure that the sessions lasted exactly
20 minutes, that students actively
worked on the computer with minimal
talking, that they completed as many
lesson activities as possible during the 20
minutes, and that they took the optional
reviews of missed words at the end of
the “multiple choice quiz” exercises in
the Large Teaching Set program. The ex-
perimenter also completed checklists on
each student’s daily progress.

No other management system was re-
quired for the students in the study.
Although the special education resource
room teacher told the students on the

first day of the study that they could
earn the same number of points while on

_ the computer that they might earn in

their regular instructional group, no fur-
ther mention of points was made during
the study. Only occasionally did some
students have to be reminded not to talk
to others. One student had to be re-
minded to press the keys, rather than
pound on them, when the screen said,
“Press ENTER,” Another student had to
be warned about talk-outs, and this was
the student who was present for only -
seven sessions and after that was absent
so often that he did not cornplete the
study,

Familiarization with the computer and

‘word-reading practice, During the first 5

minutes of sessions 1 and 2, the ex-
perimenter taught the students how to
load the program disks and start up their
programs, Most students had little, if
any experience operating a computer,
During the next 5 minutes of the first
two sessions the experimenter provided
word-reading practice on words that
were to appear in the program. The
words were printed in short columns on
two practice sheets, and students took
turns reading columns out loud. If a stu-
dent misread a word, the experimenter
told the student the word and directed
the student to repeat the word ard
reread the column from the beginning.
Eight students, four in each treatment,

‘displayed difficulty in accurately

decoding and pronouncing words during
word-reading practice. These students
each scored 40% correct or less on the
pretest. Two additional 5-minute word-
reading practice sessions were.: held,
prior to sessions 3 and 4, for these
students.

Mastery criterion for Large _Teachmg
Set. The experimenter told the students
in the Large Teaching Set program that
their goal was to get a score of 84% cor-
rect {21 correct out of 25). They were
told that if they scored 847 or higher,
they could play the arcade- -type game,
and if they scored 84% or higher on two
consecutive days, they would move on
to a new activity.

On each day that the students scored
84% correct or more, the students com-
pleted the reviews and then spent the re-
mainder of the session playing arcade
the game, usuaily no more than twice in
the time remaining. After meeting the
criterion of two days at 84% correct or
more on the muitiple choice quiz, the
student was told to select the sentence
completion activity, which were done
only once, without review,

After meeting criterion on the
multiple-choice quiz and doing the
senténce completion activity one time,
the subject began the second list of 25
words, the same 25 verbs which were

~words 26 through 50 in the Small

teaching Set program. The student
followed the same sequence of activities
for this second list of words, Once the
student completed all activities on both
word sets, the student was considered to
have met mastery cnterlon for the
study.

Measures

Pretest, posttests, and rmaintenance
test., A 50-item, multiple-choice test re-
quiring the student to select the correct

Continued on Page 5°
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definition of a word was developed for
use in the study. Items were similar to
what appeared in the practice frames
(see Table 2}). This instrument had a
coefficient alpha reliability of 0.79. The
pretest to posttest-correlation was .68,
Transfer Measures, All students took

a 10-item, open-ended oral test {"What

does meani’). The test was
designed to measure transfer from the
visual CAI mode to spoken vocabulary.
The test was administered by one of
three doctoral research assistants in the
Special Education program at the
University of Oregon. The tester wrote
down as much of the student’s responses
as possible and also audiotaped the test.
For each word the student was asked to
give a definition and to use the word in a
sentence.

After the student met mastery
criterion (or after session 11 for those
subjects who did not' meet mastery), a
test consisting of three passages and in-
ferential comprehension questions was
administered. These passages contained
a total of 10 verbs which were most fre-
quently missed on the pretest. The
passages were designed to assess
students’ understanding of the words in
contexts other than the sampie sentences
which appeared in the programs.

An example from the comprehension
test appears in Table 3.

Attitude survey, The attitude survey
questioned them about working on the
computer and the specific CAI pro-
grams, The items asked the students
how they felt about working on the
computer and how much they felt they
Ieamed.'._. X LT P S v

Design

A time-to-mastery design was used to
examine whether there was a significant
difference between the times required to
reach mastery by students in the two
programs, Student acquisition and
retention of word meanings were assess-
ed by a criterion-referenced test. This
50-item, multiple 'choice test was ad-
ministered; (a) after the student reached
mastery, or {b) after session 11, even if
mastery was not reached. Two weeks
later, the test was readministered as a
maintenance test.

Results

Time to Mastery

Table 4 presents a summary of the
number and percentages of students who
met mastery within eleven sessions and
the mean nurmnber of sessions to mastery
for students in both treatments., The
study was terminated after the eleventh
session because the experimenter felt
that the students who were still struggl-
ing to reach mastery were no longer

benefiting from instruction. For the .

students who met criteria, the mean
number of sessions to mastery was 7.6
for students in the Small Teaching Set
program, and 9.1 for students in the
Large Teaching Set program. Results of
a t-test indicated that this difference in
sessions to mastery was statistically
significant: #{16) = 1.87,p% =.05.

Posttests and Maintenance Tests

The 50-item, criterion-referenced,
multiple-choice test was administered to

Table 3.

Denise enjoyed her back yard. In the fall, the yard was covered with leaves. Denise
had procrastinated. Saturday was cool and crisp. Denise decided to rake the leaves,
At first, her hand felt cold and stiff on the rake handle. Soon, she acclimated. She
enjoyed the clear, sunny skies and the rustle of the leaves.

1. Denise raked the Ieaves in her yard

a. before she was supposed to.
b. just when she was supposed to.
c. after she was supposed to,

2. When Denise finished raking
a. her hands were still stiff.
b. her hands felt fine.

c. her hands were hot.

3. Denise enjoyed the clear, sunny skies and

a. the sound of the leaves.
b. the fall colors.
c. the smell of the leaves.

Table 4. Number and Percentage of Students Reaching Mastery Criterion and Mean
Number of Sessions to Mastery for Small Teaching Set and Large Teaching Set

Samples

Number of Percentage

Students of Students

Reaching . Reaching

* Mastery Mastery Mean Number

. within within of Sessions
Group N 11 Sessions 11 Sessions to Mastery SD
Small Teaching Set 12 10 83 7.6 1.9
Large Teaching Set 12 B 67 9.1 1.5

-ﬁ-*_Tabié 5: Mean'Si:ore",uStanﬂé'r'a"3[§éﬁaﬁon;(' andMeanPercentCorrel:t on ‘5'0;i\te’r.ri':

Pretest, Posttest, and Maintenance Test for Small Teaching Set and Large
Teaching Set Samples

Pretest Posttest Maintenance
Mean Mean Mean
Percent Percent Percent
Group N M SD Comect M SD Correct M S Corredt
Small Set 12 24.7 8.1 49.3 420 40 840 40.5 7.1 81.0
Large Set 12 24.8 82 49.5 43.7 42.0 7.7 84.0

7.7 878

Table 6. Comparison of Mildly Handicapped with Nonhandicapped Samples:
Multiple-Choice Test

Mean Percent

Group Test. N M SD Correct
Small Teaching Set - Posttest 12  42.0 4.0 84.0
Large Teaching Set Posttest 12  43.7 7.7 87.4
Nonhandicapped Comparison - 49 80.6

(10th grade)

26 40.3

each student as a posttest after meeting
mastery. Those students who did not

" meet mastery by the end of the 11th ses-

sion were administered the multiple
choice test after session 11. The same
test was re-administered as a
maintenance test two weeks later, A
summary of tretest, posttest, and

maintenance test results are presented in
Table 5.

A 2 x 2 analysis of variance (ANOVA)
was performed on the posttest and
maintenance test scores. The between-
subjects factor was type of instruction,
and the within-subjects factor was time
of testing.* :

Results of the ANOVA indicated that
there was no effect for type of instruc-
tion: F(1,22) = 0.33. Results of the
ANOVA demonstrated that there was a
slight drop in performance between

postiest and maintenance test for
students in both groups: F(1,22) = 4,94,
p<.05. Mean performance was closetoa
mastery level for both groups on both
measures, 84 to 87 % on the posttest and
81 to 84% on the maintenance test.
Students in both programs learned as
much, as measured by the criterion-
referenced - posttest, and retained as
much, as measured by the maintenance
test.

Comparison with Nonhandicapped

* Students

The 50-item multiple cheice test was
administered to nonhandicapped 10th-
grade students in a regular English class
in order to compare the posttest perfor-
mance of the mildly handicapped
students to that of a nonhandicapped
sample on the same measure. As Table 6
demonstrates, the posttest mean scores
of the mildly handicapped students were
slightly higher than the nonhandicapped
students’ mean scores, Students in all
groups scored at close to mastery levels
{range = 80-87%).

After a maximum of eleven sessions of
computer-assisted vocabulary instruc-
tion, the performance of mildly hand-
icapped subjects on the multiple-choice
test was very similar to that of nonhand-
icapped 10th-grade student who had
received no instruction on the same 50

Transfer Measures |

Each student was -administered an
open-ended oral test on word meanings
after session 7. A maximum of two
points was awarded to each item, one
for a correct definition and one for an
appropriate sentence. Partial credit
{one-half point) was given to responses .
which were correct, but incomplete.
Results of a t-test on students’ scores on
this measure indicated that differences
between groups were non-significant;
#(22} = .45. The mean was 6.4 for the
Small Teaching Set group and 7.2 for the
Large Teaching Set group; standard
deviations were 4.7 and 4.4, respective-
ly.

On the written comprehension' test,
differences between the two groups were
again small and nonsignificant; #(22) =
.57. The means were 1.4 and 2.1, Scores
on the two transfer tests were ap-
preciably lower than those on the
multiple-choice test, as expected.

Attitude Survey

Results of the attitude survey in-
dicated that, for the most part, students
responded favorably toward computer-
agsisted instruction and the programs.
Twenty-three of 24 students felt the

Continued on Page 7

* The pretest was not included in the
ANOVA for the following reasan. The time
between this posttest and the maintenance
test was the same for all subjects (two
weeks), but the time between pretest and
posttest was not the same for different
students, Thus repeated measures could not
be used.
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Reading Mastery Seatwork
Reading Mastery Testing
and Management System.

These two special
supplements are a direct
result of suggestions that
SRA has received from
teachers like you. . . time
and work saving ideas to
help you —

Teach to mastery — easily,
with greater confidence
Track each student’s progress
— conveniently,
objectively

Provide practical, practice
activities that are fun —
without time-consuming
preparation

Here'’s what each new
product offers:

“Reading Mastery Seatwork
Fun and motivating activities
that reinforce and extend

skills in Reading Mastery:
Distar Reading I and I

Everything you asked for
is provided.

The special print {ortho-
graphy), reading vocabulary
and skills sequence are
carefully correlated with
lessons in Reading Mastery.

The blackline master format
is convenient to use and saves

yOu money.

 Each book of 160 activities

is a real work saver.

Activities are ready to use
and require only minimal
teacher direction.

Instructions are printed on
each page.

Skills include:

Decoding and
Comprehension Readiness

Sound and Letter
Identification

Word Identification

Sentence Structure

Literal Comprehension

Inferential Comprehension

Components:

1 Book of Blackline Masters
{160 Activities) for each level

Reading Mastery Testing

"and Management System

Compact, easy-to-administer
tests that students complete
throughout the school year

Testing and tracking
student progress couldn’t
be easier.

Testing begins with the

- placement test and continues

with mastery tests after every
20 lessons.

" Each paper-pencil mastery

test is group-administered
and requires only 20 minutes
to complete.

By using test.results, you can
quickly identify the specific
skills students have mastered.

The complete system

" helps you ensure
“continued success. -

: Each_Student Book contains

an individual skill profile
chart for convenience in
tracking student progress
and showing minimum
competencies.

The Teacher’s Book conrains
charts that objectively
measure individual and group
performance. . . remedial
exercises. for students who
need them.

“Components:

. Each test ﬁackage contains
1 Teacher's Handbook and
15 Student Books

-These products offer the
outstanding quality you've
come to expect from SRA.
Order today and make
Reading Mastery even more
successful for you and your
students. :

Mame . e PO Earve (2F

.feédthe. . . -
.2.go up to the .
3. dan .

4. mom will 8-t .
5. s0cks fiton_ .,

nuts ! ] P
cows i
fop FTTF
runs L
fesr | L

Mail this form to:

School Division, SRA, 155 N. Wacker Drive, Chicago, Illinois 60606

Qty.  Order# Product Price  Extension
. 1-66110 Reading Mastery [ Test Package 16.50
———  7-66120 Reading Mastery Il Test Package  16.50 -
— 166130  Reading Mastery I Test Package  16.50 —
e 1-66140  Reading Mastery [V Test Package  16.50  ——
.  7-66150 Reading Mastery V Test Package  16.50 S
766160 Reading Mastery VI Test Package - 16.50 -
e 1-2071  Reading Mastery I Searwork 25.75 -
e 1-2072  Reading Mastery 1l Seatwork 25.75 S
Totl
Bill T Ship To: (If different from billing address}
Date SRA Account Numbel" ERA Account Number

Account Name

Addreas

Account Name

Address

City, Stare, Zip Code

City, Sae, Zip Code

Atrention

Purchase Order Number

Telephone Mumber Good time to reach

Artrention

Telephone Mumber Gaood time 1a reach
All orders are offers to purchase, subject 10 acceptance or
rejection by SRA in Chicago, Hlinois in accerdince with
SHA's published reyms and conditions of sale. Prices ane
subject to change without notice.
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and one student indicated that “maybe”
‘the computer helped.

In answer to the question, “Did you
enjoy working on the computer?”
students answered on a 4-point scale,
with 1 being “not very much” and 4 be-

ing “very much.” The mean scores were -

3.4 for students in the Small Teaching
Set program and 2.8 for students in the
Large Teaching Set program. Results of
a Mann-Whitney U Test indicate this
difference was significant: U = 43.5,
p<.0L.

Ninteen students indicated they would
like to learn more on a computer, and
three students indicated that “maybe”
they would. Two students, both in the
Large Teaching Set program, indicated
they would not like to learn more on a
computer.

