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John Woodward
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The Curnculum

- If nothing clse, the- rescarch on cduca- -
tional changc and innovation shows that itis -
crucial1o assess and evaluale howwellancw .~
curriculum, new technology, or new model

of tcaching is implemented on a day-to-day
basis by.classroom teachers. " The history _qf
educational innovation is-full of stories of

conceptually. clegant, complex educauOnal_-"
‘models thatworked well inlaboratory schooI{_-_'
Selings, “but were: ncvcr' 1mplemcmcd ina’

; ,'_-'scnous consmlcm |

room merucuom N

Development of the Program :

The . development of the- videodisc pro-
gram 1is- best understood in the contextof a
long history of successful curriculum devel-
opment and teacher trdining -by ils senior
authors. Since 1968, Engelmann " and
Carnine have bcen involved in Project Fol-

- low Through, onc of the the Jargest federally
fundeil experimenis in ‘carly education ever

“conducted. Their model — the Direct.In- -
struction Model — was deemed highly suc-

cessful in the independent cvaluation (Steb-
bins, St. Picrre, Proper, Anderson, & Cerva,
"1977).- In reflecting on what led to the suc-
cess of the Dircet Instruction Model in en-
‘hancing sudentachicvement, several factors
recurrently stand oul.

The {irst is a concern with mstmcuona]
design; the derails of curriculum (Engcl-
mann & -Carnine, 1982).. This process fo-
cuses on what many educators might con-

- struction -=='is: d:scusscd along with'an’ Cx="
ammaLmn of its'use in‘a range. o[ c!assroom '
scttings,: from high achlcvmg Lo resourcc'.'

sider mundane.decisions: the best wording

for teachers to use in demonstrating a new

skill; the most cffective way to correct stu-
dents’.errors; the most effective strategy for

introducing a concept; and the number and -
“range of examples necessary to insure mas-
“tery of a new concept.
The second concem is the close attention:

16 teacher behavior and classroom organiza-

““tion. What is.the appropriate pacing for a
lesson? How many qucstions should the...

tcacher ask students during the active teach-

 ing phaseof the lesson? What is the optimal
ratio of guided practicc 10 mdcpendcnt scal-,
“work aclivities? - - o
Fmally, a thrd conccm that cvenluaily

‘Carnine, & Woodward, 1987)....

- Yet when the. xmplcmcnmuon o[ Dll’CCt-.
Instruction” over ‘time- was closely sludled

Carnine. (1984) concluded - that. in- many

ways, the dcmands that well-implemiented -

Direct Instruction puts on the teachers were

. 100 great — in‘terms of both the armount and

the intensity of weaching. The frustration

with cffective, but labor intensive instruc- .
tional practices we had worked with led o
“technology. ~Technology, it appeared, of-
fered allemative ways .to increase aclive -
~teaching withoul the-excessive costs assocx» .

ated with lraumng and supervision.

Overview of the Videodisc Curriculum
In Theory-of Instruction, Engelmann and
Carnine (1982) attlempt lo provided a more
‘detailed analysis of how 1o teach concepls
and stralcgies effeclively to students. They
devote a significant portion of their book 10
the initial phases of instruction — the place
where students are most likely 1o become

Continued on Page 7

August 8-12 »
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June 27-29 ¢ Arlington Heights, Ilhnms
August 1-5 * Eugene, Oregon
Kansas City, Missouri
August 15- 19  Salt Lake City, Utah

Information in this issue on ADI Summer Training Conlerences and Instltutes.-
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1ly ‘principle”a, concern. for ‘developing a-
“feasible ‘classroom intervention. (Gcrslcn :

Direct Instruction

- Editor's Note: In this issue we prescnt three views ol the "battle” between the Whole
Language approach and Direct Instruction. One view comes [rom a school psychologist in
Ithaca, New York (Chuck Baxter). Another comes from a principal and teacher in Canada
(Terry Dodds and Fay Goodicllow). The third is by Ziggy Engelmann in Eugene. Let us

know what you think.

N The Battle of the Day

Acritical analys:s of the seven strategiesusedin the Whole Language ap-
proach as they are contrasted with some principles of Direct Instruction

by Chuck Baxter

- School Psychiologist

Ithaca, New York

The’ bau]c of 1hc day 1-

_ 1!0!’15‘ OR dowe accept approx&mauon of the. i
. whiole-and promote an unobservable “self-
“ gorrective™ feedback communication; that -
~‘will gencrate a swell of magical synthesis of
- understanding? I call this battle the batle

‘between the Direct Instruction (DI) approach

1o general-case lcarning -to -rcad and the
Wholc Language (WL) approach.* -

In what follows, I will discuss someofthe
stralcgics emphasized by cach of thesc ap-

~proachgs and the problems that may develop
- accordingly.

Immersion. Immersion is 2 stralegy most

-cmphasized by the ‘Whole :Language-ap- -
‘proach. Immersion may be the most visible

strategy of the WL approach. ‘The.intcntion
is to flood the classroom with a synthesis of
tanguage. The aim is an integration of skills
by teaching many simultanegusty. For ex-
ample, teaching the child 1o break-the-code
inreading is donc in the context of meaning-
ful content. Consequenty, as the lcamer
leamns 1o break-the-code, he is also being
taught comprehension and the structures of
ariting. In operation, the reading of storics

‘o students, the access of many books, the ac-

tive mixing of reading and writing are some
visible examples of immersion, Immersion
may. have integrative advantage at certain
stages of learning.

DI programs do not automatically incor-
porale immersion activities around ail DI
praclices, although many are built-in. Prob-
lems could develop in some inlegration of
skills, as in reading and spelling. In either
approach, immersion Jargely happens as a

* Editor's Note:  Underlying Lhis “battle”, but not ex-
plicitly -stoied, is whether ‘decoding-is--an- essential
preskill ko comprehension which should be Laught first.

10 dcmnnmc lhe ‘

result of the initiative of the tcacher. While it
is onc of the {irst goals of the-WL approach,
emphasis is placed first on icaming each skill

by. itself: in: theDI approach. - -However, T -
_pcrsonaliy havencver known aneffective DI
" teacher who dcrralcd immcrsmn m__‘l.cach— &

Employment..
approach cmployment is‘ claimed 1o be a
morc sophisticated conceptihanpractice, for
ithas anadded quality ol meaningfulness. In

- other words employment means “meaning-

ful practice™. In action, this means thal
reading is a-situation where al! children.arc
viewed as rcaders, as they arc viewed as
wrilers, spellers, and 1 supposc mathemati-.
cians, regardless ol proficiency. For Lﬁc less

‘polished reader, approximations arc ac-

cepted, assuming that by receiving conlex-

“tual feedback (picturcs-and words), eventu-
~ally, over a period to Lime, through a process

of self-corrcctions; the reader will become
proficicnt. The tcacher operates as a kind of
catalyst, who asks a serics of divergent ques-
tions which arc (o act as an aid to thic Icamer

~"an their yellow brick road to self-corrective

proficiency.

The counterpart to WL's ecmployment arc
the DI concepls of precorrected practice of
new leaming, cumulative introduction of
new mcmbersof arelated set, and distributed
review of older learning. DI precorrected
practicc of new learning establishes mastery
with minimal errors. Cumulative program-
ming (adding new members loasctonlyalter
previously introduced members reach crite-
rion) insures that cssential discriminations
are learned. Distributed review assurcs re-
tention of old learning that might be inter-
fered with by ncw lcaming. Problems may
develop where it is not acknowledged thatall
leamers do not need the same amount of
practicc or review. If this difference is not

_ rccogmzcd some children may be held back

Continued on- Page 3
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make itd very ‘”SEbIC'Part of thlr'lmcgraic d L
classroom npcrauon :
“In: lhc Wholc Language :
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Direct Instruction
Model Receives Follow
Through Grant

The University of Oregon’s. Direct In-
struction Model and four sites have been
funded for a new round of the Follow
Through Program (the 20th year). The em-
phasis of the 1988 federally funded program
will be on demonstration and dissemination
of effective teaching practices for low-in-
come students, A strong educational compo-
nent will make educators aware of the per-

formance of students, and also let them know

the steps involved in adopung specific pro-
gram components,

The keys to effective demonstration and
dissemination are well-implemented class-
rooms and strong local leadership. With
these keys in mind, the Direct Instruction
sponsor selected sites that. have: a) strong

Ieadership; b) a history of effective programs:

for low-income students; ¢) an administra-
tive structare that is designed to provide the
staff development, supervision and .sched-

ules that would bé required for model imple- -
mentauons and d)astrong data-based orien- -
tation  to demsmmmakmg “The:local sites ~
that'have been selected by the sponsor and:
that have been funded are: Bridgeport, ‘Con- "
necticut, Camden New] ersey,Dayton Ohlo'

_ 'and Sea tle, Washmgton P

Key S$DONSOr - personnel are” Slegﬁ'led:::ﬂ

Enge]mann and ‘Doug: Carnine (co-direc-

tors), Phyllis Haddox (project coordinator), *-

- and, Russell Gersten' {project evaluator and
“Acting as.. -
teacher- h'mners/consultanls ‘will ‘be Jane

research . design - consultant),

Fmeberg, Paul McK.mney, and Susan Dixon.
-Also furided is The Efféctive School Prac-

tices Model that will utilize Direct Instruc-

tion programs for the instructional compo-

nent, Their sitesare: Flippin, Arkansas, East .
~Las Vegas, New Mexico and, Flint, Michi-- .

gan.
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.'J ob Opportunities

Japanese English Language School in

-—'Osaka, Japan, is looking for 5-6 outgoing

Direct Instruction teachers at the elementary
and high school level. University graduates

in education who have T.E.S.L. experience
are preferred. Preference will be given to.

those with recreation training. For more de-

- tails please contact:

Tom Besson

2505 Madison St.
Eugene, Oregon 97405
Phone (503} 683-2727

Openings for qualified teachers with dual
certification, regular elementary with special
education endorsement. Mountain View
Elementary School is a 750-student unit of
Lake Washington School District in Phoe-
nix, Az. The.school curriculum includes

" Reading Mastery I-VI, DISTAR Language I,
- Spelling Mastery A-D, Expressive Wriling,
“Small class size, teacher aides, effective

school-wide classroom management com-

".ponent and ongoing staff development. For

information contact:
- Dr. Joel Davidson, Principal
- Mountain View Elementary School
1502 ‘W Mountain Vlew Road
: Phoemx AZ. 85032
honc (602) 866-5232

;Doctoral ‘and’ Postdo¢ioral (Sabbaueal) ﬁ-
‘nancial support available- for two special
-education programs;.

