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. -ADI Award for Teaching
- Presentéd by Bernadette Kelly
. 'When 1 heard who had been selected for
. -thg 1987 ADITeacher of the Year Award, T
-was thrilted. PatBauerls aregular first grade
- teacher ‘who* /has- taught- at\Wesimoreland
Elementary schiool in Eugene, Oregon for
- many-years, but first heard about D1in 1974,
~She heard about it from a parent who had
been toldherson would never learn toread or

write: The ‘miother was subsequently 1ntro- "

‘duced to ‘Zig Engelmann ancl her son was
3 readmg within afew. months Pat Bauer was
_ ssed at she did all she could to find

out more. ‘She listened to Engelmann speak
at everyo portunity.. - ..

then. She also atten_ded_workshops and took

- classes at the University of Oregon. She was

and is still eagerto Iearn, because sheloves to
‘teach kids, and to teach them well. -

Ifirst met Pat Baver 2 or 3 years ago when

T was supervising prac!.tcum students in her

classroom, * She ‘was teaching a DISTAR

Reading group on the other side 6f the room.’

- T remember-that first day because T-was so
- impressed with her teaching skills and the
- rapportshe had with her students that ! found
-it very difficult to attend to the praclicum

- -student I was “supervising.” I just wanted to

watch Pat becanse I thought I weuld Ieam a
- few things.

_yesterday.
'award He satd “She has all: the spemal t

:,'—course, shie”
: practicum stiidents into her classroom s
" Becausé she is 2 humble person ot ex-‘
pectingtobe reeogmzed or honoredfor what
~-stie does, she'may. fiot be fully ‘aware of the
: -rmpact she has had on the 20 or so student
‘teachers.who have worked with her inrecent.
' yedrs, but I.remember the end-of-term con--
'ferences
Ppracticum students whatthey had found most
valuable that term, they . inevitably - said,
“Having-had- the privilege of being in Pat .
'Bauer s classroomm and watch -her teach. "
hey admired her ¢ energy Tevel, her positive- -
ness, her unwillin gnessto be daunted:by any -

“ence (the Second Annua]) back in 1976 and "
~with no financial -support from her: scheol'-_:'_;,.'
district has been back to 4 or 5 mare since -

-1 sometimes teach a methods class in DI
Mathematics at the University (of Oregon).
When we look at modifying basal texts, I
warnstudents that it is a lot of hard work. Tt
may involve resequencing skills, providing
additional practice-and. supplemental work—
sheets, and replacmg vague basal text gu;ge—
lines with DI- teachmg formats. We ¢
cluded thatit’s virtually xmpossxble butIcan
tell youl ave seen it done very, successfully

- ‘herin Eugene byPat Bauer. 'To see herfeach

her entire ciass with-her basal text’s gutde in
her hand, her DI formats carefully pasted in,
is something else!! :

I'spoke to Gerald Keener, Pat’s punctpal
He was thrilled to hear of her

lways willing to-

have. attended. . When T. asked_

reblem and her respect Tor her students

.,They were Contagtous
-1 spoke:to ane practleum student yester- .

day (now gqualified) who'spent a term with

* “Pat Baner, When asked what impressed her
- the most about Pat’s instruction, she said,
- “She wasextremely consistent with her stu-
dents. That, combined with'her approach to -
teachiing that so effectivé, made mé:con- -
‘vinced that Direct Instruction is not just for_
- certain‘kids, but for all kids.” -
Any teacher who is communxeaung that -
: messagetothosewhoobserveherteachrngls
- one who truly merits lhlS award

ADI Award for Supervision ,
Presented by Geoff Colvin -

The award for Excellence in Supervision
was given to Ed Schaefer, Director of Special
Education, Cape Henlopen School District,

' Lewes, Delaware.” When Ed took over as
elementary education.director, and subse-
' quently as spec1aI education- director, he-

“Continued on- Page 3

n-.

- sized mtoanmstructl nal'meth d byRosen :
- shine {1986), who has variously labelled it
".‘ei!tp_heirteaehlng  and “direct instruction.”
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Stud erats

by Meredit l? Gal]
I\ussell Ge sten
Dianne Err kson

" Daniel Grace

Steven Stieber

University- of Oreg‘on _ _
...Paper presented at the annual mee:zng of the

‘American Educational Research Associa-
tion, Aprzl]987 Washington, D.C..

TIntroduction

*‘Research on teaching over-the past two'-
~decades has shown that quality of teachers’
instruction - affects - students’
'achlevement {Gage, 1984)“ : Most of thxs

academ1e

. The purpose of Lheipre'sen:'t*study'was to

.determine whether the- direct instruction

‘method would be effective in a different,
more eomplex teaching context, namely,

‘intermediate algebra. instruction in -high
- school. Theinvestigation of effective teach-

ing behaviors in algebra instruction is timely
because recent national commissions {e.g.,

‘National Commission on Excellence, 1983))
: _have recommended increased mathematics
“course Tequirements for high'school gradu-
_ation. A number of states have already acted "™

on this tecommendation. ‘The increasing
number of students who will take advanced

mathematics ‘courses such as algebra will -

need . to receive lugh quality instruction if

- they are to be successful in them.

. The extension of research on teaching to
the high-school level requires consideration
of students’ ability. Elementary school stu-
dents typically all receive the same curricu-
lum, but tracking is common at the high
schoollevel, especially inmathematics. This
was the case in the presentstudy, which was
done in one of the largest school districts in

e United States. Low-performing students

were in a track that allowed them to complete
acourse of study in‘elementary algebra over

-a‘two-year-period.. Higher-performing stu-
‘dents completed the same course of algebra-
-study in one year, then went on 1o geometry,
and then'to 1ntermedtate algebra, the topicof -
' the current. study
The grouping of students into. instruc- .
-' tmnal tracks raises the- quesuon of whether

teaching behaviors that are effective for.one
track are also-effective for the other track.
This paper concerns the students who had
completed -elementary: algebra in Orig-year
and were taking. mtermedtate algebra at the _
time of the Study. : :

Previous research:on teaehmg was: re-’- _

- viewed. to-identify instructional - variables
~-that nght correlate w:th student achleve-

ment gains in algebra classes. Resea.rch on

__malhematws instraction, erespecu\re of -
- grade level, wasofparueularmterest Also, -
_studles of effectwe high school instriction
- were of mterest even if they‘_ceneemed

g work and classreom rnanagement and cli-
‘niate.” Research on specific vanables isre-.

--viewed in the tesults section of: the paper to -

facilitate comparison with the present find- -

ings.
Method

Subjects and Setting’

All 34 mathematics teachérs who taught '
Intermediate Alpebra classes in-16. high

.schools of a large urban school dlStI‘lCE par-
~ticipatéd in the study The district has ]argei'
"and small high schools; located in innercity
‘as well as in middle-class, suburban nelgh-’_
.-borhoods.

Stodents'in: Intenned:ate Algebra tend. to
have average or above average ability .in":-
math. Most.of them completed thé-elemen- .-
tary algebra sequence as ‘ninth-graders and’;
tock geometry ds sophomores. -Therefore,
they were cleventh-graders at the tirie of thts g
study.

Although some of the teachers- taught_. _
more than one section of Intermediate Alge--

- bra, only one section per teacher was ob-:

served. Selection of the section to be ob-
served was based on IDng[lCS of scheduhng

.observations.

The same intermediate algebra_-curricu-'

‘lum and textbook were used in all district
-classes.
minutes) and number of. teachrng days-per

Also, the length of: lessons (50

vear was the same across district classes. .
Therefore, all teachers in the study were: . -

" allocated the same amount of time to:leach
i-lhe same algebra content, :

Cont:nued on’ Page 4" '
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Treasurer’s Report

. by Wes Becker

A comparison of the financial reports for last year and this year (see Table 1) shows the

- enlarged activity for the handicapped preschool and for conferences. A good deal of the
.- -increase in administrative expenses is associated with the expanded preschool, and the
. increase in “General” is due primarily to the addition of books to our inventory for sale to
_members. The balance ofincome over expenses for 1986-87 is very deceptive because itdoes
not show upcoming conferences expenses (losses in Milwaukee and Newport Beach) that
pretty much wiped out that gain by August 31st. At the time of this writing, the Association
hasa carryover of assets of about $30,000. This is enough to allow us to plan for future issues
of the NEWS and a new year of conference schedules, but it is much lower than we had hoped

Dea: Ednor-
Last- summer, I sent you information
about a student who came to be called Peter

Th1s was Peter’s first experience w1Lh DI
reading and spelling. Earlier atiempts to
teach him to read and spell had produced

inthe Summer ADJ News. During the 1986-
87 schiool year, Peter’s school day was split
between our Middle School and my elemen-
tary school. He came to my Resource Room
forreading and spelling. He was officially a

limited results in both public and private
schools and in regular and special education
settings. Although I would prefer not to use
the methods triedin the past, I did believe that
the teachers that did work with Peter were

T . . . . 1685-86! 1586-872
sixth grader and my school isa K-5 elemen-  well trained. Iexpected, then, to find a severe Public Support Income
tary school. _ leaming difficulty. Idid not. Icanonly g icanneq Preschool Grant $150,618 212,498
He started in Reading Mastery IT and wonderwhat Peter’sskilllevel would be now 1984-85 carryover $1.995 ' §3.119
Spelling Mastery A. We did not do every  if he had been placed in 2 DI program five Memberships $11’031 $13’ 440
lesson in either of those programs, Whenthe  years ago. Donations (preschool) &“:805 §$2'357
year ended, he was close o completing Sincerely, . . ’
Reading Mastery ITI, Level A and Spelling = Roberta Bender Total Public Support $173,449 $231,416
Mastery B, The test results below are from Tuscaloosa City Schools, Alabama Revenue Income
September through April. During that time, ‘ Educational Book Sales $13,981 $14,318
we lost approximately 20 instructional days  Dear Friends in ADL: Conference Fees 337,004 $106,380
due to illness and family vacations. T wish to express my gratitude for the Tuition— Eugene Summer School $10,615° 57,587
For the 1987-88 school year, he will b2 award granted to me at the recent 13th An- Handicapped Preschool 35,160 55,530
placed full-time in our Middle School. nual Eugene Summer Conference. As re- Advertising $1,425 . $1,150
Test-of Written Spelline - 4 quested,  have enctosed a picture of myself Dl?’ld?l‘lds Eamed’ $1,052 $538
e;r:dictartl)le r‘;v Olj,zs.mg ! 948 g ?ﬁ? for use in the next issue of the ADI NEWS. Shipping & Handling Fees 31,105 $1,642
Unpredictable Words: oo Though given to me, this award also re- Miscellaneous $2,069 —
Total: 19 28 ﬂBCtlf the .ECh_fje"-em:"l’f of ‘hi Sdt“d?;;sd Total Revenue - $72.411 $137,145
teachers, and aides who have worked so ,
Comprehenswc Inventory of Basic Skillsby  and so semart for so long. Ontheirbehalfand ~ LOTAL PUBLIC SUPPORT & REVENUE $245,860 $358,§61
Brigance : 9/86 4787 mine, T would thank the governing board of Expenses
Word Recogmnon Grade _ ADI for its thoughtfulness and continuing Program Services . :
Placemient . . 1 3 - concem forthe education of all our children, Handicapped Preschool $166,270 $183,949
- Oral Readmg GradeLevel 1-2 4 _ Once again, THANK You!! Educational Conferences $42.218 586,540
;_ Readmg Vocabulary Jels 3 s8ingerely; o oo o o ~‘Eugene Summer School .. ~$5,043 . C .- 87,586
_ Passage Comprehensmn - 1_'~'_2 e ,4' _ - Edward Schaefer ' ‘ General (ADI NEWS; Books, etc.) $9,761 - -$31,880 .
- Total Program Services $223292 $309,955
A N ew, Six-Level DISTAR Anthmetlc Serles Administrative Expenses | © $9,979 $33,417
" DISTAR Arithmeticl &II will be revised. New levels 3,4, 5, & 6 will be written. TOTAL EXPENSE $233,271 $343,372
Zigand Doug would greatly appreciate feedback on any problems or suggestions for " Excess Income over Expenses $12,589 525,189%
DISTAR 1 & 2 and for Corrective Mathematics. Fund Balances Prior Year - $28.543 $41.132
 Please write us at Fund Balances Named Year | $41,132  $66,321
- Engelmann-Becker Corporation - ! Based on auditor’s report prepared by Jerry C. Mohler, CPA.
PO Box 10459 ? Based on accountant’s year-end summary, pre-audit..
-Eugene, OR. 97440 3 Approximately $5,000 was a late payment for Summer, 1984, services.

for entering into a new fiscal year,

Table 1. Treasurer’s Report for Fiscal Year Ending June 30, 1987
Association for Direct Instruction.