Discussion

The results of this comparison of two
methods of computer-assisted
vocabulary instruction with mildly
handicapped high schoo! students will
be discussed in terms of: {a) time re-
quired to reach mastery criterion, (b)
growth in word knowledge, (c} transfer
of learning, and {d) student attitudes
toward computer-assisted instruction.

Time-to-Mastery

In previous studies which attempted
to improve students’ word knowledge

through the direct teaching of word -

meanings, the effects of various instruc-
tional procedures were compared. Those

gains did so at an expense ‘of - con-
siderable instructional time. This study
was the first to focus on efficiency as a
dependent variable.

The one unequivocal finding of the
study was that subjects taught with the
Small Teaching Set program reached
mastery criterion on the set of 50 words
significantly faster than students taught
with the Large Teaching Set program,
The difference in the number of sessions
required to reach mastery by the two
groups was - statistically significant.
Also, more students in

within 11 sessions. ... . _.
Given that ‘the groups achieved
equivalent levels of performance on the

multiple-choice tests, their difference in..

acquisition rates become even more

meaningful. Students. taught with the

Small Teaching Set program required
less time to meet mastery criterion on
the words, yet their posttest perfor-
mance was equal to that of students in
the other treatment who took longer
reaching mastery. In addition, there was
no difference in their retention of word
meanings.

~ These findings regarding the efficiency
of the Small Teaching Set program may
hold future import for teachers of low-
performing or reading-disabled
students, An efficient, computer-assisted
method of vocabulary instruction could
provide an additional tool for teaching
vocabulary, without placing further
burdens on teachers’ time.

Growth in Word Knowledge

The growth in word knowledge
evidenced by both groups provides en-
couraging support for the use of

computer helped them learn new words, computer-aésisted

ing.

the Small
Teaching Set program reached mastery .

instruction
vocabulary with mildly handicapped
students. Each group started with a
pretest mean score of about 50%, after
seven 20-minute sessions, each group’s
mean score was around 80% (Johnson,
1985, p. 67). When students were tested
after reaching the mastery criterion
determined for their program, or after
11 sessions for those six subjects who did
not reach mastery criterion, each
group’s mean score was around 85%.
These scores reflected a commonly ac-
cepted minimum mastery level: approx-
imately 85% correct. Finally, on the
maintenance test, administered two
weeks later, each group’s mean score
was above 80%. Although the drop be-
tween posttest and maintenance test was
statistically significant, 80% is still a
high level, especially considering that
students began at a 50% level.

Transfer of Learning

Students’ low scores on the two
transfer measures should not be surpris-
Without specific training for
transfer, mildly handicapped
adolescents often fail to generalize
academic skills (Alley, Deshler, Clark,
Schumaker, & Warner, 1983). Both the
oral test of word meaning and the test of
passage comprehension required
response modes considerably different
from the multiple-choice response mode
of the CAI vocabulary programs. While
students scored 85% correct on the
multiple-choice posttest, they score ap-
proximately 35% on the oral test of

-word meanings and-50%: on the com-’

~studies” which - demonstrated sizable * préhension test. Lack’ of specific training

on the kinds of tasks tested by the
transfer measures was likely the primary
reason for students’ low scores. The im-

" plication is clear. Students need training

in transfer of skills learned in CAI for-
mats.

- Student Attitudes toward Instruction

"On the attitude survey, most students

_indicated they enjoyed computer-
" assisted instruction and the CAI pro-
~ grams, When asked to.indicate what

they specifically liked about working on
the computer, perhaps the most telling

-response was, "It help keep your mind

on what you where (sic) doing.”

‘Students’ positive response to computer-
. assisted instruction lends credence to the
“claims of Budoff, Thormann & Grask
- (1984) that advantages of CAI with
- special education studerits include in-
- creased attention, immediate feedback
about performance, immediate rein-

forcement, and motivation.

On the question, “Did you enjoy
working on the computer?” students
rated the Small Teaching Set program
significantly higher, as the results of a
Mann-Whitney Test demonstrated. This
finding is interesting as it relates to the
design of CAI programs. While the
Large Teaching Set program had an “ar-
cade” type game, the Small Teaching Set
was designed to foster rapid learning.
During the study, some students in the
Small Teaching Set program occasional-
ly asked the experimenter why they
didn‘t get to play a game like the one in
the other program. The experimenter
wondered if this difference in programs
might bias the students against the Smail
Teaching Set program. The results in-
dicated, however, that the students in

Continued from Page 5

in

" the Small Teaching Set program, which

tailored lessons to their individual learn-
ing needs, rated that program more
highly. : .

This finding is important for those
designers of CAI programs who ap-
parently believe that for educational
software to be motivating, it must ap-
proximate computer games which are
popular in video arcades and in the
home video market. Results of the at-
titude survey in this study do not sup-
port such reasoning. '

Suggestons for Future Research

This study contrasted two packaged
CAl programs. The major difference
between the programs related to the size
of the teaching and practice sets and the
procedures for individualization and
cumulative review. Yet other subtle dif-
ferences between the software programs
may have affected the outcomes. Since
an effect for time to mastery was clarly
demonstrated for the Small Teaching Set
program, the posttest performance
levels were equivalent for the two
groups, future research might focus on
only the Small Teaching Set program.
By varying the size of teaching and prac-
tice sets, and by comparing different
schedules for cumulative review exer-
cises, more exact effects of these
variables could be measured.

The programs taught words contained
in a 50-word set, Future research with

- the Small Teaching Set program could

utilize a larger set of words and thereby
better examine the effects of cumulative
Teviews, :

'A'pot_ent_i;_l'__prcil')"lém_m-- ﬂfé:tisé-pfﬁﬁl

in special education, is ‘the computer-
presented text may be inappropriate for
teaching students with reading
disabilities (Hofmeister, 1982). In this
study, eight students, four in each treat-
ment, had difficulty reading the words
during the two short word-reading prac-
tice sessions at the beginning of the
study. These students scored below 40 %
correct on the pretest. Two additional
5-minute word-reading practice sessions
were provided, but this limited amount
of instruction did not overcome the dif-
ficulties these students had reading the

. exercises in the programs. Six of ‘them
- did not meet mastery criterion in 11 ses-
. sions, yet their mean score on the post-

test was 73% (5D = 8.0, range =

- 48-90). Only one student {who was
- taught with the Large Teaching Set pro-

gram) showed no gains between pretest
and posttest. _ ,
Although most learning disabled stu-
dent’s learned from the CAI programs,
performance levels were very low on the

" transfer measures, These six students’

mean score on the oral test of word
meanings was only 17.1% (5D = 13.5,
range = 8.5-43.5). If disabled readers
are to benefit from computer-assisted
vocabulary instruction, future studies
need  to investigate the effects of in-
tegrating teacher-directed and
computer-assisted instruction. This in-
tegration should improve students’ per-
formance on oral tests of word mean-
ings. :

Summary
This study was unique in three
respects. First,- it ;was the only

vocabulary study to investigate efficien-
cy as a dependent variable. Second, no

research on the use of computer-assisted
vocabulary instruction had been con-
ducted previously. Finally, all past
vocabulary instruction studies were con-
ducted with middle-grade, rather than
secondary-level, students, and only one
previous study had been done with
special education students, This

- vocabulary instruction study was the

first with high school students in a
special education setting.

The potential impact of efficient, com-~
puter-assisted vocabulary instruction
with mildly handicapped -students is
clearly suggested in the gains made by
subjects in the study. The difference in
efficiency. favoring the Small Teaching

Sel program appears to be due to: (a) the
small teaching and practice set sizes, (b).

individualized ‘lessons based only on
words the subject does not know, and
{c) cumulative reviews of words learned
in the program. If future studies can

document similar gains across larger sets -

of words over longer periods of time, the
potential for this type of instruction may
be realized. For teachers of low-
performing or reading-disabled
students, such findings might lead to
useful instructional tools.
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students work. This pattern of explana-
tion followed by -student written ac-
tivities is presented for several concepts
in each lesson. By presenting explana-
tions with questions periodically within
each lesson; more students remain atten-
tive. Independent work is done in
shorter, more frequent, segments to in-
crease the amount of academic engaged
time.

Review Procedures

In V_Ithe.b-ésal prdgraxﬁ, a skill.is .in-

troduced-and practiced, but then "disap-
pears” for several days. For example,
Mathematics Today teaches multiplica-
Hon'of fractions in one lesson. In subse-

quent lessons, other skills are introduc-

éd, “including “multiplication of whole
numbers and fractions, and multiplica-
tion’ of “mixed  numbers; However, for
the next threé -lessons students work
with:word problems, reciprocals, and
division; after “which -studerits ‘are ex-

pected to perform the multiplication of

fractions ‘indepéndently. on review and
test lessons. T

In Mastering “Fractions, -the “skill of
‘muldtiplying fractions is.introdiced and
then' . practiced” i every " subsequent
lesson in~the program.’ Each -new skill
that ‘is"taught is reviewed cumulatively,
or elsé incorporated into more ¢omplex

SldHS o ' .
Dirs"ci'ix_ﬁih;a'tidn::f’ra'cti_cé' ‘ S,

ts wholearn ‘to carry. out"cer-
again-and .again on:the.same

ona test: For ex-
ample, a“14-day unit in-the basal pro-
gram‘introduces adding and: subtracting
fractions; In‘the next unit, students learn
the strategies - for multiplying and

types mixed ‘together:

actions. No practice is given

dividin

on discriminating between the strategies
{e.g.; -multiplication and addition). In
the review-and test lessons, the problem
types are still separated, Students never
receive discrimination practice between
strategies. After the two units, fractions
operations-do not appear again in the
text for the remainder of the school year,

In Mastering Fractions, a skill is in-
troduced, practiced, and within a few
lessons mixed with other types of pro-
blems. For example, exercises in the
lesson presentation specifically address
the differences. between addition and
multiplication strategies. If students
have difficulty making the discrimina-
tion, specific remediation is given, after
which’ students are required to work a
set of problems involving both opera-
tions. The skills are then integrated with
other types of problems on every
worksheet,

Darch, Carmnine and Gersten (1984)
compared the effectiveness of a regular
basa] mathematics curriculum with a
curriculum program similar to Master-
ing Fractions in that it incorporated
systematic discrimination practice.
Students who received discrimination
practice performed  significantly better
than students who did not on a criterion-
referenced posttest and maintenance
test, Englert (1984} also emphasizes the

importance of discrimination practice

for mildly handicapped students, to
avoid confusion between related con-
cepts:- a

may have difficulties =
ifferent problem -

Example Selection — Range of Examples

In the basal program, when students
first encounter pictures of fractions, all

. examples are less than one. In the next

grade level, mixed numbers are in-
troduced as a whole number and a frac-
tion, reinforcing the misconception that
fractions can only represent qualities less
than one. Improper fractions do not ap-
pear.until the next grade level. A com-
mon error occurs when improper frac-
tions are finally introduced; students
represent. these fractions as less than
one; e.g., for % students write:

Mastering Fractions teaches students a
strategy for reading and writing both
proper and improper fractions from_the
beginning of the program:

1. The denominator tells the number

of parts in each group:

OB

-2 The numerator tells the number of

‘. “ partsiused or'shaded: . -

The wide range of examples prevents
students from forming misconceptions
and gives students a more complete
understanding of what a fraction
represents.

In a carefully controlled experiment,
Carnine . (1980) demonstrated how 2
limited - range of examples can cause
students to form misconceptions. The
instructional task was to write fractions
of a hundred as decimals. One group of
students. was presented with a wide
range of examples, with numerators of

one, two or three digits {(e.g., %, -ﬁ.

%). The other group was presented -

with a limited range of examples; all
numerators comprised two digits {e.g.,
S5 %, =), Carnine hypothe-
sized that students in the limited range
group would learn the misconception
that the decimal point is always placed
directly in front of the digits in the

numerator (i.e., 4/100 = .4, 185/100 =

-+ 185), His prediction that these students

would not be able to generalize to other
examples was verified. Students in the
limited range groups scored 0% and 7%
respectively on the problem types X/100
and XXX/100 on the immediate post-
test. Students who had received the full
range of examples scored 89% and 93%
respectively. %

Easily Confused Labels
When highly similar terms (e.g., the
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terms numerator and denominator) are
introduced at the same time, there is an
increased likelihood that students will
become confused. In the basal program,
the terms numerator and denominator
were introduced together in the same
lesson. In subsequent fraction examples,
the teacher referred to the terms
numerator and denominator, and the
labels appeared on some worksheets,
but no systematic teaching ensured that
students could successfully apply the

labels to the appropriate parts of a frac--

tion.

In the Mastering Fractions program,
the introduction of the terms numerator
and denominator were separated by
several lessons, so that students were
facile with one label before the other,
similar label was introduced. This pro-
cedure decreases the likelihood that
students will become confused and make
reversals,

Exp!iicit Strategy Teaching

In the basal program, students are not
always given an explicit strategy to solve
a problem. This could lead to-student
misunderstandings. Equivalent fractions

serve as an example. In the first set of

basal exercises, pictures of the two
equivalent fractions, and three of the
four fraction numbers are given: the
students just count the number ‘of
shaded parts to complete the problem:

, 3 5
Students can write the fourth number
and complete the equation 'without

understanding anything about
equivalent fractions. The students just
count the shaded parts and write the
numerator. In the final set of exercises
given that day, the pictures are re-
moved,

3 = 1
8

The student workbook says, “You
may draw a picture to help you.” At
least some students will not be sure how
many parts to draw or shade; unless, of

course, they alregdy know how to -

ite -5
rewrite 1 as g

In Mastéring Fractions, the strategy
for equivalent fractions emphasizes this
rule: When you multiply by one you
don’t change the value. When a fraction
is multiplied by a fraction equal to one,
the original fraction is equivalent to the
new fraction; i.e.,

2 X 1 5

1 4 _ 4

2 X g 8

1 - 4

50, 5 3
With this conceptual basis for -

equivalent fractions, students are in-
troduced to the strategy for figuring out
the missing number, given a problem;
e.g., —32~ = % . Students identify the
fraction of one they must multiply %
by to end up with 6ths. % ( - ) =

%] . The denominator of the fraction in-
side the parentheses is 2, so the fraction

equal to one is% .