. InsnucuonalLeadersth/Supervmon'
i f ).~ Target 2 teaches seven more letter

+ ~Computer Technology and Instruc-
-tional Design’

-Stanmg as early as Summer, 1988. For
- details contact: .

Doug Carnine '
Division of Teacher Education

- “College of Education -

University of Oregon
Eugene OR 97403

The Dlrect lnstmctlon News is pubnshed Faf[ W'nter Spnng and Sum-

mer, and is distributed by mail to members of the Association for Direct
Instruction. Membership and subscriptioninformation may be found onthe
Readers are invited.to submit aricles for
publication refating to DI. Send contributions to: The Associationfor Direct

Jlast.page of this newsletter.

Instruction, P.O. Box 10252, Eugene, Oregon, 97440. Copyrighted by ADI,
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Jobs—Continued

~ Cottage Grove, Oregon needs a gdod
Superintendent. Present one retires 7/10/88.

. -Nice small town in beautiful environment.

:Budgets are hard 10 pass and the educational

. - 'system needs to be improved. Submitted by

. Don Steely (concerned parent and ‘DI au-

* thor). Call (503) 942-8444 for any informa-

- tion’I can offer. For application mfomlamn
_contact:

~South Lane School District
- 455 Adams
_Cottage Grove, OR. 97424
. Phione (503) 942-3381

| Mastery Requested

Research Data on Reading 1

There have been several requests from
the field for-research on using Reading
Mastery (any level) with higher-
performing studenis. If you have any
relevant data please forward them, along
with any other relevant information, to
the Editor, ADI News, PO Box 10252,
Eugene, Oregon 97440,

Our goal is to review what is sent in
and make it into a story for publication in
the ADI News.

Congratulations, Dr. Stein!!!

Software Review-“Let’s Learn Phonics”

by Rose Allinder

) Peabody College of Vanderbilt University

Let's Learn Phonics is a sofiware pro-
gram that offers teachers a management sys-
tem when teaching phonics skills. ‘It was
designed for young leamers and-stidents
with special needs, not as a main-line phon-
ics instruction program for the classroom.
The program allows teachers to collect and
analyze data on students’ performance. The

_data consist of the number of correct and

incorrect student responses on 40 target in-
structional task clusters.

The -targets cover the followmg phonic
skills:

a. Letter sounds for iower case and capxtal-‘ -

letters.

b. Consonant—vowel—consonant words with
lower case (e.g., fed) and capital (e 2.,
Fed) initial letters.

: : ‘ _‘c ‘Words containing initial (e.g;; skzd) and i

- final (e.g., limp) consonant blerds::

'd. Words containing a modified vowel or

-~ final-e (e.g., fine).

¢. Words contammg digraphs (e ., }omt)

Target 1 teaches six letter sounds (@mts

sounds (o g { hr ud). The targets 3 through
9 apply these sounds to word reading. -The
program progresses through targets by intro-
ducing new words, blends, or digraphs and
then word-sels to practice using them. Capi-

-+ tal letters and the final-e rule are also in-
cluded. The teacher can view student prog-

ress on either an individual or class basis.

" Let' s Learn Phonics also offers a procedure

for placing the student at the correct level in
the program and for generating printouts of

. practice words for the students. Each target

is approached at first with an emphasis on

- accuracy and then with an emphasis on flu-

ency.

The' program consisis of ﬁve -compo-
nents: previous results, warm up, test, prog-
Tess chart, and practice. Only. two compo-
nents, test and progress chart, are described

- as “essential”; the other three are described

as “optional”. The teacher would use the test

component as a probe measure to obtain
information about how well the student is
doing on his or her current goal. The student
reads the words appropriate for that goal as
they appear on the screen and the number of
the correct and incorrect words read is re-
corded automatically by the computer. This
is actuated by the teacher as she presses the
“return” key if the response is correct and the
space barifincorrect. Afterreading the setof
sounds or words, the student is shown his or

" her graph and sees the bar chart going up to
~ the number correctly read. The student also

sees either a smiley or frowny face, depend-
ing on his or her performance.

A major advantage of Ler's Learn Phon-
ics is the ability to collect, analyze, and store

. data for 20 individual students. 1t allows the
‘teacher to use individual progress charts as

well as class profiles. Other advantages are

the procedure for placmg students at the
R appropnate starting point in the program and

the printout facilities (pracm:e suggestions

-and student records). . A particularly nice
“feature of this program is that the practice
.. Suggestions are based on each student’s cur-

rent performance in the program.
It should be stressed that this program

-can only be operated on a one-to-one basis

with a teacher or aide. ‘This severely limits
itas a drill and practice or tutorial program.
Another limitation is the manual which gives
a minimal amount of initial directions for
using the program. Teachers are left (o leam
how 10 use the software by practicing on it.
Teachers may also find it necessary to add
systematic review of skills taught earlier, as
new skills are added.

Let's Learn Phonics is designed for IBM
and “true compatible” computers. This is

- important to note because most classrooms

that have computers have Apples, few have
IBM or compatibles; the program did not

. work for reviewer when used in an IBM
- compatible,

Overall, Ler's Learn Phonics is a good

teacher management program for teachers

who wish to individualize their phonics pro-
gram, :

support.

DI Vldeotapes Requested

The Association for Direct Instruction is soliciting video tapes of Direct In-
struction lessons for use in Direct Instruction Workshops. We would like
members to send us tapes of themselves teaching a lesson from any DI program,
along with a note indicating that ADI may use the tape in workshops. ADI will
promptly copy the tape and return the original to you. We are looking for tapes
thatdoa “pretty good” job of demonstrating DI lessons with any type of students
at any age group, but we-do not expect (or desire) “perfect” demonstration
lessons. These tapes will be of immense value 10 ADI. Thank you for your




.. .guage. “for explammg faily
' :'_knowledg'mg it ‘or” blaming the leamer'

Whole Language—The Battle of the Day—continued from Page 1

in leaming and some may be just pushed
through the tasks and not master them. The
DI approach seeks t0 minimize errors as a
route to faster learning, The WL approach, in
emphasizing the role of meamng, may ireat
errors ascorrectresponses. (See Approxima-
tion below.)

Responsibility. The third strategy is re-
sponsibility. The WL campclearly places the
responsibility for learning to read on the
child. They confidently state that if the
teacher expectsall children toread, and if the
learner takes responsibility in an atmosphere
of immersion, self-correction, demon-
stration, and approximation, all will read,
just as all learn to walk and talk, WL people
quote psycholinguists who state that it is
easier 10 learn 1o read than itis to talk, but we
expect children to learn to talk. The implica-
tion is that when we expect children to leam
to walk and talk we have a nation of walkers
and 1alkers. Therefore, WL people say, it is
logical to assume that the reason that we
don’t have “a nation of readers” is simply
becanse we don’t expect it and don’t give the
learner the opportunity to take responsibility
for learning to read. So what happens to the
third grader who is praised for guessing and
is at best getting only a distorted gist of the
message? This, WL people explmn is ac-
ceptable as long as the learner is taking
responsibility for his improvement, or lack
of it, and that he is “viewed” as a reader.

“The DI protagonist, on the otfier hand,
places the position of responsibility for
learning to read on the teacher. - There. isa
saying in tie DI camp, “If the learner has not

" leamnedit, the teacher has not laught it.” ThIS
_means that Lhere 1 '

. Usually, itis more common for clinicians to

" blame by labéling ‘thie learner, and for WL~
" “mnnn” if the proper discrimination training

 proponents just niot to aclmowledge failure.

For example, I once heard a WL person say

to me, “There is nio such thing as a person
who can’t spell. Some spellers just spell
differently.” There was another circum-
stance where a WL advocate said 1o a group
of teachers, “Don’t be concemed about the
mistakes children make in reading as long as
they get the gistof it.” Another WL supporter
said to me once, about a nine-year-old re-
peating third grader, “Don’t worry, this boy
will read when he isready.” The DI practitio-
ner assumes that when there is no precorrec-
tive feedback given, when the learner misin-
terprets relevant detail, the teacher is being
an u-responsible observer watching the
learner flounder in confusion.

A WL speaker once said 10 a gToup of
teachers, “Don’t take the ambiguity out of
instruction. Life is full of ambiguity. You
protect the learner from the realities of life
when you eliminate these ambiguities.” To
the DI teacher, confusion in learning is cer-
tainly a reality, but not a reality that provides
some kind of richness, but a reality that acts
as a primary deterrent to understanding ofa

-room. in in the DI lan- o

concept. Consequently, when theWLpropo—
nents promote situations where “getting the
gist a concept” is accepted and encouraged,
they may be fostering circumstances where
the fearner is taught mistakes that will even-
tually have to be unlearned. The DI teacher
views it as their responsibility to precorrect
for possible errors by developing flawless
instructions. Ifthe learner makes mistakes in
the presence of flawless instructions, the DI
teacher assumes responsibility for develop-
ing corrections based on the type of mistake
the learner is maldng.

Approximation. The next sirategy to be
discussed is approximation. People in the
WL camp state that wherever the performer
exhibits any approximation to the right an-
swer, this approximation implies compe-
tency. The DI theory explicitly recognizes
when reinforcing approximations is helpful
and when it is not. For example, in leaming
motor skills, such as cursive writing or high
jumping, reinforcing better approximations
will help shape progress toward the terminal
response goal. Some motor responscs are
better or poorer. than others and remforcmg
the better approximations helps in improving
the response. However, when identifying
symbols or concepts instances (discrimina-
tion learning), the responses are right or
wrong. Accepting approximations (house
for horse) is equivalent to reinforcing wrong
responses and creating a need for corrective

teaching. Accepting approximations in dis-

crimination learning is most likely to occur
with examples where the terms overgenerali-

zation, undergeneralization, and misrules

could be used 10 describe the errors.