* $11,064 was prepayment for handicapped summer preschool.
Approximately $14,000 is prepayment for summer conferences.

~~The Direct Instruction News is published Fall, Winter, Spring and
-~~Summer, and is distributed by mail to members of the Association for

Direct Instruction. Membership and subscription information may be
- found on the last page of this newsletter. Readers are invited to submit
.-articles for publication relating to DI. Send contributions to: The

Plan Now to Attend these Upcoming ADI
Training Opportunities:

-Association for Direct Instruction, P.O. Box 10252, Eugene Oregon A

March 19 & 20 Yakima, Washlngton'

‘.'2'.97440 Copynghted by ADI, 1987,

Depantments
Deadr Zigay
- Software Evaluation
- Analyses of Curricula
An Director

_‘ "'Pnntmg

2 DIRECTINSTRUCJ‘ION NEWS.JIJALL 1987,

Wes Becker
John Woodward
Craig Darch
Russell Gersten
Robert Horner
Ed Kameenui

Zig Engelmann
Douglas Carnine
Linda Meyer
...Susan Jerde
Wes Becker
Springfield News
Bryan Wickman
Macintosh
..Springfield News

R NER MR

Second Yakima DI Mini-Conference

June 19-21 ¢ Chicago, Illinois
Second Midwest Direct Instruction Institute

August 1-5 * Eugene, Oregon
14th Eugene DI Conference

August 8-12 ¢ Salt Lake City, Utah
Third Salt Lake City DI Institute

August 8-12 ¢ Kansas City, Missouri
Kansas City DI Institute

For more information on any of these trammg sessmns wnte to
. .o ADI : .
- POBox10252
Eugene, Oregon 97440
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by Sara G. Tarver, Ph.D.

Dept. of Rehabilition, Psychology
and Special Education

University of Wisconsin-Madison

Editors Note: For the past 14 years the Continuation
Center and the Department of Psychology at Western
Michigan University in Kalamazoo has held a regional
DI Conference in Kalamazoo. The language used here
is not intended to slight the contribution they make to
providing Direct Instruction training

The first Direct Instruction Institute held
in the midwest was a great success! 135
Teachers, supervisors, principals, and
teacher trainers agreed that the Institute pro-
vided a unique leaming experience which
they hope will berepeatedin future summers.

The consistently positive evaluations of
the Institute are in due in large part,  believe,
to the variety and the guality of the sessions
that were offered. The variety made it pos-
sible for each participant to choose sessions

appropriate to her level of experience wiLh.

DI Equally appropriate learning experi-
ences were provided for the novice DI
teacher who was just beginning toleamn what
DI is all about, the intermediate DI teacher
who has used some DI programs success-
fully, but wishes to learn about others, and

the highly experienced DI teacher who
wishes to refine her techniques or probe DI
theory in some depth,

Several teachers who probably fall into

the novice category commented to me that

they were delighted to learn that DI lessons
can be delivered in dynamic and natural
manner. The surprise they expressed at this
discovery leads me to believe that they had
probably been exposed previously to the all-
too-common misperception of DI as a bor-
ing, rote learning approach in which the
teacherreads a scriptand students respond on
signal like Pavlov’sdogs. I was glad toknow
that the DI trainers had successfully dis-
pelled that myth and replaced it with a more
positive and more accurate perception of DI.
The novice teachers left the Institute with a
full appreciation of well-designed curricula
and the effective presentation techniques that
constitute DI

The variety of sessions offered also made -

it possible for participants to choose instruc-
tional arcas of greatest interest. Those
seeking to improve their teaching of reading
could choose from a Comective Reading
session conducted by Paul McKinney, a
Reading Mastery I and II session conducted

Annual ADI Awards—

Continued from Page 1

determined that two variables were critical in
improving studenits’ performance in school:

S sttongercontrol overcufriculum toinsure -
effective and systemalic materials, and (2)

extensive training and supervision of teach-
ers to insure implementation: To this end he
placed -Direct Instruction programs in all
special education classrooms and in some
selected regular education classrooms. In
addition he developed a thorough inservice
plan to ensure that teachers were highly
competent in teaching these programs.

The following results speak for them-
selves on the effectiveness of the planand on
Ed’s supervisory and leadership skills. In
Delaware, each school district is required to
test all students in basic skills (Comprehen-
sive Test of Basic Skills). Cape Henlopen

Ed Schaefer, Supervisor of the Year

. year before Ed became director of special -
“and’ regular "educatio

~ Reading Mastery Tests, was 1.7 grades. In

-very positive example of what can be ac-
‘complished by a truly effective and dedi-
 cated supervisorin the bestof DI traditions.

ranked about in the middle of the state the

first year as Director; and every year since,
Cape Henlopen has ranked number one in
the state on the average score for elemen- -

tary regular and special education students
across the total test battery score. Prior to
Ed’s assumption of the directors position,
it was standard procedure for 20 percent of
the first grade students to repeat the- first
year. Ed introduced a transition class from
kindergarten to first grade (see ADI News
Spring, 1987) for siudents designated as
likely to fail first grade. Again Direct In-
struction programs were implemented and
exiensive staff training was conduocted.
The average grade level increase for these
“at risk” students, measured by Woodcock

addition, the average increasé was one -
standard deviation above the performance
predicted from 1Q scores. Finally, the
Normal Curve Equivalent scores (NCEs)
for special educarion students in his district
this past year averaged 41, The national
average in regulareducation on this scale is
50, These changes all attest to the effective
leadzrship given by Ed Schaefer.

Ed has been the key organizer of the
Annual Atlantic Coast Conference on Di-
rect Instruction and Effective Teaching.
Some 350 participants attended the Third
Annual Conference this past July. Ed also
presented two popular workshops at the
ADIconference in Eugene this summer on
implementing and supervising DI pro-
grams in schools, Ed Schaefer deserves
our congratulations for providing us with a

Following Bd's” s has devoted much timé and effort (o’ ‘the -

study of DI and each has continued to expand.
-and refine his/her DI knowledge and tech-

Midwest ADI Institute—

by Phyllis Haddox, or a Reading Mastery I~
V1 session conducted by Jean Osbom. Those
who wished to improve their teaching of
math could choose either a Corrective Math
session conducted by Maria Collins or a
DISTAR Arithmetic I & II session con-

-ducted by Paul McKinney. Other options

included a DISTAR Language I & II session
by Jean Osborn, an Expressive Writing ses-
gion by Jerry Silbert and a Spelling Mastery
session by Maria Collins. Those primarily
interested in managing and teaching the
severely handicapped could attend two ses-
sions on those topics conducted by Ann
Arbogast. Highly experienced DI teachers
could take Zig Engelmann’s session on ad-
vanced DI skills and those with a bent toward

the theoretical could take his session on DI
“theory. All the important instructional bases

were covered well by this multi-talented
- group of trainers.

T have had the privilege of working with
some teachers who have repeatedly demon-
strated effective use of DI programs. Many
of these teachershave producedachievement
gains well in excess if one year’s gain in less
than one year’s time witha variety of hard-to-
teach students —students labeled LE, ED, or
MR. The fact that these teachers produced
large gains year after year suggesis that the
gains do not occur by chance and that the
teacher does not just happen to get students
who were going to learn regardless of the
type of instruction provided. It seems appar-
ent to me that the gains are doe to the teach-
ers’ expertise in delivering DI. That exper-
tise did.not come easy.’ ‘Each of those teach-

nique over a period of years. I'was delighted
to hear those highly experienced DI teachers
say that they, too, had leamed valuable new
teaching skills and strategies at the Institute.

The highly experienced teachers seemed
to be particularly pleased with the informa-
tion they gained from Zig Engelmann’s pres-
entation of advanced correction techniques
and paradigms. I, too, attended Zig’s ses-
sions and acquired new information which 1
intend to incorporate into my methods
courses at the University of Wisconsin-
Madiscn. Zig demonstrated, for example, a
part-firming procedure for errors that occur
infrequently and a slightly differént part-

firming procedure for errors that occur fre-
quently. He also taught a pradigm for cor-
recting chronic errors on tasks that require
the same student response and compared it to
a paradigm for correcting chronic errors on
tasksthat require different student responses.
To my knowledge, those particular correc~
tion paradigms had not been made explicitin
previously published DI materials. 1 have
found that teachers in training have more
difficulty mastering comection techniques
than any other DI techniques, such as signal-
ing and pacing. Zig’s paradigms should help .
alleviate that problem. And, by the way,
those of you who like the currently popular
term “strategies” may think of paradigms as
“teaching strategies,” because they are de-
signed to be applicable to, or generalizable
across, all examples in specified sets of er-
TOIS.

I was glad to find that many of my friends
and colleagnes in regular education, as well
as those in special education, attended the.
Institute, A number of prmc1pals ‘and cur-
riculum supervisors in Wisconsin are wo;k—
ing with their directors of special education
to carry out pilot projects in which DI is im-
plemented in the regular classroom — with
“low” reading groups in some sitoations,
with both “low” and “supertior” groups in
‘other situations, and with all students in still
other situations. The results that have been
reported thus far are exciting — low readers,
average readers, and above average readers
aré benefiting from DI And, the students
who are labeled LD; ED, or MR are also

- benefiting from the: 1mplementauon ofDIin

the regular ¢lassroom because thechances of
-successfully mainsireaming those - mildly
handicapped students are much greater when
DI is nsed in the regular as well as the special
classroom.

The DI Institute was a unique experience
in many respects. It was certainly different
from other professional conferences that I
have attended across the years. Perhaps that
unigueness can best be summed up by a
teacher’s comment that I overheard toward
the close of the Institute: “Boy, this has been
a let’s-get-down-to-business-and-start-
learning-how-to-teach-kids experience from
word go!” That's the kind of experience that
good teachers are looking for. Obviously,
they found it at the DY Institute in Milwaukee
last summer. _

Available Now:

New Information on
TeacherNet~

The Classroom Assistant
Finally. Technology for teachers.