3 (2)- U

numerator is 4. Therefore: 4 = &

Therefore:

Thus, the missing
2 4

Kameenui, Carnine, Darch, and Stein
(in press) compared a basal approach to
introducing fractions with a strategy-
based approach similar to that found in
the Mastering Fractions curriculum. For
the explicit rule-based strategy group,
the teacher demonstrated concepts and
skills in a step-by-step fashion. Teacher

_guidance was gradually and
systematically faded until students were
performing independently. Correction
procedures directed students to the ex-
plicit instruction they had received. In
contrast, the basal approach was much
less structured. Emphasis was placed on
activities using student discussion and
the use of manipulatives. Students in the
explicit strategy group performed
significantly higher on a criterion-
referenced posttest and on a transfer test
of related fractions skills.

The Videodisc Technoldgy

Videodisc technology has great poten-
tial' as an instructional  medium
(Hofmeister, Engelmann, & Carnine; in
press}, One side of a videodisc contains
54,000 high resolution individual
frames. The frames can be shown in
rapid succession to creaté motion . se-
quences or displayed as single frames for
any period of time. Moreover, a teacher
using a videodisc program has almost in-
stant access to any portion: of the disc.
Using a remiote control.pad {very similar
to “the remote control for a TV) the
teacher can access anywhere on the disc

- in a‘matter of seconds. Automatic stops

can also be built into the disc; the pro-

-gram can then freeze on any predeter-
mined frame allowing the students to
work problems or the teacher to
elaborate on a concept.

The Mastering Fractions program
takes advantage of the videodisc
medium to demonstrate concepts' clear-
ly. For example, when equivalent frac-
tions are taught, a fraction is put on a
balance beam. The side with a fraction
tips down, When an equivalent fraction
is placed on the other side, the balance
becomes level. The video sequence
shows what equality means in a.vivid,
compelling manner. Computer graphics,
sound effects, highlighits and ' other
techniques also help maintain student at-
tention.

The capabilities of the videodisc can
do more than create compelling motion
sequences, The videodisc can also assist
the teacher in diagnosing and remedying
student errors. Quizzes and tests on the
disc help the teacher diagnose students
as having difficulty with a particular
skill area. Following each quiz, ad-

-dresses (numbers) are displayed on the
screen for the skills tested. The teacher
enters the address for the segment that is
needed, providing immediate remedia-
tion, through demonstrations and extra
practice problems.

Method

A study was conducted to determine
whether the instructional features incor-
porated into the videodisc program
would have a significant effect on stu-

Continued on Page 9



dent performance. The study compared
the relative effects of Mastering Frac-
tions and a traditional basal program on
student acquisition of skills in a unit on
fractions. Classroom behaviors known
to be correlates of leamning (academic
engagement and success rate during the
lesson) were also measured and an
analysis of students’ error patterns was
made. Student attitudes were also asses
sed, and information on obtained levels
of implementation were recorded.

Subjects

Prior to training, subjects from two
high school math classes were screened
for: (a) mastery of the preskills
necessary to learn basic fraction con-
cepts and operations, and (b) prior
knowledge of the specific skills to be
‘taught. One was a remedial math class
containing 22 students, including 11
special education (mildly handicapped)
ninth and tenth graders. The other
general math class contained 12 ninth-
graders in need of remedial math, along
with & ninth, tenth, and eleventh grade
mildly handicapped students. In each
classroom, qualifiying students were
randomly assigned to the basal text (BT)
or interactive videodisc (IV) treatment.
This resulted in four instructional
groups. In the remedial class, 9 students
were assigned to each treatment. In the
general math class, 8 students were
assigned to each treatment. Qut of 34
subjects, only 28 completed the study
and took the posttest; 26 students tock
the maintenance test. Table 1 shows the
number of subjects qualifying in . each
group-who completed the study.

o T'a];le.1;'ljiélffi.]'3.ﬁtibn'-of. Sub]ects ini
the Four Instructional Groups

Remedial Math ~ General Math

Basal

MH* 5 5 10
non-MH 3 3 6
Videodisc

MH G 1 7
non-MH 1 4 5

*mildly handicapped

Measures

Preskills screening test. A screening
test, developed by the experimenter, was
administered to ensure that students had
mastered the Tequisite whole number
skills for a unit in fractions (i.e., facility
with basic addition, subtraction, and
multiplication facts). The first part of
the test comprised ten of the more dif-
ficult facts, All students who were tested
achieved at least 80% and were eligible
for the study based on this criterion.

The second part of the screening test
was criterion-referenced to the skills to
be taught in the fractions unit. Students
who scored above 50% on this part were
ineligible for the study. Ten students
were excluded based on this criterion.
Eligible subjects were grouped in pairs,
matched on Total Math scores from the
California Achievement Test and on
pretest scores. Individual students
within each pair were then randomly
assigned to the two treatment condi-
tions. The mean scores on a 6-item
pretest for the videodisc and basal
groups were 2.4 and 2.1 respectively.
{Information was not available for all
students; N = 10 for the IV group, N =

leodisc Fractio:

ding

14 for the BT group.)

Measures of achievement. The prin-
cipal measure for the study was a
criterion-referenced test developed by
the experimenter. Two parallel forms
were developed as a posttest and a two-
week maintenance test, The test includ-
ed the following skills, taught in both
the IV and BT conditions: writing frac-
tions from pictures, vocabulary (e.g.,
denominator), addition and subtraction
and fractions with like denominators,
multiplication of fractions, and multi-
plication of a fraction and a whole
number.

Field-test versions of the CRT were
given to 30 fourth and fifth graders who
had had some fractions instruction. In-
ternal consistency reliability was assess-
ed for each form; coefficient alpha
reliability was .98 for the posttest and
.98 for maintenance test. Alternate form
reliability was also evaluated; the Pear-
son correlation coefficient was .96.

Measures of classroom variables. Two
classroom variables associated with
higher student achievement are: (1) total
time students are actively engaged in in-
structional activities (time on-task;
Rosenshine, 1983), and (2} student suc-
cess rate while doing independent seat-
work (Fisher et al., 1980).«

An observational recording form was
designed to measure active engagement
during instruction. There were two
groups of students in each condition.
Each group of students was observed
either 3 or 4 times during the study. Stu-
dent behaviors were recorded with a six-
second, momentary time-sampling pro-
cedure. On-task behaviors included

answering questions,-writing, and atten- -
té - the- lesson. presentation..

Behaviors recorded as off-task included
doodling, sleeping, or chatting to
another student, Other behaviors (e.g.,
passing out papers, waiting for teacher
assistance) were recorded as transitional
activities. o

Students’ independent seatwork was
collected at the end of 4 observation
lessons to measure success rate. The per-
cent of problems attempted and the per-
cent that were successfully completed
were calculated. )

Student responses on the posttest and
maintenance test were analyzed to deter-
mine patterns of frequently occurring or
chronic errors. The error analysis was
used to pinpoint aspects of the
treatments that could have contributed
to student érrors.

Measures of implementation. lm-

plementation checklists were used to

identify those elements of the teaching
models that were consistently im-
plemented and those implemented at
lower levels. The checklists were similar
to the form developed by Good, Grouws
& FEbmeier (1983). All items on the
checklists were operationally defined.
Below are two sample items that were
applicable to both instructional models.

YESNONA

1. Did the teacher award points for
independent work done on the
previous day?

2. Did the teacher dirculate during in-
dependent work reinforcing ap-
propriate behavior?

Items relating specifically to the IV
model (e.g., whether the teacher check-
ed student performance at the specified
points in the lesson, or administered a
daily review-guiz) were developed using
the videodisc teacher’s guide. Items ap-

S Continued from Page e

 plicable d.rﬂy'to the basal text method

(e.g., whether. the teacher provided an
opportunity to use manipulatives; or
whether the teacher supplied examples
in addition to those presented in the text)
were developed using the basal text
teacher presentation book. Each item
scored in the "Yes” category by the
observer was tallied, and the percent of
total checks possible was calculated for
each lesson observed.

Measures of student attitudes. A ques-
tionaire was developed, based on the
work of Fennema and Sherman (1976).
Students were asked their opinion on a
3-point scale in response to a series of
statements that related to students’
evaluation of their math ability and of
the relevance of fractions for daily life.
For instance,

1. I think I could handle more difficult

fractions.

2. Leamning fractions is a waste of -

time.
Items were read to students one at a time
and the question asked, “Is this true for
you?” Students responded to each item
with: Yes, No, or Don't Know.

Materials ‘

Interactive videodisc. The materials
required for implementation of the IV
fractions curriculum were; A videodisc
player, the videodiscs, consumable stu-
dent worksheets, and teacher answer

- keys.

Each videodisc lesson took approx-
imately 30 minutes to complete. Lessons
typically began with a brief quiz cover-
ing the essential skills introduced in the
previous lesson. The lesson presentation
followed next—an explanation followed

by written problems for.each-of several .. . -
- skills.’ ‘After . completing" the lesson, -
students were assigned independent pro-

blems for seatwork. The worksheets
comprised 20 to 40 items, including a
variety of skills that students had learn-
ed thus far.

In the 1V curriculum, every fifth
lesson was a test. Teachers used the tests
to determine whether a review of par-
ticular skills was necessary from any of
the four lessons preceding the test
lesson.

Basal text. The materials required for

-implementation of the BT fractions cur-

riculum were: A teacher presentation
book {with answer keys), student text-
books, and consumable worksheets. In
some lessons, manipulatives were also
used, e.g., paper strips or fraction pie
models.

Each 30-minute lesson was designed to
teach a single - objective. Each lesson
began with an introduction, in which the
teacher used discussion and demonstra-
tions to develop ideas. Next, the teacher
guided students through several ex-
amples in the student textbook before
assigning in-class problems. After com-
pleting the lesson, follow-up activities,
usually involving manipulatives, were
used to consolidate the concept
developed in the lesson. Students were
then assigned independent problems for
seatwork. The worksheets comprised

:20-40 items focusing on the student ob-

jective introduced that day.

Review tests were provided at the end
of the unit, sampling each of the major
skills and concepts that had been in-
troduced. Teachers used the resulis of
the review test to reteach concepts and
skills that students had not mastered.
The unit test was presented the next day.
The review and unit tests sampled the

and atier completion

same skills in the same order, and had a
standardized test format.

Procedures

The teachers were the experimenter
and a research assistant from the Univer-
sity of QOregon. Each teacher taught one
condition for one-half of the study, then
changed conditions for the remainder of
the study.

Monitoring implementation. The
teachers were observed on 4 occasions to
assess the level of implementation in
each classroom, Teachers. recéived
specific feedback on their performance,
using the Implementation Checklist
(discussed under Measures).
Throughout the study, teachers discuss-
ed any problems associated with theim-
plementation of the two approaches,

Observers, Two trained observers
recorded students’ time on-task and per-
cent correct responses on independent
worksheets, on 3 or 4 occasions for each
group of students. Before collecting the
experimental data, the observers practic-
ed using the instruments until in-
terobserver reliability exceeded 85 per-
cent. S ,
Administration .of measures; Cri-
terion-referenced tests were ad-
ministered to all students participating
in the study immediately following the
completion of ‘the unit (posttest), and
two weeks after completion of the unit

(maintenance test).

Students’ on-task behavior and suc-
cess rate, and the levels of implementa-
tion were measured on the--second,
fourth, seventh, and ninth-days of the
intervention, The " experimenter con-
ducted studerit: attitude ‘surveys before

Results

The primary dependent variable was
student performance on the 12-item cri-
terion-referenced tests (post and
maintenance). A 2 x 2 analysis of

-variance (Anova) was performed on the

CRT scores. The between-subjects factor
was the instructional method (videodisc
versus basal text); the within-subjects
(repeated) factor was the time of test
{post and maintenance). Significant
main effects were found for the instruc-
tional method (F = 17.28, p< .001) and
for time of test {F = 4.53, p< .05). There
was no significant interaction. Thus, the
effect was maintained over a Z-week
period, Figure 1 shows the mean scores
for students in each condition on the
post and maintenance tests, The IV
group scored at a clear mastery level and
was about 20% above the BT group.
Students in the videodisc and basal
conditions were on-task 96% and B4 %,
respectively, during observation

* periods. A Mann Whitney U Test in-

dicated a significant difference between
the two conditions (U = 3.5, p< .005}.
Students’ performance on independent
seatwork was 92 % for the BT group and
94% for-the IV group.

Levels of implementation were ex-

 tremely high in both conditions; 93% of

the possible implementation behaviors
were observed in the BT condition, and
94% in the IV condition,

Responses from the student question-
naires were summarized and assigned a
score ranging from -1, (all negative
responses) to 1 (all positive responses)
for the students’ perception of: (a) their

Continued on Page 10
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ability to be successful in fractions, and
{b) the relevance of fractions for daily
life. Students in both conditions made
similar gains in perceived ability; the IV
group made larger gains in perceived
relévance. The results are summarized in
Table 2. . :

Table 2. Mean Responses on Pre and
Post Attitude:-Measures of Perceived
Competence in, and Relevance

... -.of Fractions™

Comﬁétgnce PrePost  Gain
IV D 08 .81 73
CZBT.. -.20 .58 .78

"Relevance .

IV 08 .57 49
BT o -16 3T .16

'Sco}és; réﬁQE" Ert;ﬁ'-l -1..(:ve'ry negative) to +1
{very positive}, e

Discussion

The results of this experimént suggest
that the different methods of instruction
produce - different levels of student
mastery . of the content covered. The
students receiving :videodisc instruction
‘scored ‘significantly:higher both .on the
criterion-referenced .posttest and on the
mainteniance;:test,- The" videodisc scores
also .dropped: .less:'dramatically - over
time—a.. non-significant
compared to a drop of 7% for the basal
text studenits. - ... -

While: a significant difference was
found between the two: conditions: for
students’ on-task behaviors, it should be
noted that levels of on-task were high in
both conditions. Students receiving the
basal lessons were well motivated and
actively involved during the lesson. This
would imply that the quality of the IV
curriculum—not merely the teaching
procedures used in the study—was
largely responsible for the differences in
student performance, ‘

Patterns of student errors also confirm
the importance of the specific differences
between the programs. For example, a
large proportion (75%) of students in
the basal treatment made errors when
asked to write the fraction for a diagram
representing a fraction greater than one.
Given the diagram

56% of the basal students wrote % .

even though all students could correctly

identify

oy
as 45 .