 Overgeneralization . occurs ‘where. the -
_'.'--;1eamcr judges that two similar situations are -
'{'members ‘of the same ‘class when in reahty'

“ they are not. If the learrieris taught tosay the

sound for n, on encountering m he maght say

is not prov1ded Similarly, cop and cope
might ‘both be decoded with the “short”
sound for o without proper discrimination

- training. Another type of discrimination

mistake is an undergeneralization error. In
this case, the learner judges two situations as
members of different classes, when inreality
they’re in the same class. The stdent is
tanght to read @ and a as the “short” sound
of a, but not a2 and A. When the Jatter are
encountered they are treated as not-a.

The WL proponent says life is ambigu-
ous; that we should leave these ambiguities
in instruction so the learner may experience
those ambiguous realities of life; that we all
learn from our mistakes, It is true that in
those situations where there are consistent,
immediate, and overt conséquences, we
often do learn from our mistakes. However,
it’s very likely that in early language learning
sitnations, where appropriate generalization
is dependent on subtle discriminations be-
tween similar situations that are to be treated
differently, the learner will overgeneralize. It
is also logical to expect that in those sit-

10th Annual Kalamazoo Direct Instruction Conference

August 8-12, 1988 - Keynote Speaker-Doug Carnine

Training and Information on all available O Programs.
For mora information contact:
Mike Vresland
2324 Crane Avenua
Kalamazoo, MI. 49001
(616) 343-1165

uations where examples appear different that
in fact are the same, where the learner is not
getting consistent feedback to help to accu-
rately identify the sameness, that the learmer
will more frequentdy undergeneralize.
Finally, where the focus is on self-correc-
tive feedback, where there is no pre-
corrective feedback communication system
to prevent the leamer from mis-cueing on
irrelavant attributes of a set of examples, the
learner is likely to learn a misrule (freat an
irrelevant feature as an essential feature).
Forexample, if in all examples of main idea,
the main idea is stated in the first sentence or
the first paragraph, the student is likely 1o
learn the wrong concept of main idea,and not
be able to find the main idea when it is
elsewhere, or not explicity stated at all.

Demonstration. Of the seven strategies -

that are used as guidelines in the develop-
ment of the WL classroom, the demonstra-
ion strategy may be the most powerful asan

aid in presenting an understanding of con-

cepts. Demonstration is showing the learner
by example what a concept is. If the concept
is todevelopa nation of readers, for instance,
the WL teacher demonstrates reading by
reading to the class or maybe independently
reading a book, during students’ independent
reading time, If the concept is to develop
writers, then during the writing hour the
teacher writes during that peried when the
children are writing. It presents a picture 10
the student of reading and writing as anatural
act, In this fashion the WL teacher demon-
strates a picture with which the learner iden-

-tifies. It becomes an action that “natura]ly

becomes part of the leamer.,”
‘For the DI teacher, the connterpart fo the

responsé to a series of concept examples and
non-example, and then leading the learner
through a series of examples, the leamer
discriminates the critical concept features.
Finally, the leamer is tested to assure the
teacher that the learnar hasachieved mastery.

In the WL environment, generalized
mastery is assumed as the demonstrator’s
behavior is assimilated by the learner. In the
DI environment modeling is more simply the
initial siage of the presentation of examples
of concepis or procedures.

Feedback and correction. The last two
strategies, which were occasionally referred
to earlier in this paper, are feedback and
correction. As a point of reference, the cor-
rection condition isreferred to as seff-correc-
tion by the WL people and pre-correction or
corrective feedback by the DI advocate.

The WL enthusiast vaguely describes
feedback as something that always immedi-

ately happens irrelevant of the situation. Of

course there are circumstances where the
learner always receives immediale reliable
feedback. For example, in learning to ride a
bicycle, if the learner leans too far on a turn,
something immediately happens; he falls. In
the case of the learner learning to shoot
baskets with a basketball, he shoots and the
ball goes tothe right of the target. Thelearner

getsimmediate feedback, and he accordingly

adjusthis shooting posture. In the case where

. the Jearner guesses wrong on a word in read-

ing, however, the learner does not necessar-
ily get an immediate cue for self-correction

- providing . it.
demonisiration condition is a more precise rected ” communications,
-jmadehng response and/or prescnnng con-
‘cept examples. ‘The DI teacher assumes that -
* the learner has the capacity tolearn any basic

“concept. So, by first modeling the correct

unless a person gives it to him or her,

It is fairly well known that there are two
common factors among learners who make a
high frequency of mistakes while attempting.
to learn, One is that they are more easily
confused, especially, by similar simations
that are different; the other is that they are
easily distracted by the irrelevant. Conse-
quently, the fast leamning student of the WL
teacher, who is infrequently distracted or
confused, who successfully and responsibly
self-corrects by selective feedback will basi-
cally teach himseif to read. It is these circum-
stances that make for amarvelous scene, But
what of those learners who become more
confused by these ambiguous situations?
‘What is left for these children? Are they of a
different sort who can't take responsibility
for themselves? Are they the ones who need
to be labeled so they may receive a special
service for those “who are not in a position 10
teach themselves"? The argument for creat-
ing an environment where there is immer-
sion, demonstration, synthesis, and congru-
ence in learning is that it establishes a more
enriching environment. But where these
strategies are the primary or total focus, the
dangers are blatantly apparent. At worst it
becomes a process for sorting between those
children who are essentially able to teach
themselves and those who need to be taught.

"1Is this what we are about in education--

sorting?

The DI teacher, on the other hand, as-
sumes that if there is always going to rele-
vant, consistent feedback in academic learn-
ing, the teacher must take responsibility for
:5{He assumes-that pre-cor-
‘communications -

“whére ambiguity is ehmmaled and replaced
“ by clarity, become a most effective aid in the

development -of ‘a high degree of under-

“'standing of original leaming, Which in turn

leads to the positive transfer of those under-

-standings or generalizations to the leaming

of new genenalizations. The DI specialist
views the learning of mistakes as a deterrent,
not as a method of achievement in academ-
ics. Conmsequently, there is a great deal of
emphasis on the sufficient practice and sys-
tematic (distributive) review of carefully
selected examples, both in teaching demon-
strations and in the leamner’s independent
work. Finally, in a successful DI set-up the
Tearner exhibits a 70% first-time correct
performance. Under those circumstances
where the learner makes mistakes, appropri-
ate correcive modifications are made ac-
cording to the type of mistake the learner is

- making. These corrective procedures usu-

ally prevent the learner from making the

.same type of mistake in the future.

So in summary, | view us at a crossroad.
‘What do we do? Do we, according to our
orientations, retrench, reload, and attack
each other from the flank? Do we wean out
old generals of the opposing line by giving
them early retirement, and sori out the re-
search that supports our separate causes and
presentan old cause asanew line? Ordowe,
for a change, collaborate efforts by combin-
ing the best of each approach and develop a
synthesis of models that will serve all.chil-
dren? IF the real war is against failure and -

" non-flourishing learning environments, isn’t

it possible thatif these two approaches joined
forces that their combined eﬂ'ort could win
the war?
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I ntegrating

by Terry Dodds, Principal
Duorrance Elementary Schoo!l
Fay Goodfellow, Teacher
Saanichton Elementary School
Saanichton, BC, Canada

~ “Ideal teachers are those who use them-
selves as bridges over which they invite their
studentsto cross, then having facilitated their
crossing, “joyfully collapse, encouraging
them to create bridges of their own.” This
quote from Leo Buscaglia’s book, Living,
Loving, and Learning, describes the process
we hope to share with you in this article. It
appears 1o many educalors that there are at
least-two conflicting philosophies to teach-
ing ‘language arts—Whole Language and
DirectInstruction. From our point of view as
classroom teachers; we feel that the children
are often the casualties in this “war™; but we
must always put the child first. We need to
adjust our instruction to ensure that children
are’ successful, both in the school enviren-
ment, and later, in the “real world”, as they
move forward with sufficient skills to meet
the - challenges of living and working in
tomorrow’s saciety.

“'We find it difficult to disagree wuh the
following statement made by Goodman and
Watson in their article, “A Reading Program
to Live With” (Language Arts; Volume 58).
“The overall instructional program must .
place reading in its proper context. The
.instructional procedures and materials must
lielp.students focus: on meaning for them-

B selve 'asreaders/mmkers thisisbestaccom-

- plished by im ersion in 4 total language arts .

i Pr '“, _hka_hstenmg, speakmg,,:
':::7, It is: Lherefore 1mportant to: keep readmg a
= ‘mucha’ part of thq_total curriculum as-pos-
- sible;-and not an isclated. twenty=.to sixty-"

~mimites daily lesson. When'teachers keep in:
- mind that they .are teaching reading when _

they are focusing on social studies, science, - whereas the Direct Instruction tcacherplaces
artor literature, it helps their students under- =

stand that reading is'a functional part of
everything one does in a literate society.”
 However, our experiences have proven
that if you eliminate -those daily 20 - 60
minute skill lessons, many children do not

ever become efficient, effective, and confi-

- dent readers.. We-believe a toral language
arts program must include the specific teach-
ing of reading skills asa part of the integrated

- whole." Sequentinl and meaningful instruc-

. -tipnis mandatary :

» Whole . Languag {heory is based on

. children’s’ reaction {9, literature. . Direct
 Instrictioni’s-goal. is- to teach the action of
reading, so that once cluldren have the neces-
sary skills they may Lhen £0 on 1o react to

- what they have read, applylng their knowl-

» edge and skills to new situations. Our expe-
 rience with - the typlcal Whole' Language
~ reading, programs is that lhey begin with
- children reacting to print; often from listen-
mglotheteacherreadthestory The students

rarely have the oppormmty o initiate that =
most lmportant_‘mt' action between student . _
anc T :-:The reason we con- .

, tmue lo have thc Dlrect_mslmcuon model as

the core-to.our classroom programs is be- L
_causeitteachesthe skills the childrenneedto

have in orde.r to meet lhe pnnted page inde-
' pendently '

‘Wehave found o oLher programs tobeas :
efficient ‘and effective as the Direct

'hole Language With DI

Figure 1. Whole Language Model without the Addition of Direct Instruction in Decoding Misses a Critical First Step.

1. " AcTioN oF READING" /

Decoding (Included in DI,
. but often left out of whole
Ianguage approaches.)