The Classroom Assistant is a stand alone system for teaching groups of
students and managing instruetional information.
It's deceptively simple. An IBM eompatable computer linked up withup to16

. keyboards, driven by sophisticated utility and instructional programs.

Now it's possible to provide effective group-based computer assisted
instruction. Technology to fit you curriculum. Active student participation with

- immediate feedback. And in-depth reports for diagnosing student performance.

Increase the quality and effeciency of you instruction with the Classroom

Assistant.

For an information brochure, Write to:
TeacherNet: The Classroom Assistant
Engelmann-Becker Corporation -
P.O.Box 10459 -
Eugene, OR. 87440 _
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o Measures
Classroom Observation System

A:cl‘assroom :observation'form wasdevel-
oped to permit both low inference and mod-
erate infererice ‘observation of teacher and

student ‘behavior. The observed variables
were derived primarily from studies of ele-
mentary ‘mathematics instruction by Good
and Grouws (1977, 1979), the study of junior
high mathematics instruction by Evertson,

Anderson; Ariderson, and ‘Brophy (1980),
andFlanders’ Systemof Interaction Analysis’

(Flanders; 1970). Each teacher’s class was

observed for three lessons during February-

and March'1985. The 1essons were consecu-
tive, OF close to consecutive.

Observers collected dataonthelow-infer--

ence variables by coding which teacher and/
or studént behaviors occurred during each
five-second interval of the 50 minute lesson.
If justoné behavior was coded, it was scored
as having occurred for five seconds. If two
behaviors were coded, each was scored as
having’ ‘occurred for 2.5 seconds.
Afterevery four minutes of such observa-

tion, -the observers took a twenty-second

break during which they counted the number
of_ students who were off-task

At the end of each lesson, observers used
a series of Likert-type scales to rate teacher

performance on several moderate-inference
variables such as the degree of teacher clar-

ity, enthusiasm, and variety of teachmg
methods used in the lesson,

Five observers were trained to use Lhe
obsérvation system. Eighteen of the 34
teachers were observed by pairs of observers
to check interobserver reliability. The relia-
bility for one of the variables—praise— was
unacceptably low (r=.10), primarily because
of its low frequency of occurrence. The
reliability of the other variables ranged from
A810.93, with a median reliability of .73. A
definition of each variable, and its inter-
observer reliability where available, are pre-
sented in the appendix.

The tempotal stability of teachers scores

~on each observational variable across the

three observed lessons was determined. The
alpha coefficients for selected variables are
as follows:

Table-1.

‘Correlations Betwéen Instructional Behaviors and Achievement -

‘Gains -'in ‘Algebra Classes (N=34) -
Instructional’ Time
Teacher i ig mterrupted in transmon of engaged in non -academic talk -39
Numbér.of studénts ‘absent (teacher estimate) =30 ek
Number of students cutung class (student estlmate) -4 %
Deve]opment Phase of Lesson i
"'Teacheracademrctalk; . LAY R
Teatherse of exp]ammg or Lransmon hnks RN H Bt
Frequency of review (teacher estunate) L24%
Teacher gives directions . - 35 ¥
Teacher clarity {(observer mtmg) 03
Teacher asks lower-cognitive questions 24 *
Teacher asls higher-cognitive questions : 02
Teacher as}s questions that check for understandmg : - =09
Teacher asks questions that ask students to solve a problem mdependently ! R

. ‘Whole class has opportunity to answer question . ‘ 08
Only one student has opportunity to answer question .30 **
Number of students called on (observer rating) 4] Fxx
Student asks a question -20
Student._mma[es acomment -.17
Seatwork ‘Phase of Lesson
Teacher monitors seatwork : 33w
Teacher circulates during seatwork {observer ral;lng) 28 *
Teacher checks seatwork {observer rating) 25 *
Teacher collects seatwork (Observer rating) 15
Teacher does not monitor seatwork 18
Number of students assisted during seatwork (rating) 32 ¥
Teacher worked with small group of students {(observer rating) N A
Number of students who worked Loget.her {observer rating) ' .
Teacher gives quiz C _ =21
Assrgnment -of “Homework
Frequency of homework (teacher estimate) -06
Length of homework assignment {leacher estimate) -10
Classroom Manapement and Climate
Percentage of off-task students -05
“Teacher reminds students of expeclauons for appropnate classroom behavior -.11
Noise level during seatwork (observer rating} -02
Number of students who enter late -12
Number of students who leave class .04
Teachér praises student work or behavior 17
Teacher criticizes student behavior .06
Teacher enthusiasm (observer rating) -06
Teacher varies instruction (observer rating) - b T

‘Nole, =- All variables involve measurement ‘of amount of ume based on direct
observauon of classroom 1nsm.1cuon “unless oLherwrse noted.

*p= 10 **p 05+
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“Teacher academic talk 62
Teacher asks lower-cognitive '
questions .19
Whole class has opportunity

‘to answer question ' .83
Student asks a question .19
Teacher monitors seatwork 55
Teacher does not monitor '
seatwork 38

Teacher is interrupied, in
transition, or engaged in
‘non-academic talk 75
It appears that the observed behaviors

reflect a fairly stable individual differences

in teaching style.”

Questionnaire Measures

Each teacher and student was admini-
stered a questionnaire about a variety of
algebra instruction practices near the end of
the school year, Ttems concerning class at-
tendance, homework, and review of previ-
ously studied content were inciuded in the
data analysis reported here.

Achievement Measure

District high school math teachers helped
the researchers select a test that measured
their major course objectives. The Algebra
Test I, Form A, of the Cooperative Mathe-
matics Test (Educational Testing Service,

1962) was utilized as the pretest. Although -

the test is old, the teachers considered the test
valid and relevant to their curriculum. The

~mean score of the 34 classes on the pretest
was 25.26.(5.0.=5.40), putting them at the -
~65th -percentile’: 6 national’ nomms.-
'posttest was the advanced: form of this test

(Algebra Test I, Form A). The mean score
of the 34 classes on this test was 20.50

(§.D.=6.36). Each formn of the test includes

4() iterns and measures primarily apphcauon
of algebraic algorithms.

The pretest was administered in Septem-
ber 1984, and the posttest was administered
the following May. The research team

~ administered both tests,

A residualized posttestscore, adjusted for
pretest score, was computed foreach student,
and then these scores were averaged to yield
a mean score for cach of the 34 observed
classes. The mean residualized class scores
were used in the data analyses.

Fifteen of the 34 teachers taught another
intermediate algebra class in addition to the
one that was observed. Because the algebra
pre and post test was administered to all
classes, it was possible to compute a residu-

~ alized posttest score for these classes as well.

The comelation between the mean scores of
the observed and unobserved classes for the
fifteen teachers was .73, indicating that
teachers were fairly consistent in the level of
algebra achievement that they produced in

" their classes.

Results

Correlational Analysis

Data for the three observations of each
class were averaged to yield a mean score for
each of the instuctional variables. These
variables were correlated with the class re-
sidualized achievement scores. The results
are shown in Table 1.

. Instructional Time
. Time- allocated for mstrucuon has been-
“ - " found to have apositive correlation with high

‘The.

school student achievement (Bennett, 1976).
This variable could not be examined in the
present study, because time allocated for
math class was held constant by the school
district. It was possible, however, to exam-
ine variations in the amount of instruction
that occurred within the standard fifty-min- -
ute class. Variations occurred because some
teachers digressed from algebra instruction,
or used up time making transitions from one
phase of the lesson to the next, Also, some
teachers were interrupted during class time
more than others. Frederick {1977) found
that higher-achieving secondary schools had
fewer intemuptions than lower-achieving
secondary schools.

These non-instructional wses of time
(digressions, transitions, and interruptions)
were combined to form the variable, amount
of non-instructional time. As expected, the
correlation between this variable and student
achievement was negative at a statistically
significant level (sec Table 1), '

Just as teachers must allocate time for
instruction, students must allocate time to
benefit from it. Students’ time allocation is
an important variable at the high school
level, since school attendance is somewhat
voluntary. DeJung and Duckworth (1985)
demonstrated that absentecism is a serious

. problem among high school students. There-

fore, the frequency with which students
skipped or missed class was included as a
variable in the study. Both teacher and stu-
dent reports on this variable resulted in sig-
nificant negative correlahons w1Lh resrdual
achlevement ‘SCOTeS:; LR L

Demonstration Pbase of the Lesson
Mathematics teachers usually begin their
lessons by explaining a concept or algorithm

‘that will be the subject of the day’s seatwork

and homework. Emphasis on this “demon-
stration™ phase, rather than on seatwork, has
been found to be effective in several studies
(correlational study of ninth-grade math
classes by Evertsonetal., 1980; correlational
study of algebra classes by Seifert and Beck,
1984; experimental study of elementary
math classes by Shipp and Dear, 1960, and
by Shuster and Pigge, 1965; an experimental
study of eighth-grade math classes by Zahn,
1966). Dubriel (1977), however, did an
experiment with first-year algebra classes
and found that emphasis on development
relative to seatwork did not affect stiidents’

achievement,

Surprisingly, the = correlation between
teacher academic _Lalk and residual achieve-
ment scores for the algebra classes studied
here was 51gn1ﬁcanL[y negative. :

The ninth-grade math study by Evertson
and her colleagues found that asking fre-
quent questions during the demonstration
pliase was effective. Howeéver, Good and
Grouws found in their correlational study of
fourth-grade math classes that asking prod-
uct questions (i.e., questions having a single -
correct answer) comelated positively with
student achievement, but asking . process
questions (i.e., higher cognitive questions)
had :a negative correlation. The Evertson
study found: that calling on volunteers to
answer the quesuonsmeffecuve Also their
study found that student-initisted. questions. -
and ‘comments; which are-most. likely ‘to
occur dunng demonstrauon phase is effec-
tive.



The present study found thatasking lower
cognitive questions waseffective (the coeffi-
cient was marginally significant, p = .10),
and higher cognitive questions were neither
effective or detrimental., Contrary to the
Evertson study, it was more effective for the
teacher to cal] on a student directly to answer
the guestion than to give all students the
opportunity. While singling out students to
answer the questions, the more effective
teachers also made it a point to call on many
different students during the demonstration
phase (see correlation for “number of stu-
dentscalledon” in Table 1). Alsocontrary lo
Evertson’s study, allowing students to initi-
ate questions and comments was negatively
correlated—but not significantly so—with
student achievement.

Two studies (a correlational analysis of
data from an experiment with fourth-grade
math classes by Good and Grouws, 1979; an
experimental study of algebra classes by
Saxon, 1982) both found that spending some
time during the demonstration phase in re-
viewing previously studied content had a
positive effect on student achievement. The
present study also found a positive correla-
tion that approached statistical significance
(p = .10) for this variable.

The demonstration phase of amath lesscm
is usually dominated by teacher talk. The

_extent to which this talk was judged to be

clear was found to correlate positively-with

" student achievement (Good and Grouws,
“1977; a study of ninth-grade algebra classes

- by McConnell, 1977): Clarity in the present
- study-was-measured by observertatings and- .

oy counung hnlung stateme.nrs “which have’

been found- to be an indicator of teacher
clarity (Rosenshme, 1971). Contrary to the

- previous studies, clarity did not correlate

positively with residual achievement scores.
The strong negative correlation for linking
statements probably reflects a tendency for
more talkative teachers to have more oppor-
tunity to make such statements.