The inability of 75% of the basal text
students to extrapolate to fractions
greater than one is a predictable conse-
quence of all examples being less than or
- equal to one during the treatment in-
tervention. In contrast, only 8% of the
- videodisc students, who had been expos-
ed to fractions greater than one, ex-
hibited this error on the post test. This
parallels the results of the Carnine study
{1980) cited earlier.

Continued from Page 9
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Figure 1. Mean Percent Correct Scores on the Post Test and
Maintenance Tests for Interactive Videodisc and Basal Treatmeiits

nt:drop of (1%

100—
90— — IV
80—
60—
50—
i |
Post Maintenance_
' Standard Deviations
Post Maintenance
v .98 1.14
BT 2.19 1.88

Advantages and Disadvantages of the
Videodisc Medium

There are other important advantages
resulting from using the videodisc
mediumt in the classroom, apart from the
instructional capabilities already
discussed, First, the videodisc presenta-
tion frees - the teacher from
demonstrating at. the front of the
classroom,-and enables the teacher to
move among the students and monitor

.their performance. o
““Second,  a-‘well - desigried. videodisc
program can improve the ‘guality of in-:
struction-; provided by " less*“confident
{e.g., reassigned) teachers. Not ‘only’

does the - videodise program provide
clear initial - demonstrations, but also
provides frequent checks on student per-

formance which can help the teacher

diagnose student errors and select ap-
prorpriate remediation procedures.

Third, the discs are highly -durable,
Surface scratches do not hinder the
video or sound quality when the disc is
played. The quality of the disc does not
deterioriate over time. The durability of
the disc and long lasting quality of the

~audio and video result from the laser

technology. The laser beam reads the
grooves that lie below a heavy coating
of plastic. :

The most obvious disadvantage of the
videodisc medium—as with any new
technology—is -the cost. However, the

cost of ‘hardware has already ‘dropped- /-
substant:ally'Also,presentmgvxdeodist’ - Good, s T.Ly; . &.:Grouws;: D, Az (1979)i3The ; Mis:-
- lessons to groups of students makes the

technology more affordable. The com-

bined cost of the hardware and software
for a program such as Mastering Frac-
tions is about the same as two Apple
microcomputers and one or two inex-
pensive math software programs, If the
videodisc is used 5 periods each day with

classes of 20 stude}its, 100 students are
served each day. In -contrast, 2

_microcomputers used for 5 periods each

day serve only 10 students,

The capability of the videodisc
medium to incorporate state of the art
instructional design features, together
with its cost effectiveness, speaks to its
potential as a powerful instructional
tool.
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document and analyze their day-to-day
impact on teachers (and instructional
aides}), We were less interested in study-
ing “effective” inner city schools than in
studying schools attempting to become
more effective, because we thought this
was the best way to document patterns
of effective (and ineffective) instruc-
tional management. The site that agreed
to participate is one of the 20 largest
districts in the country. As part of its
school improvement program, the
district had hired at least one consulting
teacher for each elementary schqol with
a high proportion of low income,
minority students. The sole purpose of
the consulting teachers was to assist in
the implementation of the instructional
programs,

The schools operated two distinct
academic programs—All
Achieve Program (ASAP) and Direct In-
struction (D1). ASAP is a districi-
developed program based on principles
of mastery learning and the research on
time-on-task and time allocation.
Teachers use traditional basal reading
and math series; however they follow
semi-scripted ~ teachers’ guides,
developed by the district, in teaching the
lessons. The guides highlight selected
skills in each lesson. Additional
worksheets were developed to provide
practice on these skills, There are also
ASAP series in Spanish for students in
bilingual programs. Students are tested
at the end of every unit (approximately
once a week), and students who fail to
pass the unit test are given a one-day
"reteacliing” lesson. Gther students are
provided.with ennchmentachymes The
teachers” rate of progress’.through- the
curricilum and allocation of time during
the. day to basic academic skills are
monitored,

If ASAP can be considered a struc-
tured approach to teaching, Direct In-
struction (DI} must be considered highly
structured. In DI teachers use scripted
lesson formats oriented towards the type

of academic skill being taught. The for--

mat guide provides teachers with exact
wording to use, specific procedures for
correcting errors, review procedures ,
etc, In the DI classrooms, teacher perfor-
marce is monitored not only in terms of
rate of progress through the curriculum
and student performance en unit tests,
but also for the extent to which teachers
are using the teaching procedures
specified in the manual (such as im-
mediate correction of student errors or
rapid instructional delivery).

Neither school improvement model is
a unique approach to school improve-
ment. What is unusual is the district’s
decision to hire consulting teachers in
each school to assist in the implementa-
tion of each model. The consulting
teachers have no other responsibilities.
Their only role is toassist in the im-
plementation of ASAP or DI by: {a)
overseeing appropriate placement of
students, (b) ensuring that each
classroom has the proper materials, (c)
monitering teacher implementation of
ASAP or DI, and (d) providing technical
assistance. There are some ambiguities
in the job descriptions provided,
and—as will be seen—they were the
cause of certain conflicts for the ASAP
consulting teachers, The training pro-
cedures were quite-a bit more extensive
for the consulting teachers in the Direct
Instruction program than in the ASAP

Schools

preliminary Ffindings.

‘near future (Gersten, Green,

program; this affected how they viewed
their respective roles.

The focus of this study was an
analysis of the role of the consulting
teacher and what she or he did to
enhance or impede implementation of
ASAP or DI. This was done by extensive
observations of the day-to-day opera-
tion of the consulting teachers by two in-
dividuals with extensive experience as
program supervisors, teacher trainers,
and educational consultants, The obser-
vations followed the model used by
Rowan, Bossert, and Dwyer {1982). The
observer recorded all the activities seen,
but alsoitalked-to-the consulting teacher
to assess such things as her reasons for
certain actions, or her future plans for a
certain activity. A total of 34 days were
spent observing the consulting teachers,

‘Each of the 105 teachers served by the
consulting teachers was inteviewed. The
interviewer asked specific questions
about the monitoring functions of the
consulting teacher and the technical
assistance and help provided. Teachers
were asked to both describe and
evaluate the quality of services received,
and their sense of the utility of having a
consulting teacher. They also discussed

_the role of the principal in the instruc-
tional management process. Six instruc- -

tional aides from each school were also
interviewed,

To gain a richer picture of the context
in which the consulting teachers
worked, the principals in the four
schools were interviewed and observed
for a total of 38 days. The research staff
also attended meetings on instructional
issues.{faculy ‘meetings,: team meetings
between' constilting - teachers: and".prin-

_cipals, and any meeting with ‘central of-

fice personnel.) Finally, we observed a
random subsample of classrooms to get
a sense of implementation of ASAP and
DI in terms of academic engaged time,
allocation of time, and student success
rate doing independent seatwork.

The study was conducted in four
rather large urban schools. In each
school, the preponderance of students
were low income; 91% qualified for free
or reduced lunch. Ninety-three percent
of the students were minorities (Black,
Latino, or Asian). Each of the schools
was fairly large (ranging from 500 to
1150 students). Student mobility rates
were extremely high, often as high as 49
percent. This means the average teacher
was responsible for 48 rather than 32
students at some time during the course
of a year. The principal might be respon-
sible for 1500, not 1000, students per
year. The overall achievement level of
these schools was quite low in reading;

for example, average Sth grade scores.

ranged from the 5th to 22nd percentile
on a standarized achievement test. Math
performance was adequate, ranging
from the 39th to 61st percentile, There
was some evidence of improvement in
achievement over the past years due to
ASAP and DI. Three of the schools had
both ASAP and DI programs; one
school had only the ASAP prograin.
Two schools each had a consuliing
teacher for the Spanish ASAP program
as well as one for the English ASAP and
the DI program.

This article will report only the
More extensive
analyses of the data are currently being
conducted and will be released in the
Davis,

Bourbeau, Darch, Carnine, and
Johnson, in preparation). In this paper,
we will highlight the findings on the role
of the consulting teacher.

We went into the study believing that
the core of successful school improve-
ment is a well-trained, responsible in-
structional leader who is knowledgeable
in all details of the instructional program
(Gersten and Carnine, 1981; Carnine
and Gersten, 1984). We thought the key
person was likely to be the consulting

teacher(s). We saw the role of the prin- -

cipal as being essentially one of
knowledgeable support—of both the
consulting teachers and the teaching
faculty. On the basis. of the findings of
this study, we see no reason to revise our
views, but, watching this model in
operation, we do see some definite direc-
tions for other interested school districts
to follow and some problem areas where
failure is possible.

Observations on the Role of the
Consulting Teacher

Positive Aspects

In 1978, prior to the implementation
of the programs the senior author
observed classrooms in several of these
schools. The contrast between 1983 and
1978 was dramatic, and largely due to
ASAP and DI. The most dramatic con-
trast between 1978 and 1983 was the in-
creased allocation of time to
academics-~a dramatic increase in
academic engagement rate. We also saw
a concrete move toward students cover-
ing as much material each year as their
rmddIewclass peers;-which: was certainly

monitoring of: classrooms by the con-
sulting teachers certainly played arole in
these changes. Watching the day-to-day
operations of these programs, it became
clear that some type of program
facilitator is necessary at each of these
large schoocls. There were incredible
amounts of materials that needed to be
distributed -in order to maintain: (a)
three different reading groups and two
math groups in each classroom, (b)
enrichment and remedijation programs,
and (c) the testing of students (many of
whom were not. proficient in English)
who needed to be placed or re-placed
due to the high mobility rate.

Another striking difference over the
five years was the schoolwide adoption
of the principles of mastery learn-
ing—not in a formal sense, but in a pro-
saic, day-to-day sense. Virtually every
teacher in the schooel acted as if she or he
were responsible for each child master-
ing the lesson content, If this didn't hap-
pen, teachers discussed the issue with the
consulting teacher or their peers or in
some cases arranged for grade-level
meetings. Teachers talked about units or
skill sequences that were difficult to
teach, rather than students who found it
difficult to learn. This level of discourse
is atypical for elementary schools, and,
largely is due to the ASAP and DI pro-
grams as embodied in the consulting
teachers.

Research on effective school improve-
ment effort has indicated that visible
cornmitment to the innovation is essen-
tial (Gersten, Carnine, and Green, 1982;
Purkey and Smith, 1983; Little, 1982).
Often, this research suggests that the
principal should display the commit-
ment. However, we found consistently

that the resource teachers, not the prin-
cipals, displayed the most visible com-
mitment to the innovation (this was true
in nine of the ten cases, an extremely
high proportion). Typically, the prin-
cipals supported ASAP often with for-
mal pronouncements; they didn’t even
bother to pay lip service to Direct In-
struction, They implemented the former
because it was district policy; they often
implemented the latter because of addi-
tional external (federal} funding, parent
preference, and high test scores.

Visible commitment came-from con-
sulting teachers, who consistenly ex-
plained and clarified the program, pro-
vided emotional support to teachers try-

ing new procedures, as well as providing .

materials, and, helping with placement.
In War and Peace, Tolstoi points out

how in the long run the sleepy-eyed,. .

pragmatic General Kutuzov won out
over the flamboyant Napoleon, largely

by attending to the day-to-day details of

supplying the troops with food, sup-
plies, ammunition, and by his patience.

In watching the consulting teachers in -

action, we were reminded of Kutizov
and of the type of change that had been
achieved over the four years.

Limitations in the Pérformance of the
Consulting Teacher

As we came to know the consulting
teachers -and watched their daily
routines and procedures for handling
problems, we noted a clear demarcation
line identifying the point at which the

consulting “teachers would “intervene. -

Generally,: they felt very :comfortable

- training:and- correcting. the work of in- . -
not-the ‘case five years previously:“The

structional aides and substitute teachers
new to ASAP. They usually were quite
specific and helpful (as assessed by inter-
views) with teachers new to ASAP,
again providing guidelines on how to

schedule, arrange materials, place
students, manage and organize a
classroom.

Unwritten Laws and
Informal Covenants

On the other hand, there seemed to be
an unwritten law—never give feedback
to a teacher that may be perceived as
critical, unless the teacher violates a
specified ASAP procedure. Thus, the
only critical feedback teachers received
was when their record keeping was slop-
py. when their curricular pacing was too
slow, when they failed to follow an
ASAP teaching format, or when they
violated a district policy (e.g., letting
students do math worksheets during
reading- time). Except for the two DI
consulting teachers, the ASAP con-
sultants virtually never dealt with
specifics on teacher behavior.

Of course, reasons were given. The
primary one was that, according to
district policy and state law, consulting
teachers could not “evaluate” teachers:
they could merely provide “help” in the
way of technical assistance. Exactly
where "assistance” ended, and evalua-
tion began, no one knew, The tendency
was to err on the conservative side.
Several told stories of the early years of
ASAP when some teachers threatened to
sue two - consulting teachers for
“evaluating” them if the consulting
teachers provided any suggestions

crmcal of a .teacher’s ‘classroom

Continued on Page 12
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behavior. They were told they must
respect each teacher’s individual
teaching ™ strategies and style. Occa-

sionally, however, we observed teachers.

whose only apparent “strategy” was go-
ing over the homework and seatwork in
round-robin fashion and then announc-
ing the next.day’s assignment. Several
failed to take time to review or clarify
material that was obviously confusing to
the students,.Some consulting teachers
were’ extremely frustrated by the situa-
tion; others accepted this as their fate,
occasionally: trying to “assist” the prin-
cipal in working with the few truly weak
or.disorganized teachers. Often, though
not.always; these efforts ended in limbo
due .t5".the principal’s failure to- follow
through . w1th suggestions made by the
consulting teacher,

Another reason- for this phenomenon
was given-by the dlstnct office. When
asked why the DI resource teachers gave
eci and -seemingly
-~ the ASAP

g such feedback would. be
' by ‘teachers .as. “evaluative”

make. s:ire the new. program {(ASAP)
- would be viewed in.a favorable light,
and ‘that there would be no problems

with-the:teachers” -union, consulting
“teachers were-advised, in the begmmng
stages ‘of implementation, to not give

any-évaluative feedback to teachers.
The problem of close supervision is

hardly

to. th1s district or state.