N

il

W L

Child active participant in leaming process
Skills taught in relevant manner

Strategies

Themes

Literature

Subject integration

Variety of literature forms .
Integration of writing precess with reading
Research skills

Emphasize: literary appreciation and inter-
pretation

Analysis of content and style
Interpretation of complex characters and
stitings

Experience with a variety of hl.erary
devices

Teacher models reading behawors

“DIRECT INSTRUCT]ON MODEL

UAGE MODEL -

N

2. "REACTION TO READING"
Comprehension and literary skills

Instruction Reading Mastery programs in
teaching both beginning and more advanced

. decoding skills.. For that reason, our initial

primary-reading programs focus almost en-
tirely on Reading Mastery I, II, and the Fast

~ Cycle programs, as this is the point in most

children’s development when their language

- skills are often considerably more advanced
than their decoding skills. For the purpose of
" 'this - discussion, we. define: the ‘Action -of
‘ Readmg as:DECODING: the pnnted page into..
meanmgful text ‘to. which-the student.can .~

eact: In'most Whole Language classrooms n

lthe teacher starts the reading process by hav--
.-__mg the chx!dren react to the meaning inherent
“inthe wntlng 1Inthis process the teachet ‘may
- or maynot teach the specific skllls necessary

for the. Action of Reading | (Decoding),

process (see Figure 1). Once the children can
successfully decode the words and sen-
tences, the Direct Instruction teacher then
continnes with the necessary instruction for
the children to react to what they have read,

developing the necessary comprehension

andliterary skills needed to be literate. Atthe
same time langugage comprehension is de-

velopedinthe DISTARLanguage programs,
Using this approach, we believe that we now
‘have a truly holistic approach to developmg
hteracy—-—students who can both-perform the
-action of reading, as well as effechvely react

toa variety of forms, including literature and

".content materials such as Social Studles and .

Science tests and manuals, _
. Direct Instruction teachers need not feel
defensive about teaching the components

found in'the middle column of the diagram as

approach—these components form an inte-
gral part of Reading Mastery and are specifi-
cally and effectively tanght,

The more experienced teacher may intui-
tively know thata decoding skillscomponent
must be added to the reading program. The
inexperienced teacher generally “may fol-
low the guide book," thus depriving students
of the .opporiunity to become independent
readers.

_The, reahty of Lhc s1tuat|on is that the
quahty and quantity of effective instruction,

- varies considerably from classtoom 1o class-

room. . Not only must. we teach students so
that we are operating comfortzbly within our
own “philosophy”, but they must also have
the necessary preskills to sirvive in the next
classroom. - We have an obligation to teach

these skills, at the beginning of the reading .being exclusive o the Whole Language Continued on Page 5
Figure 2, Long-Term Plan Using an Integrated Model
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Integrating—continued from Page 4

each child we meet as cffectively as possible,
while preparing them for the reality of situ-
ations they will be moving into, For this
reason, we have chosen to integrate the skill
development of Direct Instruction with the
extended activities and less controlled con-
tent of the Whole Language approach. We
would hope that the children we teach wiil
have a sound skills base and the necessary
attending skills which will make them effec-
tive learners in the other classroom environ-
ment to which they will be exposed. Like it
ornot, childrenneed survival skills ineduca-
tion!! .

How does one go about accomplishing
this schizophrenic task of integrating Whole
Language and Direct Instruction models?
The answer is by careful planning and effi-
cient use of teaching time.

We would like to share with you cur long-
term planning for the class Terry Dodds is
currently teaching. Before embarking on
long-term planning, it is important to know
your class. Terry’s present class consists of
a split grade 4/5 classroom in a rural setting.
The range of achievement on the Canadian
Tests of Basic Skills, administered the previ-
ous spring produced scores in language arts
from the 4th percentile to the 93rd percentile.
Approximately half of the students scored
below the 25th percentile in language arts.
Two of the students scored above the 80th
percentile on these skill-based tests. At the
beginning of the year most students, includ-
ing those at the higher end of the achieve-
ment scale, exhibited very poor attending
skilis during instruction.
appeared to be frostrated with the materials

they were working with,“and were i fier - -
in 1nterest inthis storyled tothe development of -

a' mystery and suspense theme.: Activities
~were planned in'all the the four main strands

“opinicn ‘not: expenencmg ‘much: success’in

language arts; The focus of Terry’s atiention -

the first two to three weeks of school was on

establishing proper attending skills and work.

habits to enable the children to successfully

participate in the classroom activities as ef-

fective and efficient leamers. During this
time, she identified three specific groups of
readers within the class; beginning readers
{those with minimal decoding skills, place-
mentlesting into Corrective Reading Decod-

Many students’

ing B, L. 1), developing readers (thosa stu-
dents who had some decoding and compre-
hension skills, placement testing into Read-
ing Mastery IV), and independent readers
(those students who were competent readers,

- placement testing into Reading Mastery V).

It should be noted that all groups were cross-
grade groupings, having students from both
grade 4 and grade 5.

As illustrated by Figure 2, you will noie
that the core instructional program for each

- group is a Direct Instruction program. Cor-

rective Reading B (Decoding) is the core
program for the beginning readers. They
also receive instruction (with coaching) in
Reading Mastery IV. The core program for
the developing readers is Reading Mastery
IV. The independent readers are placed in
Reading Mastery V. Both the developing and
independent readers receive specific instruc-
tion in spelling using the Spelling Mastery
Program, Level C. The spelling program for
the beginning readers is integrated into the
word-attack portion of the Corrective Read-
ing lessons.

The Reading Mastery programs them-
selves have a thematic approach to their
planning. Terry has extended this approach
to provide an integrated model, encompass-
ing Social Studies, Science, and Literature
themes. The use of themes allow the studenis
time to internalize and apply the skills they
have leamned in relevant situations in content
areas making language arts instruction an
integral part of their school experience.

The following (and Figure 3) illustrates
the contents of one of these Lhemes My.rtery

and Suspense,
Reading Mastery Vconlams the story The
Secret Cave by Joyce Mann, -The studenis

of Language Arts; listening, speaking, read-
ing, and writing. All students completed
some aclivites in each strand. Sharing time
allowed all students to benefit from each
others’ projects. As well, the theme provided
opportunities for inlegration into other cur-
riculum areas, such as Art, Math and Com-
puter Science. .

Continued -->

Figure 3. Mystery and Suspense Theme

LISTENING

Jacob Two Two Meeis the Hooded Fang
(Richler) -
Murder on the Canadian (Wilson)
Watcher in the Woods (video) :
Taped Mystery Stories (student produced)
Audience
WRITING

Scripts for taped mystery stories
Anthology of class mystery stories
Haunted house journal
Posters for Secrect Cave
Art Show/Auction
Entry Forms
Announcemems> Word Processed
Letter to judges
Thank you letters
Bake Sales notices
Class Bank Account- forms

Speaking
Taped mystery stories with sound effects
Discussion/Analysis of TV media/print
= Visual effects
» Sound effects

(SPEAKING CONTINUED)

« Characterization

Shared Reading

The Visitor (Ian Serrailier)

. 0ld Devil Wind (Bill Martin Jr.)

= Sound effects

Brainstorm recipe for Pirate Punch
Invitation to classes to submit art
Plans for art show/division of tasks
Open class bank account

Purchase supplies for Punch

Count and sort money eamed

Role play of auction and auctioneer

READING

The Secret Cave (Reading Mastery)
Alsion's Ghost

Proofreading challenge

Shared reading

The Visitor

Old Devil Wind

Bank Account forms

Silent reading of self-selected materials

-such as Reading Mastery, Corrective
Reading, orSpelling Mastery , we followthe |

. the next grade, our experience has been that

Theones Theories,

" by Sieglried Engeimann

University of Oregon

Most theories associated with a subfect

like reading are simply prejudices; and like

prejudices, these theories have a strong
immunity to facts or the basic cannons of sci-
ence.

The Intermational Reading Association
(IRA) has historically been a consistent
supporter of theories that should have been
discarded before they were proposed—if we
use either data or logic as a criterion for
accepting a theory. Possibly, the various
theories, and resulting practices, endorsed by
this body are accepted because they usnally
flarterteachers, and at the same time, exoner-
ate them from being responsible for student
failure.

The quintessence of inadequate theories
is one promulgated by Kenneth Goodman,
past president of the IRA and a self-styled
“linguist.” Goodman's theoretical contribu-
tion is the “Whole Language” approach for
teaching reading. The description of the
theory is replete with romantic terms that

apparently make teachers feel good all over.

(such as “contextual approach,” “whole

child,” “sensitivity to the needs of the child,”

and “child development.”) These nice words

imply that anyone who fails to adopt whole
language apparently doesn’t care about chil--

dren.
Three spokespersons for the approach

+ (Bess Altweger, Carole Edelsy, and Barbara
.~ Floresylay out the logic of “whole language”
-in an article. published in Reading Teacher
- (1987); whlch Is. the 0fﬁc1al pubhcauon of
-'LheIRA o

assembled and the totality is finally used.
The major assumption is that the model of
acquisition, through real use (not through

‘We want to make it very clear that we do
not violate DI procedures. They were de-
signed and then tested to be sure that they
work, When using published DI materials,

programs as published. We donotadd to or
delete from the formats. However, as with
any experienced teacher, there are times
when we wish to develop ourown materials
specific to the students we are teaching. In
our province, the Secret World of Og isone
of the prescribed novels. Therefore, we.
have developed what we call a Direct In-
struction novel study which also includes
extension activities which could be in-
cluded in a whole language unit on Fantasy.

Our goal as classroom teachers is to pro-
vide the most efficient and effective instruc-
tion we can for all the students who are
placed in our care. When they advance to

students have acquired the skills to build a
sufficiently strong bridge that they may
safely move forward, with confidence.

If you are interested in obtaining a copy
of this novel study, please feel free to con-
tact the authors of this articleat PO Box
2000, Saanichton, BC, Canada, VOS IMO.

Theories—

A Critique of Logic of Whole Language Arg'umen.ts

practice exercises), is the best model for
thinking about and helping with the learning
of reading and writing and learning in gen-
eral,

Language acquisition (both oral and
wrilten) is seen as natural—not in the sense
of innate or inevitably unfolding, but natural
in the sense that when language {oral or
written ) is an integral part of functioning of
a community and is used around with neo-
phytes, it is learned 'incidentally’. .