Controlled practice is a key element of

direct instruction (Rosenshine, 1986). This

type of practice involves asking students to
solve one or two problems during the devel-

.opment phase to check whether students

understand the process being taught. Stu-

- dents’ performance on these problems tells

the teacher whether it is necessary to reteach
before moving to the seatwork phase. A
strong positive effect was found for this
variable in the present study. A related
practice—simply asking students whether
they understand what the teacher is saying—
did not correlate (p = -.09) with residual
achievement scores, however.

Seatwork Phase of the Lesson

As stated above, most studies have found
that emphasis on development rather than
seatwork promotes student achievement.
(The one exception is the study of algebra
classes by Dubriel.} Conversely, then, em-

" phasis on the seatwork phase has been found

to be negatively correlated with student

achievement. In the presentstudy, the oppo- '

site result was obtained. Seatwork, whether
monitored or not, was positively assaciated
with remdual achievement scores.

Bennett (1976) found that teachers in

h:gher—achxevmg secondary schools had

more monitored seatwork than tcachcrs m

lower-achieving secondary schools. The
study of ninth-grade math classes. by
Evertson and her colleagues found that the
type of monitoring is important. Brief, pri-
vate, student-created academic contacts
were positively with student achievement,

but long contacts of this type had a negative.
correlation. The present study produced the

same results: monitoring seatwork, circulat-
ing, and assisting many students was posi-
tively correlated with residual achievement
scores, but taking time to work with only a
small numbcr of students had a negative
correlation,

Good and Grouws found in their fourth-
grade math experiment that the practice of
teachers holding students accountable for
their homework was positively correlated
with achievement. The two variables relat-
ing to seatwork accountability in this study
(teacher checks seatwork and collécts it)
produced similarly positive correlations.

Slavin (1980), among other researchers,
has found positive effects of cooperauve
learning on student achievement. This prac-
tice was operationalized in the present study
by counting the number of students who
worked together during seatwork. A modest,
nonsignificant positive corrélation was
found for this variable, '

Asmgnment of Homework
Homewaork has been consxstcnlly found

_to have a positive effect on student achieve-
ment across grade levels and subject areas

(Walberg, 1985 For-example, Good and

Grouws. (1977, 1979)f0und such.an effeclm
“two studies of fourth-grade math classes In
the present study, neither frequency. nor -
amount of homework affected re.51dual :

achievement scores.

Classroom Management and Climate

Two correlational studies (the study of
fourth-grade math classes by Good and
Grouws; the study of ninth-grade math
classes by Evertson, et al.} both found that
student achievement is higher when the
teacher is an effective classroom.manager.
In the present study, however, none of the
various indicators of the teacher's manage-
ment effectiveness (off-task behavior, man-
agement statements, noise level, students
entering or leaving the room) correlated with
student achievement.

The study by Evertsonand her co]leagues
found that teacher praise correlated posi-
tively with student achievement, but Good
and Grouws found that their more effective
teachers used less praise (and less criticism)
than their colleagues. Neither praise nor
criticism affected residual achievement
scoresin the presentstudy. (The non-signifi-
cant resuit for the praise variable must be
discounted becaunse of poor mter-observer
reliability.)

Both the study by Evertson and the study
by McConnell of ninth-grade algebra classes
found a positive correlation between student

achievement and teacher-enthusiasm, No

such effect was found in the present study.
Variety ininstruction hasbeenfound tobe
positively associated with student achieve-
ment in previous research on (eaching
(Rosenshine, 1970). This was true in the

~ present study as well. Surprisingly, this

varigble had. the highiest correlation with

Continued from Page 1

-Table 2, Time Use (in Minutes) by the Five Most Effective and Five
Least Effective Teachers ’ '
- Most Least
 Development Phase of Lesson M (SD) M (SD)
Teacher academic talk (p=.01) 16.60 27.09
‘ (5.5%) (4.40)
“Teacher use of explaining links (p=.03) 24 72
’ oM (32)
Teacher gives directions 87 43
(:56) - (3
Teacher asks lower-cognitive questions 2,22 1.66 -
(1.06) (145)
Teacher asks higher-cognitive questions .06 20
(.06) - (348
Teacher asks questions that check for understanding 38 43
o \ ; (.02 (33
Teacher asks questions that ask students to solve a 3.43 a2
problem independently (p=.03) (2.23) (.86)
- Whole class has opportunity 10 answer questions 1.89 2.03
{30 (1.65)
Only one student has opportunity to answer question 1.53 22
(p=03) (1.04) (43)
Student asks a question 1.17 1.85
(.82) 1.13)
Student initiates a comment {p=.03) 26 .36
(25) (44) .
Seatwork Phase of Lesson '
Teacher monitors seatwork (p=.05) 12,75 3,67
(7.46) (3.89)
Teacher does not monilor seatwork 3.02 140
, (1.69) - (1.69)
Teacher gives quiz 0.00 1.06
- (0:00) (2.37)
Non-academic Time R e e i |
~ "Téatheris interrupted, in transition, - 524 46
orengaged in non-academic talk (3.61) (1.75) -
Classroom Management and Climate .
Teacher praises student work or behavior .09 .09
. (09) (.08)
Teacher criticizes student behavior Y 11 .02
- (11) " (.03)
Teacher reminds students of expectations for appropriate .13 .30
classroom behavior 17 (.18)

student achievement of all ihe variables
measured in the study.

Contrasted-Groups Analysis

The correlational results were clarified by
determining how lesson time was spent in
high-achieving and low-achieving classes.
The 34 teachers were rank-ordered on the
mean residualized posttest score of their
class, The five highest-ranked teachers
(mean score = 2.01) and the five lowest-
ranked teachers (mean score = -2.05} were
selected for comparison, Interestingly, three
of the five highest-ranked teachers also had
an unobserved intermediate algebra class
that was ranked among the eight highest-
ranked classes of the total of 49 classes
tested. Two of the five lowest-ranked teach-
ers also had an unobserved intermediate
algebra class ranked among the eleven low-
est-achieving classes.

Table 2 shows how the five highest-
ranked (most effective) and five lowest-
ranked (least effective) teachers used their
time in the standard fifty-minute lesson.

The -most effective teachers spent ap-
proximately 29 minutes of the lesson on the -

development phase, whereas the least effec-
tive teachers spent 36 mmutes Within the

development phase, however, the most ef-
fective teachers spent more time than the
Jeast effective teachers on controlled prac-
tice (i.e., asking questions that require stu-
dents to solve a problem independently)-and
in asking questions directed to a particular
student.

The most effective teachers allowed for
approximately 16 minutes of seatwork dur-
ing the lesson, but the least effective teachers
allowed only five minutes.

Differences between the two groups in
non-aeademic time and time spent on class-
room management and -praise were negh-
gible.

Discussion :

. A previous study of algebra instruction
(Dubriel, 1977) found no effect for emphasis
on development over seatwork. Otherwise,
previous studies have found that such em-
phasis is effective. Surprisingly, the present

_study found a negative correlation for devel-
opment and a positive correlauon for seat-
work,

Inspection of the time use data in Table 2
helps toclarify thisresult. The most effective

_ teachers spent 29 minutes on development

Contmued on Page 12
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A powerful tool for teaching:
@ A basic vocabulary

-8 A rich body of knowledge about
the world

& The oral language and writing
skills needed to ask precise ques-
tions and to communicate ideas.

These-are the abilities that a new
“report, Becoming a Nation of Read-
 ers, lists as being important to all chil-

dren who are learning to read...

critical for children who have not

grown.up with oral language that

resembles the language of school and
- of books...because these abilities are
_the basis of comprehension..

And these are the abilities that

teachers have been successfully
teaching children for almost twenty

years with Distar Language proprams.

But Distar Language does more than
teach the complex language skills
needed to understand classroom -
instruction and comprehend written
text. Distar Language programs go
beyond the content of other lan-
guage programs to give you the help
you need to teach critical thinking
skills, skills that enhance a child's

intellectual development.

With Distar Language you teach
logical thinking through:

Classification
Analogies

Deductive reasoning
Inductive reasoning .

You teach students to be
“THINKERS" who use language as
a tool. And that is the foundation
for eventual success in all school
subjects.
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Examples from Teacher
Presentation Book D

[

And now the Distar Language
program is better than ever!

Distar Language I has been
revised to give you:

Expanded Language Activities—ideas
for fun-to-do songs, read-aloud
stories, nursery thymes, and plays.
These informal lesson extensions
encourage students to apply their
language skills in classroom activides.
Language achieves full naturainess
at a remarkably early stage.

Fast Cycle~anrin-lesson skipping-
schedule eliminates unnecessary drill
and practice for average and above-
average students, A “star” identifies
the tasks that you teach to all
students. You are free to skip the
remaining exercises with the faster -
children. Lessons are easier to adapt
to student ability,

Take-Homes —lively pencil and paper
activities teach color, shape and
workbook skills. Activities reinforce
skills, demonstrate that students can
apply language concepts. llustrations -
are improved. There is more to do
on each page.

Use this order form to receive these
exciting new materials as soon as
possible.

Mail to: SRA, 155 N. Wacker Drive, Chicago, IL 60606

Quantity
7-7340
7-7346
7-57347
7-57348
7-57349

Ship ta:

Distar Language I Classroom Kit
Additional Teacher’s Guide
Take-Home Workbook 1 {pke of 5)
Take-Home Workbook 2 {pkg of 5)
Take-Home Workbook 3 {pkg of 5)

Price.  Extension
5280.00.

10.00

14.85

14.85

14.85

Sold to:

Date SNA Account Number

SNA Account Number

Purchase Order Number .

Account Name

Ordered By

Addzess

Account Name

City, State, 2ip Code

Address

Attention

Ciry, State, Zip Cade

Good time i reach

Telephone Number

Attention

Tax Exemption Mumber

Telephone Number

Good time 1o reach

Preferred Delivery Method

All ordera nrc offers to purchase, subject to ncceprance or
reiection by SRA in Chicaga, Winsis, in sccotdance with STAs
published rerms and conditlons of sale. Customer pays all shipping
charges. Prices subject 10 change without notice.
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by Lawrence A. Chamberlain -

While Special Education teachers, and in,
particular Learning Assistance teachers,
over the last decade have been exposed to the.
claims of various “innovative” approaches to
remediation, much concemn has been gener-
ated by a recent interest in “back to basics”.
The purpose here was to describe the effects
of one “back to basics” approach to Reading
called “Direct Instruction” in a Leamning
Assistance -classroom from 1980 to 1986.
The three essential components of Direct
Instruction: Program Design, Instructional
Organization, and Presentation Techniques

are explained in detail by Carnine & Silbert . -

(1979).

By their nature and purpose, experimental
studies do not necessarily reflect the day-to-
day realities of the Learning Assistance or
Resource Room setting. Forexample, which
teacher would knowingly “randomly assign
a student to a control group,” which may in-
deed adversely affect that child’s future by

not providing effective and efficient instruc-_

tion! The reader is probably aware of many
‘other ethical issues which must be taken into
consideration by parents, teachers and ad-
ministrators. This is not to disiract from the
importance of well-documented and well-
designed research, but to identify the limita-
tion of the present paper. No experimental or
even quasi-experimental controls were at-

tempted. It is descriptive only, hopefully re- -
flecting arealistic Leaming Assistance envi- .

ronment.