- American schools.In a study of resource

consultants working with spec1aI educa-
‘tion - students mainstreamed in regular
classrooms, Morvant (1984) concluded:
“The job of the resource consultant
centers on coordination, collaboration,
and consultation with other teachers.
Yet the established norms of autonomy
and equality of teachers pose a serious
barrier to this model.”

Weick (1976) described schools as

“loosely. structured orgamzat:ons
characterized by multiple goals.”
Although loose coupling between means
and ends is less true for an ASAP/DI
school than a typical elementary school,
much of Weick's. analysis still held true.
The result was a hampering of the per-
formance of the consulting teachers.

~In our observations, we saw the
organizational constraints of the posi-
tion and the inner turmoil that it caused
in" several of the consulting teachers,
who felt limited to the role of material
suppliers, monitors, and trainers of in-
structional aides and subs. A few. sup-
plemented these duties by developing in-
novative approaches for acceleratmg
students who showed academic promise,
and in providing emotional support to
teachers, especially the newer teachers.
Yet, there were definite limits to what
they did—and could do—up‘rofeSSional—
ly.

We became most aware of this clash
when interviewing one of the teachers,
actually one of the most competent,
motivated teachers we observed. We
asked her to describe the type of feed-

back and technical assistance she recejv-.
ed from the consulting teacher. She in-

dicated that years ago she had received a
_.few pomters in teachmg the new ASAP

math program. "But,” she sald “why
should ‘anyone give me advice on

teaching reading? I've been teaching.

reading for 13 years and there's very lit-
tle I don't know.” While this attitude
may have made sense in her case, the
teachers in the majority of classrooms
observed could have used feedback on
methods to enhance their teaching,.

The teachers in these schools had very
challenging teaching assignments—a
large number of students enter the
school with limited language
backgrounds in both the English and
Spanish languages. These teachers were
in need of knowledge on current
research on effective practices, and help
in how to transform this knowledge into
practice, not because they were weak
teachers, but because some of the con-
ventional methods they were trained in
don't necessarily work with “at risk”
students.

“Another Country”

Within several weeks, we became
aware that more than organizational
constraint operated on the ASAP con-
sulting teachers. After reviewing our

. field notes, including the formal inter-

views and informal discussions based on
classroom observations conducted with
them  throughout the year, an image
developed in our minds. In a sense, we
felt as if we were, in James Baldwin's
phrase,-in another country. Not once
did we see or hear any awareness of the

concepts in any of the classic articles on. .

teacher _,effér:tivenes,_ ‘such as Ba_rak

Rosenshine’s "Teaching Functions in In- -
L structional . -Programs” . (1983) or Jane
Stallmgs 'Beyond Tinte.on Task” (1980) .
.- -or the: recent ‘Brophy: ‘and Good (1984)."

" synithesis . of -research on . effective:

teaching"of basic academic skills. It was

‘as ‘if. an ' invisible barrier existed, and

these ideas never crossed the threshold
of these schools. Granted, lip service
was given to the characteristics of effec-

tive schools and administrative aspects

of research on effective teaching--time
on task, time allocation, pacing through
the curriculum. And some real strides
had been made in the concept of mastery
learning. Throughout the four schools,
there was a sense that if a child failed a
unit mastery test, something must be

‘done (other than merely go on to the .

next- lesson). However, we rarely
observed much in the way of reteaching
lessons, obstensibly an essential compo-
nent of mastery learning. Only 2% of

the teachers ever received any assistance.
teachers in.

from the consulting
reteaching the lessons.

By and large, though, none of the sub--

tle findings on effective teachers, what
Stallings (1980} called “Beyond Time On

Task,” were known or communicated. .

Issues such as maintaining a high student
success rate during a lesson (Fisher et al.,
1980; Gersten et al., 1982), providing
clear explanations of concepts with
several relevant examples, the use of

.guided practice prior to independent

seatwork {Good and Grouws, 1979), or

the importance of immediately correc- .

ting student errors without spending too
much time with a student (Stallings,
1975), never came up in the observa-
tions,

The last decade has provided some

solid  research on teaching procedures

that enhance the achievement of low in--

come “at risk” students such as these:

We came to see that the consulting -
: teachers needed, extensive training in’
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“they did not make.

understandmg these concepts and how -
* they are applied in the classroom. Many

of these concepts are not intuitively ob-
vious. For example, we were all taught
that good teachers challenge their
students, yet research now shows low-
performing students need to work at a
90 percent or higher success rate.
Similarly, the natural human tendency is
to nag the child not paying attention
rather than praise the four or five with
their eyes on the teacher. As we observ-
ed, we became convinced that
understanding and implementing these
concepts could dramatically raise
achievement (Stallings 1980, Anderson
et al. 1979, Becker 1977). Extensive
training, however, would be necessary.
In. the next section, we describe some
elements essential to that training.

As we observed the consulting
teachers in action, we were constantly

struck by the type of questions they did’

not ask, the observations and analyses
For example, in
analyzing an observed lesson, we would
almost ~ automatically ask ourselves
questions such as:

1. Is the teacher modeling the
strategy or process for the
students?

2. Are adequate range of examples
presented of the new concept?

3. Does the teacher check. for
understanding, i.e., see if students
have understood the new concept
before moving on to the next seg-
ment of the lesson? -

4. Does the teacher immediately cor-
rect student errors, or merely call
on another student? If errors are

.- made-on complex problems,: ‘does

~ the teacher merely give'the correct

~answer or guide ‘the  student

- through the correct strategy?

5. What is the overall student success
rate during the lesson? Is it at the
B5-90 percent level research sug-
- gests is most successful?

In analyzing the notes written by the
consulting teachers in the ASAP pro-
gram, and our conversations with the
consulting teachers, we found that gues-
tions were virtually never asked.

Sadly, this lack of knowledge of
research on principles of effective in-
struction was not limited to the con-
sulting teachers. Rather, it appeared to
be a shared, schoolwide phenomenon.
When we attended instructional team
meetings involving the principal, the
consulting teachers, and the special
education and remedial reading
facilitators {in the one school that held
such meetings), we observed the same
lack of knowledge. For example, in one
school a meeting of the instructional
tearn was held because the kindergarten
teachers responsible for bilingual and
limjted-English-proficient students
wanted to retain {“leave back") one third
of the students because they “failed to
pass” Level One of the Spanish reading
program, and thus seemed unable to
deal with the first grade reading
materials, The teachers reported how
they had tried their best to get the “low”
students to learn the material —they had
grimaced, jumped, even pounded on the
floor to help the students remember the
5 short vowel sounds that constitute
Level One. Not one person in the
meeting ever expressed an opinion on
the curriculum—of how teaching the 5
reasonably similar short vowel sounds
in succession is likely to be frustrating,
of how teaching all 5 vowels before

teaching any consonants deprives the
beginning student of gaining a sense of
how the seemingly abstract vowels and
consonant sounds blend into real words.
Nor did anyone show any awareness of
the principles for enhancing retention of
new material, of distributed practice and
cumulative review (rather than the
relatively ineffectual techniques of
grimacing and jumping up and down).
The meeting ended in a stalemate, with
the teachers wanting to retain the
children, the principal refusing for
social-political reasons, but no one
learning anything about more effective
approaches for teaching the students,
This was but one of the many missed op-
portunities we observed, occasions
where knowledge of research on effec-
tive instruction could have remedied
problems,

Contrast Between ASAP and DI
Consulting Teachers

Up to this point, little has been said
about the three consulting teachers in
the DI program. Their behavior, and the
nature of their role was dramatically dif-
ferent, Unlike their ASAP colleagues,
these individuals did feel comfortable
giving teachers specific feedback on their
performance. They did, on occasion,
take over a reading group and model an
alternate approach for a teacher. For ex-
ample, they would demonstrate how to
assess whether all students had mastered
a skill before going on to the next section
of the lesson.

In the interviews, the teachers in-
dicated they did not mind this type of
feedback. Though perceived as
awkward at first, most came to ap-
preciate -receiving.* somie - real): specific
feedback on their work. One-teacher,
who was in the midst of a conflict with

. her consulting teacher, said, “At least it's

all above board and direct, If a sugges-
tion doesnt work—which sometimes
happens—I can always try it for a few
days and report to Grace on what hap-
pened. If it does work, then things have
really improved.”

When we queried whether the feed-
back was perceived as critical, many in-
dicated that there were several reasons
why this was not so. One teacher in-
dicated that the two consulting teachers
she had worked with in the DI program
“practice what they preached. . .They
always included positive, as well as
negative/critical, feedback. They made
a point of following up and looking for
any change in the specific areas they pin-
pointed.” In our observations, we noted
that the consulting teachers trained in
the DI model tended to:

a. Phrase feedback/suggestions to
teachers in terms of enhancing stu-
dent performance {e.g., instead of
saying, “Spend more time on the
phonics skills section of the
lesson,” they might say, “If you
spend more time on the phonics
skills section of the lesson, and
check that all students know these
skills, story reading will
improve.”)

b. Present the feedback to teachers in
small, manageable units, normally
focusing on only one area per
observation.

These principles may seem banal, but

they were effective in working

cooperatively with teachers and chang-
ing specific teaching behavior.

Continued on Page 13



The question remains—how did these
two very different models exist in the
same schools in the same district with
the same teachers’ union? Probably the
major reason is DI began as a small-scale
externally-funded program, and,
because of the external funding, was
somewhat free to develop its own
policy. Another reason cited was that DI
was initially so different a way of
teaching that many teachers didn't mind
receiving “help.” We were told that with
a model like ASAP, which is much
closer to traditional teaching from a
basal reader, teachers were more likely
to resist directive “help.” Yet ASAP,
when properly implemented, did de-
mand quite a bit of change on the
teacher’s part.

Probably the major reason. the DI
model worked was the amount of train-
ing and the quality of training given to
the consulting teachers. By this peint in
time, many of the consulting teachers
were experts capable of providing
specific remedies to instructional pro-
blems. Each consulting teacher had serv-
ed a sort of apprenticeship, working
with either an experienced consulting
teacher or an outside consultant to learn
how to supervise, how to analyze an in-
structional situation, and how to com-
municate to teachers. Initially, the new
consulting teacher watched the senior
person at work and discussed what she
saw. At times, the two discussed their
observations and .analyses, and the
senior person indicated why she would
work on. this skill rather than that skill...

In ASAP: the corsulting teachers- ‘essen=:
tially relied on their own experience; the

inservice training they received focused
on the ASAP procedures. And, as we
saw, much of their-involvement with
teachers was on procedural issues. [t was
only with aides, or inexperienced
teachers, that they felt comfortable pro-
viding actual technical assistance.

We don't want to conclude this sec-
tion by giving the impression that all
was well with the DI program. By and
large, the teachers found this intensive
type of inservice supervision most
helpful the first year or two when they
were new to DI. It was less clear that the
model was helping them during the third
or fourth year, as some were struggling
with more sophisticated issues, such as
how to enhance the program in the area
of writing or oral language. More could
have been done with peer support, in-
cluding observations of fellow teachers,
even using experienced teachers to coach
new teachers or aides.

These concerns, though, are relatively
minor. The DI model did meet the need
voiced by 67 percent of the ASAP
teachers of providing some type of
specific feedback on how to enhance
their work. In addition, the model did
routinely address many of the issues
raised in the research on effective
teaching. ‘

The conclusion we reached was that
without the training offered to the con-
sulting teachers in the DI program, the
model would not have worked. This
type of training is fairly unusual in
school districts and, on the surface,
rather expensive. The coaching model
(Showers, 1985) is used in two ways.
First, peer coaching as a means of train-
ing the new consulting teacher. Second,
the more effective DI consulting teachers

used coaching as one of their primary
means of working with teachers. If they
observed a problem, they took over the
group for a few minutes to demonstrate
a solution. They told the teacher what
they were doing and why, and then ask-
ed the teacher to practice the new skill.
They returned to observe how the
teacher was doing on the skill, This type
of coaching needs to be distinguished
from the “model lesson,” a technique
sometimes used in ASAP. Here, the con-
sulting teacher would occasionally teach
a full 30 minute lesson (as opposed to a
3-8 minutes” segment). Model lessons
tended to always be one-shot affairs. In
the interviews, the new teachers in-
dicated these lessons were useful, they
showed how all the pieces fit. But a full
40 percent of the experienced teachers
indicated the model lessons were not
useful. In the words of one teacher, “She
did the lesson just like I had been doing
it, right out of the Scott Foresman
teachers guide .. .1 learmed nothing

"

new.

Conclusions

On the basis of this study, one could
conclude that, by and large, principles
and procedures of instructional manage-
ment that are clearly articulated tend to
be well implemented, and those instruc-
tional management practices that are
unclear, either because they are broadly
defined, or ill-defined, or very subtle,
tend not to be implemented. This can be
viewed as either a source of pessimism

~or_ of - optimism.. -The . reasons.for
* pessimism are obvious. By and large, the"
-ASAP consulting teachers only im-

plemented the “lower order” instruc-
tional leadership functions. They all
checked that the required charts were
up-to-date; most checked if a teacher’s
rate of progress through the curriculum
was slower than that recommended by
the district or if a teacher was deviating
from the recommended time allocation.
Many observed to see if teachers were
following the ASAP teachers guides,
and discussed major discrepancies with
the teacher. On the other hand, rarely
was time spent in any of the more subtle
areas of instruction-ways to enhance
student motivation, strategies for cor-
recting errors, providing clearer models
of new concepts to students. Good and
Grouws (1979) found the same in their
study of staff development in
mathematics,

Is there any hope, then for the training
and development of individuals who can
serve as effective instructional leaders--
or at least managers—-who can help
teachers improve their performance to
meet the needs of low-performing or “at
risk” students?