... Little use is made of materials writien
specifically 1o each reading or writing. In-
stéad, Whole Language relies heavily on
literature, on other print used for appropri-
ate purposes (e.g. cake-mix directions used
for really making a cake, rather than for
finding short vowels}, and on writing for
varied purposes (p. 145),

Where is the evidence that this approach
works? There is none, despite the fact that
thearticle quoted above is followed by nearly
a full page of “references.”

" A close cousin to the Whole Langnage
approach is the “open classroom,” which
tended to be in vogue during the *60°s. Much
of the same logic that characterizes the
Whole Language approach served to inflate
the “open classroom™ approach to the status’
of“theory.” Yet, alarge-scale comparison of

Tow-income kids showed that casualties in
~ the “open classroom” occurred at a frighten-

ing rate. Kids received “instruction” from

_kinderganen through third grade, performed
~below the 15th percentile on a standardized
 test of fezidihg achievement (S tebbins, etal.,
11977, Becker & Cal‘nine, 198’0) In' other
g__words the* average *poor’
: o mroughmis"ueatment.. was o non-reader at

The key rheorencai prem:se far Whole B
“Language is that, the world over, babies
- acquire language through actually using it,
_not through practicing its separate parts
“until some later date when the parts are

*kid; who ‘went

the end of the third grade. Of course, neither -

~ the openclassroom approach, nor the Whole

Language - approach, believes in- standard-

ized tests.

As Altwerger et al. (1987) put it:

Both Open Classroom and Whole Lan-
guage educators oppose standarized testing.
The difference in bases for their opposition is
instructive. Open Classroom proponents
claim that siandardized tests fail to test what
teachers are teaching....The tests, in other
words, are insignificant,

Whole Language educators, on the other
hand, argue that the tests fail to test what the
tests themselves claim to be testing (i.e. read-
ing). That is, they are “invalid” (p. 152).

The tests definitely have problems, a lot
of them. But kids who perform below the
15th percentile, at the end of third grade, are
not going to be able to demonstrate. profi-
ciency in reading in any context, *valid” or
“invalid.”

Aside from the lack of data is the more
basic problem of rigor. Here is the argument
stripped of much rhetoric:

1, Babies acquire language through actually
using it, not through practicing its sepa-
rate parts.

2. Wrilten language is language.

~ 3. Oral Ianguage is leamed “incidentally.”

4, Therefore, written language is best
learned “incidentally,”
The argument is amphibolic, 1t plays on
the word language. And, the key assumption

" is that written language is language. Cer-

tainly, we can view written langnage as lan-

Continued on Page 6 .
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Theories, Theories, Theories — Continued from Page5

guage, but if we can look at it from the.

perspective of the “neophyte” who is learn-

ing 1o read, written language is quite differ-
ent from oral language. The learner has |

already mastered the basic grammar and
much of the vocabulary of the oral langnage.

Furthermore, the written language that is to

be introduced is not just any old writien
language, but fhe one that the learner al-

ready knows. Therefore, no new grammaris -
 incidental means that something is part of

to be learned (at least for the introduction to
reading) and no new words are to be leamned.
“In addition, the learmng of initial wriften
ianguage is analogous to only one aspect of
oral langage (tiot oral Ianguage in all its

mamfestauons) which is: statement repeti-

tion. If we were to tell the learner, “Say this:

The horse is brown,” we would have taken
““means that any kind of “language” instruc-
the task of having the student orally read the

oral language about as close as we can get 1o

sentence: The horse is brown. The only

difference is the source of the statement that

is to be repealed For reading, it's the

squiggles on the page which the leamer

tranisforms and orchestrates into the appro-

prisite sounds. When the learner reads si-
lently, thie oral- Ianguage analogue is “listen-
ing.” Bat initially, the learner (hopefully)
will read outloud and will reada 1anguage he
~_respond to verbal instruction, knowledge.
- Finally, the’ setting is different—possibly 30

understands
The standards or cntena for Judgmg the

adequacy of the oral reading are the same as

those for judgmg adequacy of the Statement-

repetmon task If'the leamer reads, “The )

'anythmg expenenced By the learncr before.’
- The learner mustlearn a'system for decodmgf:'
arrangemems of written symbols. Since the

learner ‘has riever doné anythinglike this
before, we can’t argue from analogy, be-

cause there is none.-'We can’t use informa- -

tion about how the learner acquires oral lan-
guage and then extrapolate, because the

reading task doesn’t actually involve leam-
ing a-new language, .only a system for ex- -

pressing a familiar language.

So the entire argoment is spurious. If we -

want to know what the best methods are for
introducing reading, we should look at dif-
ferent methods for introducing reading, in
which case NO teacher senously interested
in kids would use Whole Language. .

But, _}USt as an exercise, let’s consider the
other points in the argument:

Premise 1.
throngh actually usmg it, not through prac-

ticing separate parts. Wrong. Babies babble

*Dadadodo.” That babbling is practicing a
part—the sounds, the clumps, the patierns.
We could point out other separate parts that
the little guys practice, but more to the point
is the fact that the premise begs the question.
Oral language is a skill.  The only arena for
applying the skillis producing verbalizations
or responding to verbalizations, So it is
impossible for Gtabies to practice withoiit
using it. 'When the mother says, “Can you
touch your nose?...Oh yes, touching your
nose;” the baby is practicing languagé and
‘using it (even Lhough no words are commg
from the little guy’s mouth).

Another way of looking at this premise is
like this: The baby doesn’t start out with
language. When the baby learns language, it

‘Babies acquire language"

doesn’t emerge as a lump with the kid sud-
denly knowing everything he is to know

‘about language. Instead, itunfoldsadiscrere

skill ata time. It follows that the learner must

"have -practiced “separate parts,” because

that's all the baby learns—separate parts.
Premise 2: Oral langpage is learned
“incidentally.” This premise also begs the

“guestion. Oral language is used with infants

only torefer to things in the infant’s world. 1f

various other activities, and if language
applxes only 1o various other acthues, the
word * mc:demal” is misleading, How else
could the leamer practice language, other
than labcl things (doggie), respond to inter-

-nal states (potty), and so forth? To practice

language is to apply it to situations, which

tion the baby receives would perforce be

_“mc:denta]” because the language would

focus'on some activity or situation.
The conclus:on of the “Whole Language

" argument is: “Written language is best

leamned incidentally.” Incredible! ~ Not
merely preposterous, or outrageous, but in-

“credible. Asnoted above, learning reading is

uniqu'ﬁifférent._ Also, the skill level of the
leamerisdifferent—attention span, ability to

kids and. one teacher. Solet’s say that some

g 'iearly trammg of babies is pretty much a one- i
to‘one: gamc -often with two parcms and
-p0551bly some older siblings engage,d in'the
If we don’t’
_ provide instruction or “usage” individually,
" we're preity much destroying the only re-

teaching and reinforcement.

mﬂiﬂing'.'ﬂireaﬂs of the analogy ,between
writteni and oral language. A teacher wise

‘enough to take a calculator and put in some

simple numbers quickly discovers that one

~can’t really teach reading in a way that is

analogous to initial language leamning. If the

teacher worked individually with each kid
- for ten minutes—just ten minutes, compared
10 the hours of interaction and feedback that

babies “receive from their parents—the
teacher ‘would spend five hours a day on
reading (10 minutes times 30 children), and

‘yet each student w0u1d receive a paltry ten
- minutes of “usage”. .
~ Therefore, the teacher cannot use the

individualized format. Instead, the teacher
will _present contrived activities, such as
making a cake, and tell herself that alf chil- -
- dren are interested in it. But the teacher is
-making up fibs, and is not providing the type.

of feedback or interactions that are even

~remotely..analogous to the ones an infant

receives when Iearning to use oral language
“incidentally.” Also, the teacher has gone
from one meaning of “incidental” to another.
Whenoral language is used incidentally, itis

an ongoing adjunct to whatever activity.the

baby engages in. ‘'The wddler grabs a cup

from"the coffee-table and the mother re- -
" sponds.
“mother tesponds. ‘The baby smiles and the
“‘mother responds. And so forth. Compare
this ‘interaction with the cake-mix routine,

‘The toddler says “up,” and the

where all we have are some sterile words on
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a piece of paper, with no direct interaction

.. between the words and the activity. The

teacher is not running around holding up

signs that say, “You poured more than one

cup,” or *“No, no. Set the oven at 375.”
Instead, the teacher is using “oral language,”
not “written language.” In this sifuation,

“incidental” means that the written language

isan unnecessary part of the activity,an add-
on, quite different from the “incidental” use

. of language by “babies the world over.”

In summary, the Whole Language argu-
ment is a study in fantasy. The argument is
simple-minded, at best. Yet, in states like
California, Washington, and Arizona,
‘Whole Language is the big thing. The Na-

* tional Council of English teachers have a

strong investment in it (which may demon-
strate that these folks don’t know very much
about either language or logic). And the

- approach is actually treated as a serious

approach, even though it doesn’t have a
shred of evidence lo support the notion that it
works well, let alone that it is Lhe “best”
approach.

- But the most disturbing aspect of the

Whole Language orientation is the lack of
empathy with kids. On the surface are buzz

- words thatimply concern about nurturing the

whole child, Even a casuat analysis, how-

. -ever, reveals an almost unbelievable ack of
mlsgu:ded soul was so convinced by the

-thetoric of the “Whole Language“ approach '
. that he decided to teach reading in a manner =
:f_j_.mat is ana;ogous o Lhe way babies actually _

ability to look directly at James and Linda as
human beings and to empathize with the

problems they’ll encounter in leamning to .
g read These problems are very spec1ﬁc and

can be obviated only through a hard-minded
approach to analysis of the problem, not
festoons of thetoric. To arrange instruction
so all kidls learn, learn well, and also learn
that they are smart, is not achieved if the
teacher simply emotes and puts together a
montage of activities that happen to excite
her. What excites her is perfectly irrelevant.
If she’sapro, she’ll convey the idea that she's
excited about those activities that will effec-
tively teach James and Linda. And, if she
doesn’t have this orientation, we should
encourage her to leave the classroom before
we permit her to teach in a manner that is
stoppy and ineffective (unless we think it's
all right for her to pursue her interests at the
expense of our kids). But understand, that's

.exactly what it’s all about. The reason

“Whole Language” is a big thing has nothing
to do with fact or logic. It is based on what a
lot of teachers “like.”
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confused and misunderstand what is being
taught. By controlling the number and type
of examples presented; by providing de-
tailed, step-by-step instruction fashioned on
specific problem solving strategies; and by
incorporating strategy-based correction pro-
cedures, instruction can be successful for a
much wider range of students. This work has
been comprehensively reviewed (e.g.,
Moore, 1986) and supperted by an appre-

ciable amount of empirical research. This

work has been seen by some (Brophy &

Goed, 1986; Tarver, 1986) as a necessary -

adjunct to the research on effective teaching.