: Method
' Thé Children
The participating children . attended
~grades 1 to 6 from 1980 to 1986 in a subur-
ban, middle class elementary school in Vic-
toria, British Columbia, Canada, Regular
classroom teachers, and sometimes parents,
identified those children who experienced
difficulty in acquiring basic reading skills.

These children were referred to the Learning -

Assistance teacher. Each child met individu-
ally with the Learning Assistance teacher
and was assessed. The child was then either:
1, Placed in the appropriale Learning Assis-
tance program, or

2. Referred for evaluation by the district.

psychometrist which at times resulted in
placement in a special class program, or

3. Placed on a program (sometimes modi-
fied)in the regular classroom withoutreceiv-
ing Learning Assistance help.

Procedures

The children in the Learning Assistance
programd were tested, taught and then tested
again at the end of the year., Many children
who were diagnosed by the psychometrist as
possible “learning disabled” or as possible
“slow leamers”, continued in regular class
with the support of Leaming Assistance,
Each group consisted of 6 to 9 children from
gradesone and two,and 9 to 11 children from
grades three to six, Each group met for about
40 minutes every day, five days a week.
‘Most groups began in early September and
finished in mid June, while other groups
began in January or February and ended the
following December. Most Learning Assis-
tance children received help in grades one
and two. Children from grades three to six

oC . nes

ree

Table 1. Group Means 1980-86

Classroom Reading Inventory; Decoding

{N =6 to 9 per class)

Classroom Reading Inventory: Comprehension

(N =9 to 11 per class)

Year/Grade 1 2 3 4 5 6 Grade 1 2 3 4 5 6
1980 47 127 260 350 425 124 18 330 525 475
1981 18 195 371 491 525 528 36 258 414 500 625 514
1981 26 185 300 433 500 59 262 300 450 5.00
1982 30 215 338 600 550 600 43 238 377 500 583 650
1982 ' 84 273 * & 127 355 - ¥ %
1983 76 224 275 418 * * 120 245 329 4.82 * *
1983 : 138 257 250 * 250 371 350 *
1984 91 209 340 443 400 * 127 223 367 471 457 *
1984 32 200 325 475 450 ' 80 300 400 513 500
1985 42 220 450 600 611  7.00 J6 272 400 500 589 6.0
1985 .78 200 300 600 591 120 283 200 500 582
1986 53 300 400 500 650 7.09 98 317 383 500 600 6.64

* No classes at these grades for these years

implementedinLeamning Assistanceclasses.
Some Reading programs aré-*basal” in
emphasis such as Distar or Reading Mastery,
while others are “‘corrective™ such as the

who were new to the schdoI, were helped for
usually no more than two years. A few

children previously identified as “leamning
disabled” or “slow leamer” (who did not.
attend a special class) received Learning
Assistance during almost every jyear that

they were registered at the school. This is

sometimes called “mainstreaming.”

Direct Instruction was the only approach

Corrective Reading Program. -Four of the

" Reading MasteryTteachies children most -

of the basics skills needed to decode words.

The major ‘skill areas aré: sound-symbol
identification, left-to-right sequence, and
oral blending of sounds to make: words.
Word and sentence reading then follow. As
in all Direct Instruction programs, emphasis
is on continuous evaluation and eventual
mastery of the skills and concepts taught.
This program was used with grade one and
some kindergarien children,

Reading Mastery I teaches Chlldl'ell
comprehension and advance reading skills,

Emphasis is placed on reading and learning

how to- follow written "directions. The
children’s sight vocabulary increases, but
they continte to use their word-attack skills,
This program was used with grade two and
some grade one children. '

Reading Mastery V teaches children
more advance reading skills. Emphasis is on
extensive independent reading, develop-
ment of critical reading through analysis and
interpretation, - appreciation of classic and
modem literature, and proficiency in refer-

ence and writing skills. Daily written work

includes many activities that relate to the
science and social studies concepts found in
the programs. Special projects may be given
to students to apply what they have learned,

This program was used with grade six and
some grade five children,

Corrective Reading Program: Decoding

Level B teaches children critical letter and
word disceiminations, letler combinations,
story reading and comprehension. This pro-
gram is useful with children who have not
mastered the basic decoding skills, but can
read to some degree. This program was used

with grade three as well as with some grade
two and four children. Itisinteresting to note
that the Corrective Reading Program: De-
coding Level B from 1976 to 1979 was
taught predominantly to children in grades
five, six and seven, but from 1983 to 1986
was taught only in grades two, three and four.

Although only 4 programs have been
identified here, there are 11 Reading, 3 Spell-

-ing, 7 Language/Comprehension, and 7
. Arithmetic programs availablé to the teach-
ers at this school. Many of these children
- have therefore been introduced toa variety of
Direct Instruction programs. Some of these
eleven programs which were taught during - 34 programs were taught in the Leaming As-
the 1985-86 school year in'the the Learrung B
.- Assistance class are bneﬂy descnbcdbeiow o

sistance class while others were taught in the .
' regular cIass by ragular classroom teachers. ‘
. Many rcachng tests are available, includ-

mg group; individual, diagnostic, norm-ref-
erenced, criterion-referenced; and mastery.

- Maslery testing is an important part of each

Direct Instruction program. The tests de-
scribed below are individual, ‘norm-refer-
enced, and may be typical of those used in
Learning Assistance or Resource Room
classes, The Schonnel Reading Test and the
ClassroomReading Inventory (CR.L} were
used to determine baseline and summative

performance levels.

The Schonnel Reading Test is a graded
word list which tends to reflect the perform-
ance (grade score) of children in the daily
classroom readmg [t is also somewhat sen-
sitive to change in word recognition per-
formance.

The Classroom Reading Inventory is an

informal reading inventory. . Only the De-
coding and Comprehension scales were
used. Ten graded stories areread orally with
word recognition errors being recorded.

ForthosechildreninReading Masteryl ot
for those children who have not completed
Reading Mastery I, both the Schonnel Read-
ing Test and the Classroom Reading Inven-
toryare presented to them using the modified
orthography (font) found inthe reaa’mg pro-
grarms.

Results 1980-1986 -

The results presented in Table 1 are from
pre- and post-test data collected from Sep-
tember 1980 to June 1986. As the children at

.each grade level change from one year to the -
next, the means will vary when cross check-
ing grade and year for a particular group of
children. The daia are further fragmented by
children entering and leaving the program at
different points in time. However, these
results-are similar to those of the previous -
years 1976-1980. -

((Table 1))

The expected mean gain for children not
requiring Leaming Assistance would be
aboutten months foreach yearofinstruction.
The average amount of measured gain for
Leaming Assistance children in grades two
to six when collapsed across all years was

- gighteen months for Decoding and thirteen
months for Comprehension. This represents
the combined test results for over 120 chil-

Continued on Page 8

Figure 1. Classroom Reading Inventory Months Gained

Decoding

Comprehension

Grades .

e Bxpected Gain for Average Children
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_muinber of month of gainateach gradelevel
iwhencollapsedacrossallyears (1980-1986).
~The overall gain averaged over 1 1/2 months .
“for each month of instruction. In most cases,
thiose children‘who had made gains greater
than this overall average no longer required .
'armng Assistance in the area of reading, -
--As noted earlier, several older children

:have received” -Learning Assistance help

“since they first entered this school (kinder- -

) garten for some) For the majority of these
- children the Corrective Reading Program:

_Decoding Level B was tanghtin grades three

___orfour andReadmg Mastery Vin grades five

-orsix. Presented in Figure 2 are the results
- -obtained from -grades three through six over
afour year penod Systematic progress over

~these four years is clearly demonstrated in

decodmg and-comprehension skills.

- The widelyaccepted belief among educa-
- torsthatthe earlier the intervention, the more
effective it is, has most definitely been the
" experience b'y this anthor. -
esented inFigure 3 are the results for 12
: grade two- smdents including data from'the
: Giriitie Reading Tests which was
i:‘and scored ‘by homeroom.
ing-of these children reccived

“‘guage II, and: Spellmg Mastery Level C:
__,.Wlth the exception of threé children:(one -
- Tiew to the school, one new and repeating for
“asecond time; and one diagnosed as “well .

“below average functioning overall on the
“WISC-R™), these children will probably not -

-Tequire Leam' : g Assistance agam in these
-areas. o
~#: As noted. above one of these grade two
.chlldren was assessed by the school psy-
;chomemst and described .as “well-below
average”, -Presented below are some ex-.
‘cerpts from.the May 2, 1986 Psychomemc
_réport.on this.child.

= *Janie shows well below average func- .

'uonmg overall ‘on the WISC-R, with han-
dling of manx tasks being approximately one
to two years'delayed.”

" “Janie’s achievement in basic academic

skill areas is somewhat stronger than what
might be predicted from her overall level of
functioning on the WISC-R, reflecting the

positive effects of her Learning Assistance -

Program.”

_On the WISC-R test, all but two of the

subtests were one or more standard devia-

tions below the mean. Academic tests were

also administered by the psychomefrist.
These results-are presented below.

W:de Range Achievement Test -
' (Revnsed} -
Word. recogmnon mid-grade-2 range -
.Spellxng : vend-grade-2 range
'Anthmeuc e begmmng-grade-3 range
Durrell Reading Test
" Oral Reading' - high grade 2 rate:
- Paragraphs " -

" dren. Presen clm Figure 1 are the average '

25

oOm— Continued from Page 7

F:gure 2. Present Grade-6 Class

Schonnel

CRI Decoding

CRI Comprehension

Grade
“Score
Means

85

Grade3  [FlGrade 4

B Grudes

Figure 3. Present Grade 2 Class

Schonnel C.R.1

4.0
35 -

Gates-MacGinite

.30

20
15
1.0 |

1986

- ..Comp‘_;..

VYoc. Comp Total

will help to answer this question.

There are a few special concems for those
whoarenew to Direct Instruction thatneed to
be examined. The modification or possibly
even the used of any Distar, Mastery or
Corrective program by a person who has not
had the intensive training needed to carry out
Direct Instruction could most certainly de-
stroy its effectiveness, Presented belowisan
opinion offered by two Educators from
London, Ontarig:

“As with any kind of reachmg method,
successful implementation of Direct Instruc-
tionis not a simple matter. DirectInstruction
isalmost doomed 1o fail if teachers are forced
fo use the program, or if the system fails to
provide the teacher with the basic support
necessary for successful implementation.

“Direct Instruction may not be new, but it
is sufficiently different and specific enough
that teachers require thorough initial train-
ing. Simple attendance at an information
session orthemere provision of material and

start the process. Fol Iowmg initial training,

a teacher needs to be supported by direct

supervision and monitoring of classroom
presentation (video tapeis a splendid assistin
this regard). _

“Errors, omissions or changes in pro-
gramuning presentations must be noted and
corrected as soon as possible. DirectInstric-

. tion teachers require regylar opportunities to
- meet logether as a group.to review common

problems, ‘trouble-shoot’ for possible solu-

Table 2: In-School Test Results for Janie

ther areds ere:also ach1eved by ihese Chll- .
i drenusing Dm‘ar Arithmeti¢ IT, Distar Lan--

overa.ll

""'E'Test

“Classroom Readmg Inventory

Gates MacGinitie .