The answer, and the source of op-
tiism, Lies in the initial observation--
what is clear tends to be well im-
plemented. Qur findings lead us to
believe that if consulting teachers were
shown specific models of reteaching
lessons, and learned the principles
behind these lessons, and were sanction-

‘ed to work with teachers in this area, the

majority of the consulting teaching
would work with teachers on reteaching
lessons. Certainly more than the 2 per-
cent we found. Similarly, if the con-
sulting teachers were taught about effec-
tive corrective feedback, they would
begin to look at teaching situations in

Continued'from Page 12

this light and begin to provide teachers
with useful feedback. The observations
of the DI consulting teachers would sup-
port this view. By and large, they per-
formed in the fashion in which they were
trained. With this approach, as with any
other, some were more sensitive, more
skilled, more communicative than
others. But the basic model they
operated under was more detailed and
exhaustive, more attentive to research

‘findings, as well as more ambitious. This

model did not assume everything was
okay, but rather that there were areas
where specific feedback from a skilled
professional could enhance the teacher's
professiondl :skill reachmg the
students.

The tacit basxs of ASAP was that
teachers_are the instructional experts or
that so little is really known about
teaching that there’s little a consulting
teacher can communicate., Phrases like
accommodation to teaching styles and
teaching strategies are used. When the
consulting teachers did offer teachers
feedback, they often based it on their
own experience and folk wisdom. And
while this was useful tc the novice
teacher, it failed to meet the needs of
some of the others. The belief that the
teachers’ education stops when they
receive their credential, that they know
everything they need to know -about
teaching students 3 years below grade
level, that they know - of research

generated 15 years after they received
their training, is absurd.

In large part, the district was selected
for the study because it had made the
commitment to hire consulting teachers
to assist and manage the implementation
of ASAT and DI. Despite the limitations
we observed, we felt this was a wise
decision. In each of the schools studied,
we saw that the principal was not the ap-
propriate person for the task, The emo-
tional support, material support, and
the monitoring functions supplied by the
consulting teachers were crucial to the
success of the two models. .

Teachers rated the helpfulness {in their

day-to-day teaching activities} of the .

consulting teachers higher than that of:
fellow teachers or the principal. Addi-

. tionally, teachers were asked who they.

sought help from when they had ques-
tions about instrfuction. Eighty-six per-
cent indicated they would ask the con-.
sulting teacher first. This indicated to us:
the potential power of the consulting
teacher in school improvement efforts:
even though we did not see theu- poten-
tial fully realized. ,
In all schools, there was stron_g’.:-
evidence that the overwhelming majori- -
ty of teachers support the ASAP (91 per~-
cent) and DI (95 percent) programs and
see real benefits in these programs, The-
bulk of the teachers appear to find the

Continued on Page 14

...The Association For Direct Instructlon in: cooperamn w1th =

Scu:nce Research Assocrates and Effectwe Teachmn ‘

invite you to attend the

1st Annual

Association for Direct Instruction
' Salt Lake Direct Instruction Institute
August 20-22, 1986

The Association for Direct Instruction announces the First Annual Salt Lake Clty Direct
Instruction Institute. Sessions are designed to further the technical competence of leachers,
aides, supervisors and administrators whose goal is to prevent failure in the classroom.
Innovators, authors and Direct Instruction trainers will share the latest information and
provide intensive training. The’schedule for the 3-day Institute also provides an excellent
opportunity to share experiences with people from around the counlry who are inferested in

Direct Instruction.

Scessions:
Reading Mastery 1, 2
& Fast Cycle
Corrective Reading- Decoding
Corrective Math
Arithmetic I & II
Using Advanced DI Skills

- Reading Mastery 3-6
Corrective Reading-
Comprehensian
Spelling Mastery
Language I & II
Expressive Writing
DI & Video Disk Technology

Place: Central High School, 3031 South 200 East
Dates & Times: August 20-22, 1986, Wed-Fri 8:30am to 4:00pm
For: Teachers of Regular and Special Education, Supervisors,
Administators, and Aides, of all grade levels. -
Fee: $75.00 for the 3-day Institute, An optional Z quarter units of Utah
State University Graduate Credit available for an additional fee of $20.00.

Presentors: Zig Engelmann, Alan Hofmiester, Gary Johnson,
Phyllis Haddox, Gary Davis, Marcy Stein, Pepe Quintero

For further information please contact
Association for Direct Instruction
P.O.Box 10252
Eugene, OR. 97440
(503) 485-1293
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e Associati irect Instruction Announces the nua . .
ssociation for Direc 7 ¢ Leadershap

' o Eugene ' . Continued from Page 13
Dlrect Instructlon | structure generally helpful to them and

to their students. This was especially
true for newer teachers.

Tra—lnmg & Informatlon The principles on which ASAP and DI

are based--teaching to mastery, im-

Conference mediate remediation of student learning

problems, active teaching, structured
| teaching of basic academic skills, and
l| rapid movement through the curricu-

'-f_F' LACE: Eugene Hilton Hotel & Conference Center | lum~continue to make sense to the large
majority of teachers.

: DATES & TIMES August 4-8, 1986 8: 30 am-4: 00pm daily : One of the most impressive effects of

“FOR: ‘Teachers;of Regalar and Special Education, Supervisors, Administrators, arid Aides of all grade levels ASAP and Dl is quite subtle and a bit
S T : difficult to describe, Essentially, we
' FEE' $125.00 for the 5-day Conference . ‘ found the overall level of discourse—-
e . among teachers and resource teachers,
among teachers and instructional -aides,
and among teachers themselves—to be
more focused and professional than is
typically found in elementary schools.
Teachers speak about student problems
in terms of the specific skill areas that -
students are not mastering {e.g., opera-

tions with mixed fractions) rather than
After E day of work, pa.rtlc1pants will enfoy evenmgs in Eugene. Next door to the Hilton is the Hult Center for the Performing referring to students by global labels

Arts, a:World class performiance hall. Within blocks of the conference site there are scores of restaurants catering to a variety of such as “slow learner.” This is not to say
ugene's'setting will make the conference a rewarding professxonal experience as well as a relaxing vacation for you and your that. teachers never talk about non-
farmnily; “To help tenew old friendships or make new ‘acquaintences, a picnic has been planned for Monday afternoon. A new feature academic issues, but that specific
added tb the conferenice th:s year is 2 no-host social hours. On Tuesday and Weclnesday evening trainers will be available to answer teaching problems and issues are con-
questlons and prov1de an opportunity for making new contacts. sistently raised. This specificity is, in our
view, a cornerstone of school improve-
ment (as the work of Ron Edmonds and
Judith Little and other have shown).

he Association for Direct Instruction is pleased to announce the 12th Annual Eugene Direct Instruction Training and Information
Conference.  The conference will be held at the Eugene Hilton Hotel and Conferenice Center, in downtown Eugene. We hope that
youiare eble to:nake the Conference the highlight of your summer and join with other professionals in furthering your skills and
}cncwledge of instructional technologies. There is a full range of sessions designed for teachers, aides, supervisors, and administrators
whaose.poal .is to promote educational excellence in all facets of education. Previous participants will find new course offerings in a
number of areas of interest.

SESSIONS

Effectiva Spelling Instruction _ References

Reading Mastery 1l and Fast-Cycle | & Il .
Teaching Beginning Language Skills - Anderson, L., Everison, C., & Brophy, J. (1979)
Teaching Facts and Fact Systems in the Content Areas An experimental study of effective teaching in

Teaching Academic Survival Skills- Study Skills gi?ttoo%r?jfm;iad;;glr;g; c;;gs The Elementary

::Managing Students with Emotional Problems ' Becker, W. (1977) Tearhing reading and language ,

'-Dlrect Instructlon Approach to Teaching Seoondary Smence | o the disadvantage — What we have learned
) from. field research. Hnruard Educat:onal

§  Review, 47, 518-543. 7

| Berman, P. & McLaughlin, M, W, (19?7} Federai

| Programs supporting educational change,

Volume VII: Factors affecting implementation

- ~Teaching the-Beginning Reader

_--Reading Mastery.1ll, IV, V, & VI

- Teaching Reading Accuracy & Fluency .

--Basal Reading Programs: Selecting, Translshomng tc & Adapt;ng
~“Teacher Training:.. Teaching Others to Teach Dl F‘rograms

- Solutions to.Classroom Management fa K- :

Generalized Compliance Training..-+ " .. _
Gcrnputer Courseware: A Direct Instructlon Perspective
“Overview of Dlrect [nstruction Research and Theory
Dlagncsls Correctlcns and Frmmg

>;yw>$>>>>_,_

f:"Overwew of Direct Enstrucllon Theory - S
~Supplemental & Transitional Activities Related 10 DISTAR
"' Bacoming aMation of Readers: Issues & Implications

'Teachlng the Beginning Header ~Overview of Classroom Technology and Direct Instruction | and continuation. Santa’ Menica, CA: Rand-
"Reading Mastery lil, IV, V, & VI . ’ _ ST Corporation,
- Advanced & Corrective Arithmetic ‘Teaching Expressive Writing Skills - ' Brookover, W., Beady, C., Flood, P, SChWEItzer»

: I, & Wzsenbaker J. (1979}, Scheo! soctal
Overview ofAspects ofSuperwsmn&Monnonng ofD! systems and school achievement. Schools can

Direct Instruction & Mainstreaming male a difference New York: Praeger.

- Effective Spelling Instruction } Teach Your Child to Read in 100 Easy Lessons 4 Drophy, J. & Good, T. L. (1984) Teacher behavior
" Overview of All Direct Instruction Programs Overview of Direct Instruction Research ... B and student achievement. In M. C, Wittrock
.”'.SOEUHOHS to Sacondary Classroom Managernent . . : e o L . .« ... .. .B . (Ed.) Third handbook of .research on teaching, _

;s { New York: Macmillan.
3:&2‘2 Eig?ﬁg?ﬂﬁégg;hﬁsl{:;ﬁre'y Handicapped Learner Candall, D. F. et al. (1982). Peaple, policies, and

“Classroom Technalogy and Direct Instruction. g :‘;;’fﬂfn t?ﬂg\’g ‘g&‘; sgf“_’fi}':e ?};;ﬂg;i’ i

: o ’ ‘ § Camnine, D. & Gersten, R. M., (1984), Direct in-
B ! struction mathematics: Longitudinal evaluation
Trainers and Presenlers: . . } . of low income students. Elementary School

. Journal, 84 {4), 395407, )
- Jean Osbom, Siegfried Engelmann, . - o || Edmunds, R, Effective schools for the Urban poo:.

Wes Becker Doug Carnine, Randy. Sprick, Bob Dixon, Gary.Johnson R o ! Educahonal Lendersth, octuber, 1979, -37,
Manlyn Sprick, Geoff Colvin, Gary.Davis, Phyllis Haddox; Linda Youngmayr S U152

sther, cC. W Berlmer D, C Fllby, N. N
Kathy Madigan, Lynne Anderson-Inmann, Maria Collins Marliave. R.. Cohen, L. 5., and Dishasw, M. M.

and othef Direct Instruction. Authors & Trainers e {1980). Time to learn. The National Institute of
‘ : Education.

| Gersten, R. M. & Carnine, D. (1984). Improving
©  reading instruction: A case study of direct in-
struction with some thoughts on the logistics of
educational change, in ]. Osborn (Ed.). Research
) base of literacy. Boston, Mass: D. C. Heath.

: - | Gersten, R.; Camnine, D. Green, S. (1982) The
A _ A Early Registration:+ Sunday 6:00 pm to 7:30 pm - principal as instructional leader: A second look.

Reglstrations- Monday 8$:00 am to 9:00 am Pducational Leadership, December 1982, 40,

“Teaching Cral & Written Comprehension Skl!ls i
‘Distar Arithmetic1& 11 -

mmmmm oooo qhooooo

m_t_n m_‘;mmmmme;m__m _

Conference Session & Events Schedule
* Tues. " Wed, Thur. Fri.

_ B . C[D Opening Sesslones Monday 9-9:30 am Good, T. L. & Grouws, D. A. (1979). Teaching
: - B and math learning. Educational Leadership, 37

Meet the oDl Daily Sessipns begin at 8:30 am E (1), 3945
authors Meetm:ﬂ,n : = | Little, J. W. {1982). Norms of collegiality and ex-

permentation: Workplace conditions of school
success, American Educational Research Jour-
nal, 19, 325-340,

There are 34 sessions offercd (during the 5-day conference. Partunpants may attend up to 4. Sessions are either !
Lortie, Dan C. (1975) School teachers: A

training or informational sessions. The focus of training sessions is on specific teaching behaviors. Task P . Zache
sociological study. Chicago; University of
practice is involved in each of these sessions. The goal of informational sessions is to prowde the kind of Chicago Press.

.detailed mfon'natlon needed to nnplement successful techniques or understand the topic. . Morris, V. C., Crowson, R. L., Hurwitz, E., &
Porter-Gehrie, C. (1981), The urban city prin-
cipal: Discretionary decision-malking in a large

The sessions are scheduledm4t|me riods. Each articipant will choose one "A" session, one "B" session : o verei o
1] e o ¢ ol Il educational organization. University of Illinois
and either one "C" session or one D" and one "E" session. _ 1| ar Chicago Circle.