In considering which technology would
best support Engelmann and Carnine’s prin-
ciples of instructional design, the videodisc
was chosen. The graphics and sound capa-
bilities of the medium were a primary consid-
eration, as they allowed a presentational
format that was much closer to the traditional
Direct Instruction method of teaching.
Voice-over narrations in the videodisc pro-
gram allowed students to listen to the expla-
nation of concepts as they ‘were presented
visually. The graphics were notonly of much
‘higher quality than what can be seen on
computers used in today’s schools, but they
allowed a dynamic presentation of informa-
tion that even wraditional, teacher based in-
struction could not emuiate, Forexample, in
the videodisc program Mastering Fractions
(Systems Impact, 1986), the relationship
between the commonly used pie diagram and
the number line is demonsirated through
continuous animation. At one point, the pie,

divided ‘into three equal sections, unfolds
onto the number line and thus-directly maps

i the concept of thirds onto lhlS famxhar scale'—'..i.;_
: " ther “through a traditional ‘basal” program’
“(Mathematics Today by Harcourt Brace

of measirement. B

A second, but equally unportant consxd-
eration in choosing the videodisc was that it
facilitated structured group presentations,

Unlike compuiér assisted instruction, which - -

 is typically geared toward individual con-

figurations, a videodisc can be operated from

a distance as the teacher walks around the
classroom. Moreover, as group instruclion,
it distinctly separates instructional roles.
That is, the videodisc is the source of initial
explanations, graphic demonstrations, and
guided practice problems. This frees the
‘teacher from the task of curriculum presenta-
ticn and allows him or her to concentrate on
monitoring the group and on individual as-
‘sistance. This separation of responsibilities
directly addresses the frustrations and con-
* cerns that grew out of the earlier Follow
Through experience.

Evaluation of the Videodise

Well before a master copy of the program
was pressed on a disc, it was subjected to
extensive feld testing, Skilled Direct In-
struction teachers presented the program asit
was scripted for the final disc version. This
was done to assess the merit of the sirategies.
The program designers used videotape seg-
ments made with lower quality graphics to
pilot test some of the visual presentations.
Student errors and teacher feedback permit-
ted developers to make necessary adjust-
ments and refinements to the program. Fi-
nally, after the videodisc program became
commercially -available, two studies were
conducted to gauge its effectiveness as an
* instructional medium.

In the first stody, the Tennessee Valley
_Authority contracted with a- university

"head projecior.

within the state 10 evaloate Mastering Frac-
tions (Hasselbring, Sherwood, & Bransford,
1986). The study, which was conductedin a
large urban school district, compared the
program 1o two other conditions: :(1) a frac-
tions curriculum used by a metropolitan
school district, and (2) a highly teacher
directed program that emulated the vide-
odisc program through the use of an over-
A high-achieving and an
average ability class were involvedin each of
the two conditions,

Results of this evaluation indicated that

the students receiving the Mastering Frac-

tions and those in the condition thatemulated
the videodise program scored significantly
higher than those students who received the
school district program. There were no dif-
ferences on postiest scores between the fwo
versions of the Mastering Fractions pro-
gram. This finding suggests that the achieve-
ment gains in these groups can be attributed
to the instructional content of the program

_and not to the novelty effect of the videodisc.

Informal observation further indicated that
even though the emulated version of the
videodisc program produced comparable
academic results, the demands on the teacher
were considerable. In essence, the teacher-
based effects were labor intensive for the
teacher and required an aide in the room, cne
of the very reasons that led the authors to
technology in the first place.

Inasecond, more controlled study, Keily,
Carnine, Gersten, and Grossen (1986) used
the Mastering Fractions program with reme-

‘dial and mildly handicapped secondary stu-
dentsinarural highschool.. In this mvestxga-"-

tion, studénts learned fractions concepts et- - téchnology, an introduction 1o the fractions

curriculum, a demonstration of how 10 oper-
-ate the videodisc equipment, and guidelines
* for proper implementation of the. program in

Jovanovich} or with the Mastering Fractions
program.

Results of the study showed thatstudems
in the basal treatment made four times as
many strategy errors, such as adding unlike
denominators, than did students in the vide-
odisc treatment. The videodisc program
controlled for this by providing sufficient
discrimination training and practice, as well
as by separating the introduction of easily
confused labels. One other finding from this
study led us to the research described below.

- As siated above, the two teachers. were
-highly trained Direct Instruction teachers.

After the posttest, the cooperating teacher,
who did not participate in the study, re-
quested to use the videodisc for the remain-
ing lessons in the program. Informal obser-
vation over the next few weeks revealed a
noticeable decline in student performance.
Observers attributed much of this decline to
poor classroom management. The impor-
lance of this variable was also noted when
instruments for the subsequent study were
being field tested (Woodward, 1987). 1t was
a growing concern for the use of this technol-
ogy in more typical, uncontrolled settings
that led us to the following smdy.

Evaluation of the Videcdisc Program in a
INaturalistic Setting

The purpose of this final research study
was to evaluate how a group of eight teach-
ers, with no prior background in implement-
ing technology, would implement the Mas-
tering Fractions program. Thus, even
though the interactive videodisc carriculum
had been rigorously field tested (Kelly,

Carnine; -Gersten & Grossen, 1986) and

demonstrated as effective with low achiev- -
ing and special education students, questions

still remained as to how teachers with a
minimal amount of waining would use the
program.

There were two major concerns in this
research project, The first was observing the
extent to which the teachers used the tech-
nology and implemented the curriculum as
intended. The second was an examination of
how teachers felt about using this new tech-
nology and how it altered their roles as teach-
ers. A recentreview of the literature on staff
development and curriculum implementa-
tion by Showers, Joyce, and Bennett (1987)
concluded that “what teachers think about
teaching (practices) determines what teach-
ers do in the classroom™ (p. 85). When
teachers implement a new curricuium with
litle understanding of what they are doing or
why they are doing it, they tend to discon-
tinue its use.

Implementation of the Study

Eight special education jumior-high and

high-school teachers were selected for the

study based on the skill level and type of -

students in their math classes. Ofnine teach-
ers who were approached, eight agreed (o
participate. Their main interest in utilizing
the videodisc curriculum was that fractions
was one of the very hardest curriculum areas
to teach, and that they were dissatisfied with

. their students’ success with conventional

curicula. Thus they were anxious o try

“something new. Participating teachers at-
‘tended -two one-hour inservice sessions
‘which provlded an overview of videodisc

the classroom.

Certain recommendations for unplemen-
tation were stressed during the training: (2)
spending at least 45 minutes of the class
period for the lesson presentation and corre-
sponding workbook exercises; (b) assessing
student performance at the designated
Checks for Student Progress (CSP) points in
the videodisc lesson and providing appropri-
ate remediation; and (c) monitoring class
work to ensure that students correct their
mistakes.

The inservice training was designed to
parallel the amount of inservice orientation
generally provided by publishers of standard
print curricula. Because there was only
limited time available for *hands-on’ prac-
tice with the videodisc equipment, teachers
were encouraged to spend time familiarizing
themselves with the equipment before pre-
senting the first lesson to their students.

Results of Teacher Observations

Two observations of each teacher were
made during the first week of the six-week
implementation. With one or two excep-
tions, implementation levels were quite high.
All but one of the eight teachers carefully
followed the procedural guidelines cullined
in the inservice sessions. The most com-
monly observed area of difficulty in the early
lessons was the remote control device; teach-
ers occasionally misread directions on the
monitor or punched an incorrect bution on
the remote control, both of which resulted in

their accessing a wrong segment of the disc.

Additicnal assistance was provided for four -

Research on Mastering Fractions — continued from page 1

of the eight teachers in this area.

Some teachers tended 10 provide students
with additional explanations of the lesson
content, either when students appeared 10

“have difficulty understanding the videodisc

presentation, or when conducting a
workcheck. This had been discouraged in
the orientation sessions because added,
lengthy explanations sometimes lead to
grealer confusion with these kinds of stu-
dents.

Subsequent observations dunng the re-
maining five weeks of the implementation

revealed that teachers and studenis became

comfortable with the structure of the pro-
gram and the method of presentation within
oneortwo weeks. Asthelessons progressed,
teachers incorporated their own teaching and
management styles, while generally main-
taining the integrity of the videodisc program
implemenlation.

Certain procedures were more difficult
for students (e.g., attending carefully to the
narrator’s directions and re-working prob-
Iems when their answers did not match cor-
recly-worked problems displayed on the
monitor) but most were able to adapt o the
procedures in classrooms where the teacher
was clear and consistent in his or her behav-
ioral expeciations,

All participating teachers had been ob-
served leaching a math class on two occa-
sions prior to the videodisc program implem-
entation, Preliminary findings indicate that .
the most notable difference in classroom
variables observed: before and during the

‘implementation- related 'to student success
-Tate o'ri'independenl worksheets. The mean
. percent-Correct’ score :on’ worksheels -in-

creased from 74.6% to 88, 6% once lhe vide-
odisc program began,
Levels of student on- task were almost

..idenucal before and during the videodisc

program (75% and 76% respectively).

- However, teachers reported that students .

.seemed much more involved in the videodisc -
lessons than they had been during regular
instruction. This was corroborated by many
students who reported that they found the
videodisc lessons more interesting than con-
ventional math instruction.

Other factors that contributed o slow

-progress through the curriculum were

lengthy or frequent additional teacher expla-
nations, high rates of student absenieeism,

.-and a wide range of student abilities within

an instructional group. Despite these diffi-

- culties, teachers reported that overall student

mastery of the content was considerably
higher than they would-expect with conven-
tional instruction. The mean score on a
criterion-referenced posttest was 77%, with -
individual group means ranging from 64% to
90%. Observational data suggests that an
implementation that closely follows the rec-
ommended procedural guidelines resultsina
high level of student mastery. Lower levels
of mastery occurred in classrooms where
certain key procedures were not imple-
mented, for example, if the teacher failed to -
conduct the specified check-and-remedia-
tion procedures on a daily basis, or did not
assign the specified daily workbook exer-
cises.