R el Decodmg _Comprehen51on" Vocabulary Comprehensmn Tofai
Iune 1985 _ 1.8 3. 10 e 15 oo 13 1.5
February, 1986 - S e 2.2 ,‘ (! 122 2.2
June, 1986 3.1 30 30 2.3 hiie 2.5
‘Growth 1985-86 13 27 20 8 11 10

Table 3. Learning Assistance Test Averages for the 1986-87 Gronps

Schonnel Reading

Classroom Reading Inventory,

_ Decoding Comprehension

Grade N Pre Post Gain
1 13 R B
2 13 527 22
3. 8 25 . 42 1.7
4 .5 36 52 16
5 2 30 60 3.0
6 3 53 63 1.0
7 7 6.7 76 -9

Janie received the same amount of Learn-
ing Assistance tine as the other children in
her groups. Presented in Table 2 are the
1985-86 regular class and Learning Assis-
tance test results for Janie.

Even with low IQ’s, children can acquire
academic skills using programs of instruc-
tion that work (a dramatic; large sample
demonstration of this was showed by Ger-
sten, Becker, Heiry, & While, 1984, using DI
Follow Through data). ' Special class place-

' ment may not necessarily be the only al-
ternative for these children. - '

. Results 1986 1987 :
Addmonal data are avallable onj 1 of the -

.93 students participating in the Learning As-
- . sistance program this past school year. The -
- findings are summarized in Table 3.. Ascan
~ 'be seen:from Table 3, the results from ‘this . -

8 DIRECHNSIRUCHONMWS :ﬁ#&“?%mq

‘ T
recent year are very comparable to those in
Figure 1 for the previous six years.

! . Discussion ‘

Over a period of nearly ten years Direct
Instruction has grown from one to rfnore than
a dozen teachers from this schaol. Fewer
children have been referred for special
classes, Many “slow learners” and “leammg
disabled” children have been successfuily
taught kach year, Dzsmctmevmcml guide-
lines snggest that from 30to 50 ch:ldren may
be served by aLeamning Assistance tcacherm

one year At this school between’ 60 070

children have been. taught each year. If
Direct Instruction works so well, why then

has “Distar” not been universally accepted'7 .

For those who are interested, Chapter 3 "The
Politics” of Reading: Distar” in Makmg

-Schools Work by Robert Benjamm (1981)

tions, and generally support each other.”

(Isaacs and Posno, 1978)

If one intends to use Direct Instruction
programs and wants to be effective, first
browse through Direct Instruction Reading
(Carnine & Silbert, 1979). This will give
some an idea of what is involved and can be

_used as an excellent reference manual. Then

start right! by making sure of adequate train-
ing before beginning the teaching of any
Direct Instruction program. This iraining
will be most valuable even if you never use a
published Direct Instruction program. Do
not rely on help from teacher organizations,
colleges or universities, but seek out those
people in the field who have had adequate
experience and training. Start teaching one
group, Wor}c hard, keep “hard data”, listen to
those around you and you may hear state-
ments like the one made 1o me by a fellow
teacher; “This is the first time [ have sent a
child to Learning Assistance, anJ that child
has come back improved.” By their com-
ments you will know when to share, i.e., let
your product sell itself first, Then you can
invite parents, teachers, and administrators
in to see you teach, Do this several times
during the year. Explain what you are doing
and why .you are doing it while.you are
instructing a group. Most will respond posi-
. tively, but many are still searching for inno-
vations.(magic?) and may tend to overlook
' Continued on Page 8



- effective: srnall-gro
s .mstmctmn

by Stacey J. Kasendorf and
Peter McQuaid

East County Special Education
Region, San Diego County

The following report is the final evalu-
ation study for the Lottery Project, Direct
Instruction for Low Achieving and Special
Education Students, funded by the County
Office of Education for the 1986-1987
school year. It includes the background,
evaluation design, training, and results of the
year-long project.

The small and mid-sized districts which
receive services from the East County Spe-
cial Education Regional Office have sub-
stantially higher percentages of low-achiev-
ing “quartile one™ pupils than their larger
district counterparts. Some of the small rural
schools finds as many as 50% of their pupils
eligible for Chapter I programs and possess
limited resources to meet this challenge.
This situation tends to lower their CTBS
scores and precipitates large numbers of
referralsto already over-taxed specialeduca-
tion programs.

With these circumstances in mind, the
project was designed to increase the effec-
tiveness of reading instruction in selected
regular and special education classes by in-
troducing direct instruction materials and
methods; In addition, because of the large
number of students in the special education
classes, the ability to provide individualized
attention is greatly hampered, The selected
-materials help (his sitiation by pmvldlng

Teacher Selection S

~ Administrators from Mt. Empire, Alpine,
Lakeside and Lemon Grove were ap-
proached with the project proposal. It was
explained that the Corrective Reading Se-
ries, Decoding. B, published by Science
Research Associates, was designed for use
with 4-12th graders who are having diffi-
culty in reading. Principals recommended
special and regular education teachers who
appeared willing - to participate and who
taught students with low reading perform-
ance. Ultimately, 14 teachers were chosen to
participate in the study.

Training

In September, the two project directors
met first with principals and directors and
then with teachers to explain the involve-
ment and commitment required. At that
time, the instructional materials were intro-

‘us: Vndlvxduallzed:‘_., _

duced and the study design was outlined. .On
October 17, 1986, a day-long inservice was
held at the County Office of Education. Dr.
Gary Johnson, staff development specialist
from the Washington Schoo! District in
Phoenix, Arizona, conducted the training.
Dr. Johnson is one of the authors of the
Corrective Reading Series and is an expert in
the use of the materials.

Throughout the fall, the two project direc-
tors observed, coached and monitored the
teachers. On January 30, 1987, a follow-up
waorkshop was held in Alpine for the teach-
ers. At this inservice, Dr. Johnson returmed
with additional training and more ideas for
continued motivation of both teacher and
students. The teachers were feeling success-
ful with the materials and wereencouraged to
continue with as much enthusiasm,

Evaluation Design

In October, two or three randomly se-
lected students from each of the 14 partici-
pating classrooms were pretested on the
Woodcock Reading Mastery Test. Test re-
sults were sent to the Regional Special Eduo-
cation Office. During the last week of May
and first week of June, posttesting was con-
ducted on the same students if they were still
in the program. Thirty-six students were
tested in the fall and 32 remained for testing
in May. Test results were compiled and
analyz’ed by the project directors.

Results

. classroom from 7 1o 8 months. Number of

lessons taught ranged from 50 to 91. One
teacher started in Decoding A and then
taught 40 lessons in Decoding B. The ather
teachers taught Decoding B. Thus, the re-
sults to be shown, while very promising, do
not fully reflect what could be accomplished
if a full 140 lessons had been tanght.

The means and standard deviations for
gain scores arepresented in Table 1, Because
of (he way the Woodcock is constructed,
gradeequivalent scores had tobe used for the
statistical computations, This is not the most

" desirable state of affairs, but the results are

strong enough to override any doubts about
averaging grade equivalent scores.

As can be seen in Table 1, the greatest
gains were on the Word Artack subtest. This
is to be expected since Corrective Reading,
Decoding B focuses primarily on word-at-
tack skills (fluent decoding), However, itis
not unexpected for students to improve on

I’TECﬁVE eading Evaluativon Stu dy

Table 1. Means and Standard Deviations of Grade Equivalent Gain Scores on
the Woodcock Reading Mastery Test (N = 32)

Word Attack
Means (Years) 2.38
Standard deviations 244

- Passage Total Reading
Comprehension
5 .88
59 54

measures of comprehension when they can
decode better. Three of the students gained

" over 7 years on the Word Antack subtest

which involves reading some 50 words.
Fifteen of the 32 students pained 2 years or
more. The results show that these “poor
readers” were gaining at an average raté in

comprehension skills, and three times an
average rate in decoding skills.

The teachers in the study were asked for
their comments about the program. Their
feedback is summarized in Table 2. Clearly,
the teachers found the program most helpful
in achieving their goals.

Table 2. Comments from Participants

‘When asked, “What do you enjoy mast about the Corrective Reading Program?” the

following responses were received:

« “The boys in my group are finally working together on something.”

» “One mom said her son was becoming a ‘school-phobic’ last year — dreaded going
.to school, was constantly in (rouble, etc. This year he was sick one day but convinced
hismon he could go to school to ‘doreading’, He made it through reading group, and

then went home with his fever at 101°.”

» “I have been visited by the principal, school psychologists, a pnnc1pal from another
school, and other staff members. They are all impressed with how quietly the class
is working during reading. In fact, many staff members have expressed an interest

in using the same program next year.”

» “_..the high levels of concentration and enthusiasm™
+ “seeing the students progressing and becoming confident of their ability”
» “the rapid pace of instruction and growth of the students”

= “the built-in discipline™

= “enthusiasm of the children coupled with (or because ot) the k:tds bemg able to see

ancl feel their individual gmwth
“‘easy.to admmlster :

 The durationof unplementatmn vaned by e _'.‘- “marked 1mprovement tin both readmg skill: and beliavier”

« “the structure of the © script’ and the consistency of the progré.m
« “the positive attitudes generated by the students’ awareness of their 1mprovement”' ,
« “it’s intensity, effectiveness, built-in management system; the students wanttodo

readmg and are excited about reading!!”

“not much preparation needed”

. “the structure allows children to be successful and results in progress”

Resource Room

Continued from Page 8
concrete evidence supporting ‘a so called
“back to basics™ approach. There is, how-
ever, afinal message perhaps best phirased by
the noted Eduocator and Lawyer Dr. Barbara
Bateman in a letter I received from her dated
‘November 26, 1980:

“The evidence in favor of DI is so clear,
convincing, and over-whelming that a rea-
sonable person has no alternative but to dc-

ceptit. To refuse todo so is, inmy Op:’nion :

legally foolhardy. and professzonally irre-
. sponsiblé.”

* and instructor at the University of Victo-

. Special Services, and for the past ten

About the author: After 7 years and 2
degrees in Education, the author started
spending summers in Eugene, Oregon
where he began to lean about Direct In-
struction from Zig Engelmann, Doug
Carnine, Jerry Silbert, John Chadwick (all
from the University of Oregon); and Jean
Osbom, Gary Johnson, Susan Hanner,
Bob Dixon, Linda Meyers and many oth-
ers (all from the ADI Conferences). The
author has also’been a research assistant

ria, Special Class teacher, Supervisor of

years, a Learning Assistance teacher.

A Dissertation on Math Instruction

by Barbara Diane Kinder
Special Education
Unpiversity of Oregon

Recent studies have bepun to qualita-
tively examine effective (expert) math in-
struction and to explore the phenomenon of
transfer of training, This study described in
detail the instruction provided by a sample of
4 highly trained Direct Instruction teachers
who were, until recently, part of the Follow
Through Program.