Continued on Page 18
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A Multiple Gating Approach

sy Hill M. Walker
Herb Severson
Norris Haring
Greg Williams

University of Oregon
Dregon Research Institute
University of Washington
Pacific Lutheran University

Children with severe behavior
disorders (SBD) are consistently ranked

by school professionals as representing’

one of the highest service priorities
among all the handicapping conditions
served by the public school system,
However, the current screening and
identification procedures for . this
population ‘are frequently regarded as
deficient by local educational agencies,
state departments of education, and
federal agencies in the area of special
education {Grosenick, 1981; Grosenick
& Huntze, 1980; Haring, Jewell, Lehn-
ing, Morrell, & White, 1984; Noel,
1982). '

Barriers to effective screening-
identification and service delivery ef-
forts for the school-age SBD population
include the following: (a) an inadequate
conceptualization of behavior disorders
among school-age children, (b} a failure
to distinguish between behavior
disorders and discipline issues in pro-
gram practices, {c) a federal definition of
severe emotional disturbance that has

limited “coritent vahdxty and - even less -

practical -utility -in ‘providing a founda-
tion for accommodating the needs of this
population, (d) philosophical conflicts
over effective approaches and ap-
propriate outcome measures, and {e) ter-
ritorial conflicts among different profes-
sions regarding responsiblity for the pro-

blems presented by the SBD student.
This listing is by no means inclusive or
exhaustive; however, it does partially
explain why the SBD school-age popula-

tion is, at once, both inadequately
served and substantially underserved by
school systems, :

Walker, Reavis, Rhode, and Jenson
(1985) have noted that school-based ac-
commodation procedures targeted for
the SBD child are characterized by a
focus on control and containment,
rather than on treatment, remediation,
or prevention. For example, over 75%
of SBD pupils are currently served in
self-contained classrooms or in more
restrictive settings (Grosenick & Huntze,
1980; Noel, 1982). In a national survey
of LEA program practices for the SBD
population, Grosenick and Huntze
(1980} found that of all children receiv-
ing homebound instruction, 41% were
behavior disordered, even though SBD
students comprise an extremely small
portion of the total handicapped popula-
tion identified and served by schoaols.

The range of program options nor-
mally available to children with severe
behavior disorders includes: (a) self-
contained classrooms, (b) special
schools, {c)} out-of-district placements,
{d} residential placements, {(e) consultant
teachers, and (f} homebound instruc-
tion. The great majority of students who
are referred by teachers and subsequent-
ly placed in such settings are those with
conduct diserders whose behavioral
characteristics are: (1) externalizing in
nature, i.e., directed toward the social
environment, and {2} extremely aversive
to teachers and peers (Achenbach, 1979;
Ross, 1980; Walker, Hops & Green-
wood, 1984),

Hees

Except in rare instances, school- -age
children are not systematically screened
for behavior disorders that can power-
fully affect their school success, long-
term adjustment and social develop-
ment, As with many other handicapping
conditions that directly affect and im-
pinge on the schooling process, referral
by the classroom teacher often

represents the only avenue such children

have to diagnosis, evaluation, place-
ment, and, ultimately, access to existing
therapeutic services. Research by
Ysseldyke and his colleagues (Ysseldyke,
Algozzine, & Epps, 1982; Ysseldyke,
Algozzine, Richey, & Graden, 1982) in-

- dicates that school psychologists and

child study teams administer tests and
collect data to essentially confirm or cer-
tify the validity of the teacher’s referral.
In the great majority of cases, the refer-
ral is certified —even when data gathered
by the child study team do not support
the decision to certify the student as
handicapped (see Ysseldyke et al.
above). _

It is apparent that the classroom
teacher is a very important link between
behavior disordered children, and pro-
grams and services that could be of
significant value in remediating their
prablem(s). At present, school systems
have very little control over who gets
referred and evaluated for possible ser-

vices. Analyses of existing school prac- -
children  whose

i ‘indicate - that.
behavior is aversive to teachers and
peers (noncompliant, aggressive, defy

teacher) and/or disruptive of classroom

atmosphere (tantrum, disturb others,
steal) are those with the highest. pro-
bability - of referral (Grosenick, 1981;
Noel, 1982; Walker et al., in press). This

Conference Registration Form

~

Please fill out the registration form completely and mail to ADI.

Make checks payable (U.S. Funds only) to -~Association for Direct Instruction
Because space is limited, early registration is recommended, Please use an address where you will receive your mail

up until the conference.

\

( )

IIA"

Have you attended the Eugene Conference previously? Yes No

Name Fhone

Street

City State . Zip
Have you had previous expenence with Direct Instruction? ‘What taught?

Advanced €

I would like tor register for the following (list one "A", one "B" and either one "C" or one "D" and one "E" scssion):

Please rate your skill level:

Medinm & No experience L

llB"

either C "C"

orD&E {::g:

I will attend the picnic:

T would like to attend the "Meet the Trainers" event on

(@ have enclosed $5.00 for each evening)
I am interested in staying at the Hilton. Please send me a reservation envelope Yes No
I am interested in staying at the Vally River Inn. Please send me a reservation envelope: Yes No
Please send college credit information Yes No

Please return this form with your check or District Purchase Order to: ASSOCTATION FOR DIRECT INSTRUCTION
P.0. BOX 10252, EUGENE, OR

T am an Association for Direct Instruction member;  Yes  No
Number attending____

Tuesday and/or

—_____ Wednesday.

97440

" blems are regarded as

J

" probability may vary.considerably as a

function of the teacher’s tolerance level,
behavioral standards and perception(s}
of the effectiveness of existing school
services for coping with the problem.
{See Gerber & Semmnel, 1984; Hersh &
Walker, 1983; Walker & Rankin, 1983.)

Research evidence on both current
and historical school referral practices
{Gerber & Semmel, 1984; Haring et al.,
1985; Walker et al., 1985) indicates that
the great majority of behavioral referrals
involve externalizing behavior pro-
blems, i.e. behavioral excesses {(aggres-
sion, conduct disaorders, hyperactivity)
that are directed outwardly toward the
external social environment, Behavior
disorders of this type are highly aversive
to school personnel, difficult to manage,
and are usually consequated via control,
containment, or punishment strategles

Child behavior problems of an inter-
nalizing nature that represent problems
with self, e.g., depression, phobias,
disturbances of affect and social with-
drawal/isolation, are far less salient and
aversive for most teachers, Such pro-
“child-owned”
rather than “teacher-owned” (Brophy &
Rohrkemper, 1980) and teachers are

much less likely to assume responsibility -

for them or to refer pupils manifesting
them to existing services, However,
studies indicate that - children with

-~ behiavior - disorders” “of this " type ‘are’
range “of

severely “at ‘risk “for ‘a’
developmental disorders and adjustment
problems (Hops, 1983; Robbins, 1966).
There is increasing evidence that social
withdrawal and depression are the ma-
jor presenting problem(s) in a significant
number of children referred for
psychological treatment (Reynolds,
1984; Strain, Cooke, & Appoloni,
1976). Recently published meta analyses
of studies predicting academic failure in-
dicate that internalizing behavior pro-
blems are a powerful predictor of
achievemnent difficulties.

Teacher referrals of behavior
disordered pupils are highly idiosyn-
cratic and often based upon subjective,
teacher-generated criteria. Thus, referral
and access to needed behavioral services
by individual pupils are not mediated by
objective. criteria and standardized pro-
cedures that have some generalizability
across teachers, As a result,
become the primary gatekeepers of
which pupils do and do not access ex-
isting services via the referral process.
To get referred, a pupil's behavior usual-

1y has to be either highly aversive to the

teacher and/or the pupil is perceived as

.consuming too large a share of the

teacher’s time and expertise in the
management-instructional process.

The authors have designed a three-
stage, standardized, screening and iden-
tification procedure that addresses many
of the problems and issues discussed
above in serving the SBD school popula-
tion in the elementary age range. A ma-
jor goal of the procedure’s use is the
systematic and mass screening-
identification of pupils who are ap-

Continued on Pége 16
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propriate re_ferrafs’ -.td'..special education
and who may ultimately qualify as
behavior disordered. It is infended that

use of the procedures use will give an
equal chance for ail children to be iden-

tified for externalizing and internalizing
behavior problems.

This article provides an overview of
the system, a raticnale for its use, and
data on the development and
preliminary testing of the instruments
comprising the three screening stages.
The  authors were recently awarded a
three-year, field-initiated research grant
from the QOffice of Special Education and
Rehibilitation Services to develop,
norm, and feld test the system. A copy
of the Standardized Screening of
Behavior Disorders instruments (SSBD)
can be obtained from the senior author
for the cost of reproduction and mailing.

Overview

The - screening-identification pro-
cedure described herein consists of three
separate, but interrelated, stages and is
known as a multiple “gating” screening
device. (Loeber, Dishion & Patterson,
1984; Walker, Hops & Greenwood,
1981) in that it contains a series of pro-
gressively more expensive and precise
assessments, i.e., gates. The first gate, or
assessment, involves teachers’
systématic evaluation of all children in
their classes, via the use of rank ordering
procedures, ~on the extent to which
students appear at risk for ejther exter-
nalizing or mternahzmg behavior
disorders. The second gate also relies
upon  teacher ‘judgment of

are ‘identified ‘and ranked highest in

Stage One-on'the externalizing and inter-

nahzmg behavioral dimensions are rated -
in Stage Two by the teacher in terms of
the content of their behavior problem(s): -

(1) on a critical events index, and (2) on
a frequency index that assess child status
on exemplars of externalizing and inter-
nalizing behavior problems. Rated
pupils who exceed normative criteria on
the Stage Two instruments are then in-
dependently assessed in Stage Three
within natural settings via direct obser-
vations conducted by a school profes-
sional other than the teacher, e.g.,
school psychologist, social worker,
counselor, and so forth..

In Stage Three, a school professional
assesses the target pupil(s) on two im-
portant measures of school adjustment
using direct observation procedures.

These are: {1) academic-engaged time

recorded during - independent seatwork
periods, and (2) amount and quality of
social behavior during recess periods on
the playground. The target pupil’s status
on these measures is compared to age-
and sex-appropriate normative levels to
determine initial eligibility at this stage.
Those pupils whose behavioral levels ex-
ceed normative levels on these codes are
referred to special education for further
evaluation and testing for-determination
of eligibility. In this process, child study
teams may administer a range of stan-
dardized tests and diagnostic procedures
and collect any other data relevant to
the referral decision.

Procedures and instruments through
the first part of screening Stage Three
are completely standardized and self-
contained. Stage Two and Three in-

struments will have normative levels’

established on them to: (a) facilitate

student
behavior-and .requires that pupils who

Pool of Mainstreamed Students
Regufor Classroom

GATE 1
" Teacher

screening on

Intenalizing

and Externalizing

behavioral dimensions ¥

3 Highest Ranked Puplls on Exlernat]zln‘g and
Internalizing Behavior Dimensions Mave to GATE 2

GATE 2
Teacher Ratings on
Critical Events Index and

Opfion: Pre-Classification
Pre-Referral Intervention(s

Combined Frequency Index -

GATE 3
Direct Observation of Selected
GATE 2 Pupils in Classroom
and Playground Setlings

Option: Pre-Classification
Pre-Referral Intervaniion(s)

Child is referred to
Child Study Team for
Assessment and

Pre-Classification
Pre-Referral
Intervention(s) _

Figure One

Multuple Galmg Assessment Procedure for fdentification .
of Behavior Disordered S!udents Co

" decision-making in. moving from ocne

screening stage to another, and (b) assist
in determining eligibility in relation to
generahzed normative criteria.

It is recognized that pupils identified
in Stage One and/or Stage Two may ex-
ceed normative levels and expectations
for the referring setting, but may not
meet the necessary criteria for certifica-

. tion as SBD. This outcome highlights the

importance of using empirically-based
normative criteria that are independent
of a specific setting and generalized ‘in
nature in certifying referred pupils as
severely behavior disordered.

In this screening-identification pro-
cedure, each screening stage becomes
progressively more expensive in terms of
assessments made. However, the prob-
ability of the student meeting eligibility
requirements - increases ‘as one oves
through each stage. Figure One below
graphically illustrates the screening and
identification processes involved in the
SSBD's application.

- The results of each assessment stage

serve to validate those of the previous

stage(s}). At the completion of Stage-

Three, data and information are
available to: (a) define the specific con-
tent of the referred child’s behavior
disorder (i.e., adaptive behavior deficits
and maladaptive behavior excesses} for
the purpose of planning a remediation
program, and (b) make normative com-
parisons to determine the pupil's relative
behavioral status and eligibility. The
system’s component procedures were
designed to be compatible with P.L.
04-142 regulations in screening and the
determination of eligibility.
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Rationale

The screening and identification pro-
cedure described above is based upon
important assumptions.
These are: '

1. Teachers, as a rule, tend to over-

refer pupils with aversive, exter-
nalizing behavior disorders and to
under-refer those with less aver-
sive, internalizing disorders.

2. Teacher judgment and appraisal of
child behavior is a valid, accurate,
_cost-effective, and greatly under-
utilized resource in the screening--
identification of the full range of
SBD children in the school setting.

3. Relatively undemanding screening-
identification procedures can be
implemented in school settings
that: {a) take full advantage of the
numerous opportunities that
teachers have to evaluate and
make judgments about pupil
behavior under different condi-

" tions, (b) require teachers to
evaluate pupils in relation to the
full range of behavior disorders oc-
curring in the school setting, {c) re-
quire the teacher to systematically
screen each pupil enrolled in
his/her class, and (d) provide an
equal opportunity for pupils to be
identified for both externalizing
and internalizing types of behavior
disorders.

4. A combination of teacher rank-
' ings/ratings and direct observa-
tions are necessary to adequately
assess child behavior for the pur-
poses of screening, identification

and determlmng ehglbxhty In this
context, it is important to obtain
teacher assessments of both adap-
tive behavioral competencies and
maladaptive social behavior(s)
that disrupt behavioral-social ad-
justments,

5. Academic-engaged time and social
behavior on the playground are
important indicators, respectively,
of the two major behavioral ad-
justments students are expected to
make in school. These are teacher-
pupil adjustment within a
classroom context and peer-to-peer
social adjustment within free-play
settings (Walker, McConnell, &
Clarke, in press).

6. Externalizing and internalizing
dimensions encompass almost all
of the behavior disorders that are
commonly observed to occur in
school, .