After completion of the videodisc pro-
gram, each teacher was observed on two
more occasions to explore whether the vide-

Continued on Page 10
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. - The Association for Direct Instruction Announces. .

The Association for Direct Instruction is pleased to announce the 14th Annual Eugene Direct Instruction Training-and Information Conference. The confer-

ence will be held at the Eugene Hilton Hotel and Conference Center, in downtown Eugene, We hope that you will be able to make the Conference the highlight of

- your summer and join with other professionals from around the country in furthering your skills and knowledge of instructional technologies. There is a full range
of sessions designed for teachers, aides, supervisors, and administrators whose goal is to promote educational excellence in all facets of education. Previous par-
ticipants will find new course offerings in a number of areas of interest. Cimire

_ After aday of work, participants will enjoy evenings in Eugene. Next door to the Hilton is the Hult Center for the Pérfdi'ﬁ'ling Arts, a world class performance
hall. - Within blocks of the conference site there are scores of restaurants catering to a variety of tastes. Eugene’s setting will make the Conference a rewarding
professional experienceas well as a relaxing vacation for youand your family. To help renew old friendships or make new acquaintances, a picnic has been planned

- for Monday afternoon.

- Featured Speakers:

Zig Engelmann e Paul McKinney

- - ' Other Presenters:

-Wes Becker, Raﬁ'dy Sprick, Bob Dfxon, Ann Arboguast, Jane Carter, Maria Collins, Gary Davis, .Ter’vj/'Dodds, Ann Glang,
" Annemicke Golly, Phyllis Haddox, Tracey Hall, Melissa Hayden, Gary Johnson, Georgia Layton, Lisa Moore, John Noell,
‘ - Jerry Silbert, Marilyn Sprick, Marcy Stein, Linda Youngmayr
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Sessions :

Teaching Beginning Language Skills

- Oveerview of Direct Instruction Programs
Computers and Instruction: DIAL
Introduction to Direct Instruction Techniques
Managing Severely Handicapped Learners
Issues in Implementation of a DI Cumriculum

Overview of new Corrective Reading Program
Overview of Effective Speliing Instruction :
Teaching Facts and Fact Systems in the Content Areas
Teaching Expressive Writing Skills™. e

* Basal Readers: . Selecting, Transitioning to & Adapting
-Computers and Instruction: The Classroom Assistant

*° -Session Information -

Video Disk Instruction in Math ‘

Direct Instruction Supplemental & Transitional Activities
Overview of Aspects of Supervision & Monitoring of DI
Programs -

Targeting At Risk Children in Grades K-5

Overview of Direct Instruction Research

An Integrated Approach to Direct Instruction

A-Direct Instruction Approach to Secondary Science Instruc-
tion - :

~Teach Your Child to Read in 100 Easy Lessons

-A Direct Instruction Mode! for Handicapped Preschools

- Qverview of Direct Instruction Theory

“Study Skills _ :

Managing Chronic Behavior Disorders and Serious Emotional

_Disturbances

“‘mmmmm m Ooo OCOO

There are 40 sessions offerediduring the 5~day conference. Participants may attend up to 4. Sessions are either training or informational sessions. The focus
 of training sessions is-on specific teaching behaviors. Task practice is involved:in each of these sessions. The goal of informational sessions is to provide the
“kind of detailed information needed to implement successful techniques or understand the topic. : '

The sessions are scheduled in 4 time periods. Each participant will choose one “A” session, one “B” sessionand either one “C” session or one “D” and one

“E” session.

_ “A" Session Descriptions -

1) Teaching the Beginning Reader » Phyllis Haddox Regular grades K-1, non-readers in
remedial grades 1-12. How to teach beginning students to read and how to teach remedial
students — those who read very poorly or not at all. This session will provide training in
Readinig Mastery 1and Reading Mastery Fast-Cycle. Participants learn the basicinformationand
skills needed to implement the programs — placement, acceleration, scheduling, grouping,
presenting prereading exercises. - -

2) Reading Mastery II and Fast Cycle1.& II » Ann'Glang Grades K-2. Specific training on
rationale, implementation, placement, grouping, acceleration and other aspects of Reading
Mastery I, Information and training on Fast Cycle. This program is for average or above-
- average students and covers the content of Reading Mastery | & 11(360 lessons) in 170 lessons,
or 1 school year. Participants will receive a copy of the Reading Il and Fast-Cycle Teacher’s
Guides. :

3) Reading Mastery III, IV, V & VI s Gary Davis -Regular grades 2-6 or for students
performing on grade levels 3-6. These programs present a careful sequence for teaching

comprehension and decoding skills to students who have mastered the basicskills. Programs.

provide for: meeting the full range of comprehension and decoding objectives, including
management systems for monitoring student progress, and teach all component skills
(vocabulary, rules, information, map skills, context analysis) needed for students to com-
pletely understand the expository and fictional selections presented in the program.

4) Corrective Reading, Decoding * Gary Johnson Regular class, low performers grades 3-
8, remedial grades 3-adult. How to teach students to accurately decode, increase rate, build
vocabulary and read for information in books, newspapers, and magazines. Training will be
provided on the NEW 1988 edition of S.R.A.'s Corrective Reading Decoding programs: Decod-
ing A, Decoding B1, Decoding B2, and Decoding C.-- E
5) Advanced and Corréctive Arithmetic » Maria Collins Regular grades 1-6, remedial 2-
adult. Specific training on SRA’s Corrective Math and Mathematics Modules. Programs present
strategies for teaching addition, subtraction, multiplication and division. Includes tracks on
facts, operations and story problems. _ C _

6) Teaching Academic Survival Skills  Marilyn Sprick Regular & remedial grades 3-9. This
session will ‘provide teachers with procedures for teaching. students general academic
survival skills. Participants will learn techniques for easily evaluating student ability, setting
up classroom support systems, and designing grading systems. Procedures will include
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Session Descriptions

_'tea'ching students to: manage timéj write reports and book reports, complete homework,
- complete long term projects, keep track of assignments, take notes, and use rehearsal strate-
gies for learning new information.

~7) Teacher Training: Teaching Others to Teach DI Programs * Linda Youngmayr This

‘session will focus on the elements of teaching others (teachers, aides, etc.} Direct Instruction
~gkills in areas such as conducting training workshops, monitoring techniques and data
.collection. Participants attending this session should possess advanced teaching skills inone
or more DI programs.
8) Solutions to Classroom Discipline Problems * Randy Sprick K-12 & Special Education.
Participants will learn specific techniques for solving commaon types of behavior problems
including absenteeism, disruptive classroom behavior, students not completing homework,
tardiness, student apathy towards grades, inefficient transitions and tattling. Participants
will learn a variety of practical strategies for increasing student motivation and reducing
misbehavior. Some of the strategies covered include the use of rules, effective grading
policies, consequences, ignoring, and procedures for helping the at-risk student.
9) Diagnosis, Corrections and Firming Procedures « Zig Engelmann For experienced Direct
Instruction teachers and administrators only. This session presents informationand practice
on effective correction and firming procedures. The session also presents rules for efficient
diagnosis of student problems and simple, direct remedies.
10) Overview of Direct Instruction Research and Theory * Wes Becker (1} A review of the
major principles and analyses underlying the success of DI programs developed by Engel-
mann & colleagues. The overview of theory draws from Becker’'s book Psychology for Teachers
(SRA, 1986). Handouts include portions of this book. (2) A review of the major research
findings on the effectiveness of D1 programs. Participants receive handouts covering this
research that may be useful in influencing others. NOTE: This material is repeated as Overview
of Direct Instruction Theory (D) and Overview of Direct Instruction Research (E). Do not signt up for
either of those sessions if you take this. .
11) Instructional Techniques for Severely Handicapped Learners « Ann Arbogast Techni-

- cal information on how to teach the severely retarded learner. Techniques for establishing a

basis of instruction, firming responses, expanding tasks, inducing generalizations and
designing appropriate programs and schedules. Techniques for dealing with students with
particular learning problems such as short memory, short attention span, superstitious
‘behavior during multiple step tasks, and restricted receptive language.



“B” Session Descriptions
12) Teaching the Beginning Reader » Phyllis Haddox Repeat of A Session. See previous
description.

13) Reading Mastery IIL IV, V & VI * Gary Johnson Regular grades 2+6 or for students

performing on grade levels 3-6. These programs present a careful sequence for teaching
comprehension and decoding skills to students who havemastered thebasic skills. Programs

provide for meeting the full range of comprehension-and decoding objectives, including

management systems for monitoring student progress, and teach all component skills

"(vocabulary, rules, information, map skills, context analysis) needed for students to com-

pletely understand the expository and fictional selections presented in the program.
14) Corrective Reading, Comprehension * Linda Youngmayr Regular 4-6, remedial 4-12.
Developmental and remedial techniques for effective presentations with primary age stu-

dents through adults. Based on Thinking Basics (Comprehension A), Comprehension Skills

(Comprehension B}, and Concept Applications {Comprehension C}- Direct Instruction pro-
gramsthat include presentationsofskills suchas deductions, inductions, analogies, following
instructions, vocabulary building, editing, writing and logical analysis.

15) DISTAR Arithmetic I & II ¢ Gary Davis Regular grades K-1, remedial students
performing at grade 1. Rationale, teaching procedures and extensive role-playing practice in
numberidentification, equality rule, the operations of addition, subtraction,algebraaddition,

"and story problems will be presented. Also strategies for teaching multiplication story

‘Groups of 10-19 receive a 20% discount. For groups of 20 or

problems {picture and written), column addition and subtraction, fractions (reading, adding,
reducing, and multiplying) measurement {metric and standard), and other math skills will be
taught. Participanis receive Arithmetic I and II Teacher’s Guides.