- The subjects were teachers in low-in-
come, Black elementary schools in Flint,

Michigan. The experienced former Follow
~ Through teachers were selected based on

recommendations from supervisors, con-
sultants, and student achievement. Their
math classes were observed on 3 consecutive
days... The cbservations included low-infer-
ence items—such as number of product and
process questions, interaction rate, the num-
ber and types of correclive feedback, and
student success rate.  Moderate-inference

iitems included ratings of organization,

managerial - effectiveness, accountability,
and clarity, * Each teacher was also inter-
viewed.

tives. The teachers’ performance was com-

pared to empirically-derived effective in-

struction principles. These teachers’ per-
formance was compared to teachers in the
district who had no contact with Fcllow
Through. Finally, transfer of Direct Instruc-
tion components to raditional basal materi-

- als was assessed.

The results showed that the former Fol-
tow Through teachers” instruction matched
descriptions of effective math instruction for
low sociceconomic status students (e.g.,
Good, Ebmeier, & Beckerman, 1978) with
the exception of “frequent use of praise,”
Their instruction was significantly different
from the other leachers in their use of product
qucsticn; strategy models; adequate ex-
amples; guided practice; and ratings for or-
ganization, managerial effectiveness, ac- -
countability, and clarity. These leachers
transferred not only most Direct Instruction
presentation techniques, -but they also
adapted and improved basal texts. They
employed empirically-derived principles of
curriculum design to improve the basal math
series, providing specific proeblem-sofving
strategies and formats, They included re-
view and an adequate number of examples,

o * far more than were used in basals. The only
Data were analyzed from three perspec- .

principle they did not follow was the use of

discriminaiion items,
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by John Woodward CR
Dounglas Carnine

Russell Gersten

Siegfried Engelmann

Mary Gleason

University of Oregon

This article describes one of the doctoral
program options in Special Education at the
University of Oregon. This option places
central emphasis on actual classroom details
andrealities, such as how much practice does
it take for the. average student 1o learn a
specific skill, and how much practice is re-
quired for the-teacher to present acceptably.
This: doctoral program, which is now in its
fifthyear,is supported by the US Department
of Education through a grant for preperation
of leadership personnel. The assumption of
the doctoral program is that an instructional
leader -in-a -school -district or educational
setting  must be fully versed in the specific
details of instruction. Only with this knowl-

edge can the leader make deczswns that wzll :

Iead to deszred ‘outcontes. .

Improvmg the Quahty of
Instructlonal Services in Special
i v o Education .

Cun‘ent school Improvement efforts have
services in the- ‘public schools. A recent
evaluation in New York City, for example,
has found these services in need of a major
overhaul (Turgend; 1985). Among the prob-
lems cited in the commission report was that

the least qualified. teachers. were educating

those " students’ w1th the greatest problems,
Moreover, the: report argued that far too

much: time.was spent. onevaluation and diag- . .*
*~ traifiing in instriictional design and éffective

nosis at the: ‘expense of actual instruction.
QOur recent researchi ina major Califorriia
school dlStl'lC[ (Gersten Davis, Miller, &
Green, 1986) found that instructional super—
visors, though well-intentioned, were nei-
ther knowledgeable nor skilled enough to
provide. systematic. -teacher feedback that
would resiilt il improved instruction for dif-
ficult-to-teach students: Special education
personinel “were unable 1o offer sufficiently
detailed recommendations that would lead to

better teachm 8. These shortcomings can be

directly attnbuted ina large part, to teacher
taining programs atcolleges and universities.

Changing Definitions of -
Instructional Leadership -

These problems come at a time when'a
changing definition of effective educational
leadership hasemerged in the research litera-
ture - (Clark, - Lotto, & McCarthy, 1980;
Edmonds;-1979). ‘A consistent body of re-
search has shown that effective instructional

leaders— be they special education adminis-

trators, SUpervisors, or professors at teacher
training institutions-<=.must be knowledge-
able in the-precise, day-to-day defails of
education. " This -includes. a thorough un-
~ derstanding -of - reading, -language, - and
mathematics curricula programs; the ability
to observe and analyze teachier performance;
use: of student: performance on academic
tasks as criteria for placement and grouping
students; and procedures for consistent, cri-
terion-referenced momtormg of student
progress. R
Analyses of successfiil adop tions of inno-

vative educational programs-by Berman and -
McLaughlin: (1975); Huberman and: Miles
(1984).and Loucks: (1983) mdlcate that WO

élements are consistently related io success.

First, when implemented, these educational

-programs succeed with “hard to teach” stu-
- -dents. Second, when teachers present class-

room problems toconsultants or supervisors,
the consultants offer specific, concrete solu-
tions (Loucks, 1983). Above all else, these
solutions work.

In our view, the training of those inter-
ested in leadership positions in special edu-
cation should be rooted in a working knowl-
edge of the details of instruction. These
individuals should know how to implement
educational models that have empirically
proven success with handicapped students.
We are in full agreement with Markel’s
(1984) assertion that advanced graduate
training is not merely an art, one based on
insight, empathy, and elusive, interpersonal
communication skills, The central concerns
of advanced graduate work are a detailed
knowledge. of instructional technigues and
procedures for evalvating classroom teach-

‘ll'lg situations,

- Training Spectal Educators to be
‘Leaders

Over the last five years; we have devel-
oped a graduate level program at the Univer-
sity of Oregon that trains instructional lead-
ers in special education. Our graduate stu-
dents have become experts in providing

“concrete, specific solutions to the problems
- encountered in classrooms servicing handi-

capped students and in training teachers of
the handicapped. They are particularly adept
in transiating the-research on’instrictional

procedures into day-to-day; effective teach-

ing. prachces In:the end, we' expect that the

teaching will: deeply influence the eventiial
‘work our graduates pursueat teacher training

institutions and in school districts as admin-

istrators‘and instructional supervisors.
Our program is based on practices that

‘have extensive empirical support — direct
- instruction and effective teaching — (e.g.,

Englert, 1984; Fabre, 1983; Gersten, 1985:

Reith, Polsgrove, & Semmel, 1982). Thus
we are confident that we are training gradu-
ate students in procedures and practices that
do, in fact, have the capability of improving
a special education student’s learning, Fur-
thermore, the program is being carried out by
faculty members with years of experience in
the design, implementation, and evalpation

of practices that improve student learning, .

These core faculty are committed to a unified
training program that stresses a light interre-
lationship between coursework, practica,
and other academically related activities,

Content of the Instructional
Leadership Training Program

Essential to our training program is work -

in (a) supervision (b) inservice training and
college teaching, and (c) research and evalu-

ation. In our program, the three areas con--

stantly interrelate. The graduate student is
continually : building his-or- her working
knowledge through a series of supervised,
structured experiences in teacher training,
curriculurn design, and research, Unlike

' many training programs, where students

enroll in*a smattering ‘of unrelated courses

and practica, the different experiences in our -

program are integrated (se¢ Figure 1 below).

‘What is-leamed from supervising teacher:':

!ramees for example is Iater apphed in re-
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| Figure 1. Components of the Oregon Training Model

Inservice Training and
College Teaching

inservice for trainees-
team teaching-
teaching methods classes

Research Training

statistics - research design
practica - dissertation

/LSupervision Practica

seminar - practica - coursework in insrtuctional design ______|

search activities and college teaching.
Throughout training, these experiences in-
terweave, allowing the graduate student to
apply his or her knowledge in broader and
more challenging contexts.

A second theme that runs through these
areas is the gradual movement from observer
to autonomous decision maker. Repeatedly,
our graduate students are paired with mentor
supervisors, core faculty, or researchers who
guide the them toward an increasing:inde-
pendence in their work. This mentor rela-
tionship permits a high degres of feedback,
and it enables: the core faculty to coordinate
objectives across the three areas of training.

-Nowherg'is ‘this theme more ev1cIent than in

the program’s dominant and- most. unique
area;:supervision training.
Supervision Training

Through supervision, graduate students
observé concréte -examples of how teacher
trainees respond lg attempts to 1mprove their
teaching behavior. They also get to see the
effect this change has on the learning per-
formance of the traine¢’s mildly handi-
capped students. The context provides our
graduate' students with a range of experi-
ences that allow them to clearly see the
impactofinsiructional variables discussed in
the effective teaching literature. Graduate
students in our program learn to identify a
specific instructional problem and provide a
specific instructional remedy. Furthermore,
they leam to follow up on return visits to
assure that the teacher trainee is consistently
providing the remedy, and it is succeeding
with the children, ,

For example, new teacher trainees often
conduct lessons at a slow pace. Inadver-
tenty, they attend 1o a lot of distracting, off-
task behavior from their students. Supervi-
sors will model for trainees how to teach ata
faster pace and manage distracting behavior
by reminding students of rules at the begin-
ning of class and/or ignoring mildly off-task
behavior until a break in the lesson. The
trainee then resumes the role of the teacher,
andatthe end of the session he or she receives
feedback from the supervisor. Over the
coming weeks, the superv;sor will continue
monitoring the trainee’s abﬂzty to maintain
an acceptable pace, ignore minor off-task

- behaviors; anddocumentif this has led to im-
. proved-leamer petformance in the lesson.
' Many-of the critical supervision skills used -
1 byour graduates are listed below in Figure 2,

In our supervision training, all graduate
students spend two years as supervzsors
beginning with “basic” teaching assign-
ments and gradually moving into more diffi-
cult supervision situations. In the first term,

-our new graduate student will always be

accompanied by a mentor supervisor (usu-
ally a senior doctoral student) or a core fac-
ulty member. This “novice” supervisor will
practice diagnosingand prioritizing teaching
skills that the teacher trainee needs to im-
prove. The mentor supervisor will demon-
strate how to assist teacher trainees who are
weak in a range of critical teaching skills—
such as correction procedures, pacing of a
lesson, and/or classroom management skills.
At times; this may mean that the mentor
“steps in” and teaches a part of the lesson.
Most of the time, the feedback is verbal and
follows the lesson. - However, feedback is
always specific.

Under the guidance of the mentor super-
visar, the novice will assist in conducting the
supervisor - teacher trainee conference, and
with follow up on the teacher trainee in the
coming weeks of the term. As our novice
supervisor becomes more competent, he or
she will take on more responsibility and be
introduced into more demanding situations
(c.g., situations where the children have
more severe learning/ behavioral problems),
This will probably begin during the last term
of the first year. Increasingly, the novice
supervisor will supervise teacher trainees
independently.

In the second year, the novice supervisor
will refine his or her skills learned in the first
year without direct guidance from mentor
supervisors. Asin the first year, these skills
will be enhanced in the weekly supervision
seminar conducted by two core faculty
members throughout the year and by re-
quired coursework in instructional design.
The seminars provide problem solving op-
portunities for all supervisors, while the
coursework allows students many practice
opportunities in designing curriculom (e.g.,
brief instructional routines for teaching an
addition skill, more complex formats for rule
applications in science).

Midway through the second year, the
novice supervisor will finally move toward
mentor supervisor status and in doing so,
begin supervising first year graduates in the
program. This role will continue for the third
year of the program should the student pur-
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Figure 2. Skills Used in Supervision

Monitoring Group Instruction

Are you close enough 10 see the children’s faces?

teacher by you)?
f Trainee's Performance

f

Are you close enough to intcrvene without disruption?
Have the children been informed of your role (e.g., by the trainee, cooperaung

Are you focusing on the major problems and not plc]cy details?

emediation and Intervention Techm

T

Are you correlating student performancc with the trainee’s instruction?

Can you prioritize three major areas for assistance?