7. Early identification of children ex-
hibiting externalizing and/or inter-
nalizing behavior problems is of
crucial importance, since
numerous studies document the
long-term stability of such
behavior ({(see Roff, Sells, &
Golden, 1972; Waldrop & Halver-
son, 1975). Similarly, follow-up
studies have shown that elemen-
tary age school children who are
rejected by their peers on
sociometric instruments tend to
have significant mental health pro-
blems up to 13 years later (Cowan,
Pederson, Babigian, Izzo, & Trost,
1973),

Uniil the last decade, there was a pro-
fessional consensus that teacher judg-
ment was not valid or useful in making
decisions about student behavior. This
was largely due to four decades of
research that showed teacher judgments
about student behavior/performance at-
tributes relevant to school success to be
negatively correlated with the
equivalent judgments of clinicians
{Walker, 1982). However, when teacher
judgment of student behavior/perfor-
mance is validated against external ac-
curacy standards/criterion such as
achievement, direct observations,
sociometric ratings and so forth, it has
proven to be highly accurate and very
cost effective (see Boldstad, 1974;
Greenwood, Walker, Todd, & Hops,
1979; Gresham, in press; Lakin, 1982;
Nelsor, 1971; Schaefer, 1982).

Except in relatively rare, but notable,
cases {see Kirschenbaum, Marsh, &
Devage, 1977}, teacher judgment has not
been used systematically in mass screen-
ing systems to identify at-risk students.
Reports of such mass screening efforts in
relation to child behavior disorders have
also been conspicious by their relative
absence in the professional literature.
Without systematic, mass screening ef-
forts of the type proposed herein, the
SBD student population will continue to
be greatly underserved in school settings
because of their relative inability to ac-
cess needed services,

It is extremely important that teacher
judgment be supplemented with direct
observations. of the target student’s
behavioral adjustment in classroom and
playground settings. SBD students
characteristically experience great dif-

Continued on Page 17
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ficulties in these two adjustment areas
and deficient performance within them
is often indicative of more serious pro-
blems. In this regard, the system describ-
ed herein is not intended to replace, but
simply to augment the data-collection
and decision-making processes currently
in use by child study teams in LEAs.

Instrument Development and
Preliminary Research

The SSBD incorporates information
and procedures from several different
sources and lines of research. These in-
clude: {a) research on the accuracy and
validity of structured teacher judgments
regarding child behavior in the
classroom, {(b) bi-polar behavioral
classification systems, {c} the use of
teacher ranking procedures to order
pupils on dimensions related to
classroom performance and adjustment
{i.e., achievement, popularity, social
contact frequency, and so forth}, and {d)
the development of normative data
bases and decision criteria on both
teacher rating instruments and direct
observation codes {Greenwood et al.,
1979), The instruments and procedures
in each of the three S5BD stages have
been developed and refined in prior
research by the authors and their col-

leagues.
For example, the SSBD Stage One

ranking procedures were derived from
prior research by Greenwood et al.
{1979} on the successful development of
a model screening and assessment
system for identifying. preschool
childrenat risk for social withdrawal.
Ranking procedures of this type were ex-
tensively tested with a large number of
teachers at the preschool level. The
Stage Two instruments {Critical Events
Index and Behavioral Frequency Index)
were developed from prototype item
lists previously contributed by Walker
and his colleagues (Walker, 1982;
Walker et al., 1985). These items have
been extensively trial tested, refined,
and socially validated by both regular
and special education teachers as
measures of teacher behavioral stan-
dards and child behavioral status
(Walker & Rankin, 1983; Hersh &
Walker, 1983). The Stage Three obser-
vation codes were derived from
behavioral definitions and coding in-
struments reported in the professional
literature, as well as from coding
systems developed and refined by the
authors in prior research,

A prototype version of the SSBD
mode! screening procedure was
developed in November, 1984. The
system has been extensively trial tested
since that time. For example, the instruc-
tions and procedures in assessment Stage
One have been revised on three occa-
sions in response to feedback from trial
usage of the SSBD with samples of
preschoel, regular, and special educa-
tion teachers. To date; the system has
been used in screening over 500 pupils in
school districts within Oregon and
Washington states, In addition, limited
trial studies have been conducted of the
instruments comprising assessment
Stages Two and Three. Pilot studies and
their results to date are reviewed briefly
below.

Interrater Reliability

During the 1984-85 school year, the
Stage One ranking procedures were trial
tested in 15 classrooms that involved
team teaching or teacher-aide instruc-
tional situations. In each case, both
teachers appeared to have equal

knowledge of the pool of children .

screened.

Across these classrooms, interrater
correlations were consistently higher for
externalizing than for internalizing rank
ordering dimensions and ranged from
approximately .15 to .85. The authors
invested considerable time and effort in
making the two sets of definitions as
behavior specific and mutually exclusive
as possible, and retesting them. In the
final set of trial tests for the Stage One
procedures in the 1984-85 school year,

the interrater reliability coefficients on -

the externalizing and internalizing rank-
order dimensions ranged from .89 to
.94, :

Test-Retest Stability

Estimates of the test-retest stability of
the Stage One rank ordering procedures
have been estimated to date for two-,
three- and four-week time intervals. A
test-retest estimate of the stability of the
final form of the Stage One ranking pro-
cedures involving four teachers and a
three-week interval averaged .83 (Rho)
for externalizing and .74 (Rho) for inter-
nalizing, A subsequent, one month test-
retest estimate of the stability of the

Stage One teacher rankings involving 17.
elementary teachers yielded an .exter-

nalizing Rho of .76 and an internalizing
Rho of .74. ‘

The stability of the Stage Two fre-
quency index was also assessed over a
one month period. This instrument uses
a Likert-scale rating format and consists
of two sections. Section one consists of
12 items that measure adaptive teacher
and peer related social behavior, and
section two consists of 13 items that
measure maladaptive social behavior
directed toward either teachers or peers.
The test-retest r for 69 elementary pupils
rated by their respective teachers
{N=17} over a one month interval was
.88 for the adaptive items and .83 for the
maladaptive items.

Concurrent Validity

Multidisciplinary teams of school pro-
fessionals had previously placed a cer-
tified behavior disordered pupil in 10 of
the regular classrcom settings sampled
in the above studies. The authors and
their colleagues did not discuss or men-
tion these pupils in discussions of rank-
ing tasks with the involved teachers.
Results indicated that 9 of the 10 pupils
were placed in the top three ranks by
their teachers “on the externalizing
behavioral dimension. The tenth pupil
was ranked fifth on the internalizing
dimension, These results suggest that the
SSBD is sensitive to already identified
pupils who have been previously iden-
tified as behavior disordered.

Discriminant Validity

The academic-learning-time’ code in
assessment Stage Three was used during
the past year as one measure within an

~normal;

children,

Table 1. Means, Standard Deviations and Ranges for Normal and Behavior
Disordered Elementary Aged Pupils on the SSBD Stage Two Instruments

Externalizing Index

Critical Events Index (CEI)

Internalizing Index

Mean sD ' Range Mean SD Range
Normals .83 .93 02 1.0 1.09 0-2
(N =6)
Behavior _
Disordered 4.6 1.73 2-7 B 3.0 0-9
Pupils
(N=29)
Combined Frequency Inde'x. (CED
For Externalizing and.Internalizing
Behavioral Dimensions
Adaptive Behavior Maladaptive Behavior -
Mean SD Range Mean sD Range
Normals 43.8 6.36  34-51 19.8 5.84 1327
(N = 6)
Behavior .
Disordered 26.9 7.34 20-42 38.6 5.56 30-45
Pupils

=9

ongoing study of normal and antisocial
fourth grade boys. The ALT code was
used to conduct assessments on two
separate occasions for 36 subjects (20
16 antisocial) within an
academic setting. The ALT percentage
was 85% and 68% for the normal and
antisocial pupils, respectively. This dif-
ference was statistically significant and
suggests that the code is sensitive to
behavioral differences known to exist
between these two populations of

Table 1 contains means, ranges and
standard deviations on the Stage Two
rating instruments for a-sample of 10 BD
pupils and a sample of 6, randomly
selected normal pupils. The 10 BD pupils
were included in the concurrent validity
study described above., These results
suggest the Stage Two instruments may

- discriminate between BD and normal

children. However, much larger samples
will be necessary to answer this question
definitively.

. Observation Code Interobserver
Agreement. The two observation codes
were trial tested extensively in natural
settings during the 1984-85 school year.
Interobserver reliabilities were con-
sistently in the .80 to .90 range for both
codes and observer training times on the
codes were guite brief,

These preliminary studies and results
suggest that the instruments and pro-
cedures comprising each of the assess-
ment stages of the SSBD show promise
of achieving the functions for which
they were designed. A major study of
the SSBD, involving test-retest rankings

and ratings over a one month period by
18 elementary teachers and behavioral
observations of high ranked externaliz-
ing and internalizing pupils as well as
unselected, contrast pupils, is currently
being conducted. A 'report of this study
should be available in September, 1986,

Conclusion

The major advantages of the
screening-identification model proposed
herein are that: (a) it requires the teacher
to evaluate each pupil in his/her class in
relation to standardized and carefully
specified criteria, i.e., externalizing and
internalizing behavioral descriptions, (b)
it - provides each pupil with an equal
chance to be identified for externalizing
and internalizing behavior problems, {c)
it combines teacher rankings/ratings
and direct observation data in the ap-
praisal of child behavior, and (d} it
represents a standardized assessment
procedure with accompanying nor-
mative data on both teacher rating and
direct observation instruments. The
authors believe the system's use will pro-
duce higher quality referrals, will prove
to be cost effective, and will effectively
screen mainstream pupils who may be at
risk for behavior disorders. However, it
should be noted that the validity, cost
efficiency, and practical utility of the
system remain to be demonstrated.
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Scales for Effective Teaching is the
result of an attempt to apply current
research on effective teaching practices
to teacher-evaluation using “behaviorai-
ly anchored” rating scales. The goal is a
non-threatening, objective evaluation
system that can help teachers improve.
The manual itself consists of 23 pages,
plus a 16 page appendix containing the
rating scales, Three additional forms are
included in the package. These are the
Pre-observation Form, the Data and
Profile Form, and the Goal Setting
Form.

The Pre-observation Form is used to
set up the observation. The teacher lists:
(a} the specific teaching objective for the
period of observation, (b) special stu-
dent problems, (c) special considera-
tions, and (d) where tle observer should
sit.

The Ddta and Profile Form is used to.

record the observation data for the .9

- scalés to be rated from “what is heard
< and seen” during a 30 minutes observa- .

14 scales is completed,

Ratings of 3 or higher are considered
adequate teaching. For lower ratings,
the Goal Setting Form is used to target
goals and activities for improvement.

The scale names are as follows:

(From Observation)

1. .Learning Qufcomes: Communicates
. goals to students and checks to see
that they are understood.

2. Utilization of Instructional
Media/Materials: Is media or
material appropriate to the learning
task?

3. Instructional Technigues: Pre-
plans, reviews, uses advanced
organizers, gives clear and organiz-

. ed presentations, gets feedback, etc.

4. Academic Learning Time/Student
Involvement: Asks questions, gets
individual and choral responses,
reacts to idleness, gives appropriate
seatwork asssignments, controls
distractions, etc.

5. Positive Reinforcement of Student
Academic Responses: Provides im-
mediate positive reinforcement bas-

= ed on student needs.

6. Correction of Student Academic
Responses: Corrects all student er-
rors,

7. Classroom Discipline: Has a plan,
states expectations, uses reinforcers

 and punishers as appropriate.

B. Instructional Style: Is enthusiastic
{and gets the students enthused},
uses fast pacing, has positive in-
teractions.

9. Instructional Efficiency: Has good
pacing (again), few distractions,
short transitions—aimed at max-
imizing achievement possibilities.

{From Interview)

10. Monitoring "of Student Progress:
Frequently collects student perfor-
mance data and relates to teaching
goals.

11. Communication: Constructive
communication with parents and
staff.

12. Teamwork: Works with other staff
to encourage and help them. Meets
own job responsibilities.

13. Organizational Commitment;
Meets school goals and policies.

14. Professional Developrent: Reads
journals, attends workshops.

Evaluation

Overall, I see the approach taken as a
good first attempt at developing a sound
evaluation system. If you currently lack
an evaluation system that focuses on ef-
fective teaching behaviors, SET would
be a reasonable choice to help improve
your evaluation system. ‘

I think the manual and scales could be
improved in the following ways:

1. Develop specified training pro-
cedures for supervisors who use the
scales, _

2. Establish interobserver reliability
for supervisors and specify the

. training required to reach a given

_ level of reliability. (This would also

lead to the revision of scales where
reliability is low.)

3. Back up the claim that use of the
system “in fact leads to the im-
provement of teaching.” No data
have been provided.

4. Specify interview questions.
Presently, the user has to devise the
questions using “sample indicators”
from the scales.

5. Ifound many of the rating scales in-
adequately defined. For example,
what are appropriate instructional
materials7 There is no definition or
examples of positive reinforcement
in Scale 5. Examples do show up .
later in Scale 7 on Discipline, but
there are no rules to guide when
what kinds of reinforcers are ap-
propriate and how they should be
delivered. Many of the scales re-
quire the rater to rate two things at
the same time, and the scales
assume they wvary in degree
together. That is very unlikely. For
example, in Scale 9, Instructional
Efficiency, a rating of 5 invaolves
“pace of instruction maximizes
achievement” and “transitions are
smooth and brief.” A rating of 1 in-
volves “inappropriate pacing” and
“"awkward, time-consuming transi-
tions.” What do you rate if pacing is
good and transitions are not? The
scaling for Scale 10 on Monitoring
goes from 5-daily, 4-weekly,
3-periodically, 2-end of units, to

Continued on Page 19
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1-few or no attempts to monitor.

What do you do with three times a.

day or three times a week? A more
careful definition of ranges would
be helpful.

6. Finally, the authors need to specify
more clearly where it would be in-
appropriate to use their procedures.
What are the limits in the applica-
tion of the scales in various kinds of
high school classes? Are they ap-
propriate for P.E., music, art, etc.?

SET has a lot of promise as an aid in
improving teaching. The fact that I
could criticize some of the details was
made possible because they did get
down to specifics.

Reviewed by
Wes Becker
University of Oregon
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