Are you using the trainee’s data on student performance to help in diagnosis?
Is the trainee giving mastery or criterion tests?

Is the trainee firming (or skipping) skills when appropriate?

___ Can you model the remed y or specific techmque yoursel£?
In light of the trainee’s current skills, have you chosen a remedy that he or she can

implement?

at another time in the day)? .

Arte you prov1d1ng enough pmcuce for the traince (.., before and after teaching,

Are you consistent in your recommendations?

____Are you following up in subsequent sessions to sec if the remedy i is mam[amed‘7

ey

Ver mmunication

Can you fade your direct assistance appropriately?

Is the rainee comfortable when you supervise and give feedback?
Is your feedback clear, concise, and specific?

Do you maintain eye contact?

' Do you check to make sure that the trainee understands the feedback?

Written Commuymnication

Are you limiting you recommcndauons {maximum of 3)?

L

Do the recommendations refer to learner performance?

__Are you reinforcing trainee 1mprovcmcnt”

Are your recommendations clear, concise, and specific?

Are you following up on your recommendations in later observations?

sue a doctoral degree.
The key principle in supervision: A focus

on the learner.. The feacher trainees partici=" -

pate in a one year practicum, and they are
systematically phased into increasingly dif-
ficult or technically demanding teaching
situations. Throughout this training, the
supervisor stresses learner performance as
the fundamental basis for instructional deci-
sions, If a group’s oral reading error rate, for
example, exceeds ten per story, it is likety
that the children need to review the lesson
rather than going on tothe nextone. Indoing
this, the group is continually firmed toa high
criteria. Similarly, mildly handicapped stu-
dents who falter for three consecutive daysin
performing a long division problem need to
review those steps in the strategy that lead to
the error(s). Direclinsiruction in the strategy
for working the type of problem causing
errors would be provided. Focusing on these

kinds of details throughout the year is what

leads to expertise in instruction and supervi-
sion. Teacher trainees. receive a technical
assistanice form (see Figure 3 below) after
- each observation by a supervisor.

Training in a consistent setting. The
quality of supervision training is largely
contingent upon key elements in the training
environment.
teacher mustbe able toexhibithighly quality,
direct instruction teaching skills, Because
our graduate students can supervise each
teacher trainee only two or three hours a
week, much of the responsibility for the
trainee rests with the cooperating teacher.
When we began our program five years ago,
we trained many cooperating classroom
-teachers in direct instruction and effective
‘teaching methods before their classrooms
were used as practicum sites. Withouta high
level of expertise from cooperating teachers,

The cooperating classroom -

training supervisors and tedcher trainees
wouId have been much more difficult.

AL second component that: ‘enhances the
‘training process for both the supervisor and

the teacher trainee is a consistent, high qual-
ity curricula, All trainees begin with com-

mercial direct instruction materials, thus

permitting the trainees and the supervisor to
initially focus-on teachinZ behaviors alone;
not teaching and curriculum design at the
same time. As they reach the middle of the
year, trainees start modifying or developing
curriculum o meet the particular needs of the

mildly handicapped students in their practica

sites. This process is closely monitored by
the supervisors at the sites and by a faculty
member who conducts the weekly practica
seminars:
Inservice Trammg and College
Teaching

At the beginning of the first term in the
program, our graduate students attend a two
week inservice program for new teacher
trainees. In this inservice, trainees are intro-
duced to the curriculum that they will be
using at their practicum sites and trained in
direct instruction teaching skills (e.g., keep-
g abrisk pace during teaching, mainlaining
a high on-task rate, maintaining a high suc-
cess rate, closely following the curriculum}.
Initially, our graduate students observe dif-
ferent training sessions and “back-up” the
mentor supervisors and faculty (e.g., monitor
practice sessions). In the second term, the
novice supervisor makes a presentation to
the entire group of teacher trainees and co-
teaches special training sessions (e.g., inter-
mediate reading for those teacher trainees
who will be in practicum sites where this will
be part of daily instruction). Eventually, the
inservice responsibilities extend to group
presentations and entire training sessions. .

Figure 3. Technical Assistance Form

Observation of: Date:

Subject Taught: _ Lesson:

Supervisor:

Well Implemented Teaching Skills: -
Following Formats Reinforcing Students
Maintaining a Good Pace .. Using Signals in Group Instrucuon
Correcting Errors ___ Giving Individual Turns

Firming Students on Weak Skills
Further Comments; '

Recommendatigns for Improvement:

A similar pattern is established in the
college teaching. Second year graduate stu-
dents enroll in two terms of practicum in
college teaching and work closely with a
third year graduate student — typically, the
instructor for the course — and a faculty
member, In this practicum, the second year
student will prepare some course materials
and deliver two to three course lectures.
Each activity is reviewed beforehand by the
course instructor, and lectures are critiqued
afterwards.

In the second term, the second year gradu-
ate student teaches the entire class, with
frequent visits by a faculty member. Lecture
style, appropriateness of class activities and
assignments, eic., are all critiqued. Not only
is the graduate student given the experience
of college level teaching, but also the oppor-
tunity 0 transfer the knowledge obtained

from..supervision-and .instructional . desxgn'.,-

coursework to lectures and activities in the
eourse. ‘This knowledpge goes well beyond
entertaining anecdotes, and graduates are
more likely to infuse lectures with specific
examples of errors mildly handicapped stu-
dents fypically make at different points in a
curriculum, methods for cormrecting these

“errors, strategies for teaching various skills,

etc. In this way, experiences in supervision
and inservice training fold over into college
teaching, allowing the praduate student to
use his or her supervision training in a
broader context

Research Training ‘
For those students pursuing a doctoral

“degree, a range of research activities occur

over the three years of their program.
Coursework in statstics, research design,
and a seminar in instructional research lay
the foundation. Next, they assist in at Ieast
one research project— eithera project being
conducted by a faculty member or another
graduate student’s dissertation. Throughout
thjs research practicum, the student helps
develop curriculum, measures used in the

study, and/or teach in one of the experimen- -

tal conditions.

The final research activity is the dlSSG[Tﬂ-
tion. The very nature of the program and the
interrelated experiences up to the point of a

dissertation make an instructional issue —

usually examined through an experimental
study — the most likely topic. Recent disser-

tation work has been in reading comprehen-

sion; math word problems, coaching tech-
niques for inservice training of paraprofes-
sionals, and instructional design. issues in
CAL - A dissertation of this kind provides

‘'students with the opportunity to merge the1r .
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. detailed knowledge of effective instruction

with research skills in a sophisticated fash-
ion. In virtually all cases, the dissertation
research has led to pubhczmon in a profes--
sional journal.

Conclusion .
The graduate program at IheUmvcrsxty of

Oregon trains special education leaders who - -
are knowledgeable in the day-to-day details " .
of instruction. The training — which tightly - .. .
weaves supervision, college.teaching, and .

research activities — is contingent upon thé:
commitment of a core faculty-to a specific
idea of instructional leadership, one that
seriously considers implementation of the
research on effective teaching practices by
both special and regular educators as a para-
‘mount concern. The program requires coor-

. dimation with the masters level special edu-

cation practica programs in directi instruction
‘forteacher trainees and lughly skilled coop- g
erating teachers in the local schools.

By focusing on the learner, the graduate
student in our program develops an under-
standing of the intricate relationships be-
tween the actions of the supervisor, the
leacher trainee’s instruction, and the per-
formance of the handicapped studenis being
taught. Training with this kind of focus
enables the special education leader to offer
detailed, effective solutions to instructional
problems that typically occur in the class-
room. These skills are essential for those
who retum to their districts aftera yearortwo -

“of training to act as resource consultanis, as .
-well as for those graduates of the doctoral

program who become faculty at teacher

. training institutions or take on administrative

positons in the public schools.
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— less time than lhe !east effective teachers, .
but still a substantial amount of time. Good -

and Grouws (1977), however, observed very
low amounts of developmenttime in elemen-
tary math classes. In fact, the modest goal of
their intervention program, designed for use
in several experiments, was to get teachers to
spend at least five minutes on development
before seatwork. - In another study (Gall,
Fielding, Schalock, Charters,
Wilczynski, 1984) in which time spent on
development was measured precisely, ele-
mentairy teachers were found to spend only
an average of 12 minutes on the development
phaseof their math lessons. By this standard,
the 29-minutes spent by the most effective
teachers was very substantial. Furthermore,
the effective teachers used the development
phase in ways that were likely to promote
learnin -allocating. time for review of
prevmuslyleamed content, controlied prac-
tice, and dxre.ctmg quesuons 1o many stu-
dents. -

The real problem appears not to be with
development, but rather with seatwork. The
Jeast effective’ teachers spent.only 5 minutes
" on'seatwork. This seems hardly enough time
for: students to'practice algebra skills, Even
the sixtéen minutes spent by the most effec-
tive teachiers does not seem excessive con-

1denng that the lessons Tasted 50 minutes.

Itappears then, that less effective algebra

and

teachrs spend too much time talking and. not-*
enough -time allowing students to practice.
 their algebra skills. The tendency to talk:

excessively was a phenomenon observed by -

Ksyilka (1969) in a study comparing verbal
behavior of algebra and social studies teach«

ers. He found that algebra teachers talked

much of the lésson, even more so than social
studies teachers.

The strong positive correlation for the
variable of variety was surprising. In fact,

during-data collection the observers com-

mented to each other that they were finding

litle evidence of variety of instruction
among the teachers they observed, Further

research is needed to better understand what -

variety of algebra instruction means.

Classroom management was found to_

have an effect on student learning in basic

algebra classes but not in the intermediate’
algebraclassesreported on here., Thislackof
effect can be explained by the characteristics
of students who take intermediate algebra,
Generally, they are collegebound students:

who understand the importance of obtaining

a sathfactory grade inthis course, Thercfore,

effective classroom management would not
be necessary to keep these students: lTlOLI-’
vated and on task.

The negative correlation for number of

students missing class is not surprising: if

students miss class, they have less opportu-
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g mty to learn and practice algebra skills. It 1s~ :
not clear, however, why students miss class::

Is it because of teachers’ management poli-

cies or weak instruction? Is it because they -
are doing poorly in the class and. so.find
_ attending class is aversive? Oris some other
‘factor involved? The  present study | does not

provide an answer to these questions.
A positive effect for lower-cognitive (i.e.,

'routme application) questions, approaching -
statistical significance, was found. Higher-"

cognitive questions were neither effective

nor ineffective. Since the criterion algebra -
test consisted entirely of items measuring
‘routing -application of algebra skills; lower-
cognitve questions would be appropriate for

fostering such skills,. We do nokknow what

types of instructional practices might be.ef- ..
fective if a test of algebra problem- solvmg_ g
had been administered as a criterion measure
oofachievement in the course. The observers
found virtually noinstruction in problem .

solving, so administration of such a test

probably would not have been appropriate in-

this study.
The many sxgmflcant correlauons ob-

tained in this study demonstrate the utility of
instructional variables found to be effective

in previous research on teaching. However,
the relationship of some of these variables to
student achievement gains was different in
this study than in previous research. It ap-

‘pears that a general model of effective in-
_struction, such as the direct instruction

model proposed by Rosenshing, may need to
be modified whenapplied toa parficular type

- of teacher (in this case, algebra teachers) and

a particular type of leamer (in this case,
motivated collegebound students). '
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