16) Effective Spelling Instruction * Bob Dixon Regular grades 2-6, remedial 2-adult.
Specific information and training on SRA’s Corrective Spelling Through Morphographs and
Spelling Mastery Series, a five-level basal spelling program that integrates the morphographic
analysis with sound-symbol analysis and whole-word analysis. The series teaches the
spelling of over 15,000 words. Session covers use of these programs in regular and special
settings.

17) Teaching Beginning Language Skills * Aunemicke Golly Regular K-1, remedial 1-6, ESL
1-12. For teachers of basic language in preschool through grade 2, and for teachers of Engish
as a Second Language. Focus is on the language of instruction: polars, if-then, following
directions, comparatives, prepositions, etc.- with an emphasis on statement production.
Includes a track on how to apply concepts to new situations. Participants will receive
Language | & Il Teacher's Guides.

18) Overview of Direct Instruction Programs * Marcy Stein Designed to familiarize
administrators and teachers with all the currently available Direct Instruction programs.
Time will be spent examiring the purpose and objectives of each program and the recom-
mended implementation considerations such as: placement, group' size, what types of
stiidents, grade level, transition to traditional programs, and integration of each program
with othier DI programs. This session is recommended for beginning DI teachers.

19) Computers & Instruction: DIAL « Lisa Moore In this session participants will receive
hands-on training in the use of DIAL— the Direct Instruction Authoring Language. DIAL is an
easy-to-use authoring language developed specifically foreducators. With it, teachers can

- create sophisticated lessons in any content area. DIAL is designed for use on IBM or

coinpatible computers.
20) Introduction to Direct Instruction Techniques » Ann Glang Forinstructional staff new
to Direct Instruction programs. This introductory session will make extensive use of
videotape to teach direct instruction presentation skills. In this session, participants learn to
motivate students, maintain student interest, use effective signals and pacing, and correct
errors effectively across all direct instruction programs. This session complements training
in specific Direct Instruction programs. Recommended for newcomers to Direct Instruction.
21) Managing Classroom Behavior of Severely Handicapped Learners « Ann Arbogast For
teachers of seriously disabled and behaviorally disordered students. Procedures for dealing
with extreme behavior problems: aggression, tantrums, self-abuse, crying, and other inap-
propriate behavior. Specifies procedures for inducing compliance through instructional
techniquesand for achieving generalizations of compliant behaviors to various settings. Also
introduces specific teaching principles and criteria for successful teaching of low-performing,
non-compliant students. = _ .
22) Issues in Implementation of Direct Instruction Programs * Paul McKinney For prin-
cipals, administrators, program coordinators, curriculum coordinators and those respon-
sible for implementation of adopted programs. Participants need not possess DI teaching
experience. This session will provide participants with a model for implementation of an
integrated Direct Instruction curriculumn. This model is a three-yearsystem. The stagesand
critical steps will bedetailed. Emphasis will be placed on the role of supervision and theneed
for on-going support. There will be extensive video taped examples of the procedures
presented.

“C” Session Descriptions

23) Overview of New Corrective Reading Program * Gary Johnson Remedial grades 3-
adult; regular class, lower-performers grades 3-8. This session will provide an overview and
training on SRA’s Corrective Reading programs, including the NEW 1988 edition of the
Decoding programs (Decoding A, B1, B2,and C). The Decoding programs teach students how
to decode accurately, increase rate, build vocabulary, and read for information in books,
newspapers, and magazines, The Comprehension programs teach skills such as deductions,
inductions, analogies, following instructions, vocabulary, writing, editing, and logical analy-
sis.

24) Overview of Effective Spelling Instruction + Maria Collins Regular grades 2-6,
remedial 2-adult. Specificinformation and training on SRAs Corrective Spelling Through Mor-
phographs and Spelling Mastery Series, a five-level basal spelling program that integrates the
morphographic analysis with sound-symbel analysis and whole-word analysis. The series
teaches the spelling of over 15,000 words. Session covers use ofthese programs inregularand
special settings. T

. Session descriptions continued on next pﬁge

' Comterence Registration Information

"| Early Registration =~ "

How to Pre-Register: -Please fill out the registration form. . Mon. Tues. Wed. Thurs. Fri Sunday 6:00pm to 7:30p
Enclose with check or Institutional purchase order for the : Registration
- proper fee. Send application to the Association for Direct AM . A ‘Monday 8;00am to 9:00am
- Instruction. Pre-registration beforeJuly 7 guarantees spacein - — Opening Session
preferred sessions. Anysession with less than 20 participants PM C/D Monday 9:00am to 9:30am
may be cancelled. A confirmation receipt will be sent toall Special ADI Presentation
pre-registered participants. THIS FGRM COVERS CONFERENCE Evening | Wednesday 4:00pm to 5:00pm -
PRE-REGISTRATION ONLY. THIS DOES NOT CONSTITUTE PRE-REGIS- . w0 : Daily Sessions begin at 8:30 '
TRATION FOR COLLEGE CREDIT OR ROOM RESERVATION. : Lunch daily from 11:30 am to 1:00pm

Fees and Discounts: The conference registration fee is

$160.00. Associationmembers receivea 20% discount ($32.00 (
off). Groups of 5 to 9 participants receive a 10% discount.
more, call for a quotation. Ask for Bryan Wickman at (503)
485-1293. The member and group discounts cannot be used
together. Choose the discount that will benefit you the most.
The fee does not include lodging or meals with the exception
of the picnic, and coffee each morning. All training materials -
areincluded in the fee. New members are eligible forthe 20%

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

Make checks payable (U.S. funds only) to Association for Direct Instruction.
Because space is limited, early registration is recommended. Use an address where you will receive your
mail up until the conference. '

Name (as you would like it to appear on your name tag)

)

Conference Registration Form

discount when membership application and appropriate fees Street

accompany registration form. Ci tak .

Lodging: The special conference rate at the Eugene Hilton is ty State le

$44.00 per day for a single. Doubles are $52.00 ($26.00 per | Phone

person) plus tax. We will send you a reservation envelope for Agency Affliaton Position .

the Eugene Hilton, . D0 NOT SEND ANY ROOM RESERVATION
MONEY TO THE AS5GCIATION.

1 would like to register for the following (list one “A”, one “B”, and either one “C” or one “D" and one “E

£

College Credit: Anoptional 1, 2 or 3 hours of coliege credit session):
through the University of Oregon Summer Session are avail- - “p
able at an additional cost of $32.00 per quarter unit. Persons e
interested in college credit should so indicate on the pre- B
registration form. We will send additional information on | gjther C acn
college credit along with your conference pre-registration wpyr
confirmation. Do NOT SEND ANY COLLEGE CREDIT MONEY TG | pr D &' E

THE AS5OCIATION. L T

Optional Events: Monday there will be a picnic at Skinners
Butte Park to get acquainted. A meal for you and 1 guest is
included in the registration fee. Wedriesday from 4:00 to 5:00
there will be a special conference presentation. Paul McKin-
ney will address the conference and we will present the 1988
ADI Awards for Excellence in Education. Afterward, there
will be an oppertunity for conversation with trainers and
other conference participants. '

N

I am an Association for Direct Instruction member:

I will attend the picnic: Yes No : _
‘Have'you attended the Eugene Conference previously?___-_ What year(s)?

Please return this form with your check or District Purchase Order to: :

. Association for Direct Instruction, P.O. Box 10252, Eugene, Oregon 97440

For office use only: Date

Yes No

Fee _ Check____ PO# By___

J
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odisc unplementanon might have affected
their teaching in any way. Observations

revealed a notable-increase-in~the use of-~

guided practicein the lesson presentation —

from an average of 3 problems per lesson to-
9 problems perlesson. (Guided practice was "

used extensively in the videodisc program.’

‘Teachers also assigned independent practice -

that students could compiete more success-
fully. Mean-accuracy on independent work-
sheets increased from 75% before the vide-
odisc implementation to 85% after its com-

pletion. While these preliminary findings -
are not definitive, they indicate that vide- .

odisc technology-in the classroom can be an

effective medium’ of instruction, and may -
also have a positive impact on conventional -

teaching pracl:lces

Results of Teacher Inter\news - i
A semi-structured 40-10-50 minute mler—
view was administered to all teachers after

. they had been using the videodisccurriculum . - " at the decision menus when they ask if 1/5 of

for fivé to six weeks. This section will

present highlights-of the findings. (For a. .
see
Woodward a:_ld-fGerslen, 1988.) Table 1.
presents the results of the structured items;: - -

more comprehensive | analysis,

Table 2 uses a key word method to summa-.
rize results on the more Opcn~ended ques«
tions. e

Technical issites. All teachers found the-

interactive videodisc easy to iise, consider-

ing the comple:uty ofthe technology, and the _

fact that very few of the teachers had previ-
ous experience utilizing any type of educa-
tional technology vp to this'point, this is an

unusual finding. The mam reason for the lack 2 3.

of serious pmblcms may be the fact that the

- interactive videodisc curriculum -was: de-
‘signed fo be consonant' with conventional
-‘classroom  organization and structure.

‘Wheéreas many other technological innova-

“tionscall for radical ‘restructuring ‘of the

teachers' role and the mode of instrictional
delivery, the videodisc curriculum merely

accéntuates or improves upon the existing
~method of teaching. Teachers still taught the
-entire group, and still were able to perform
~typical teaching functions—monitoring

seatwork, checking for understanding, moti-
vating students, providing individual tutori-
als 1o students who were experiencing diffi-

Research on Mastering Fraci:ons — Continued from Page 7 -

culties. In their review of the research on
educational innovation, Loucks and Zacchei
(1983) concluded that educational innova-
tions are much more likely to succeed if they
do not conflict radically with the basic or-
ganization of classrooms and the basic in-
structional strategies teachers: employ. -

- Another major factor seemed to be that
the interactive videodisc per se is not very
difficult to use. Inone teacher's words, it was

only a bit more difficult to use than-a home -

VCR. Teachers did experience some techni-
cal problems. Twenty-five percent had prob-
lems with the remote control (item 2). Some
were confused with the logistics of using the

.Table 1. Teachers’ Perceptions of Use of Interactive Videodisc to Teach Fractions

| A. Technical Issues

1.-Do you find the videodisc itself hard 10 use?
“2. ‘Do you have problems using the remote control?

Percent Yes:

0%
25%

" 3.7Do you get confused making the right choices

- the students missed the problems?
4. How about remediation after quizzes?

B. Utility of Remediation and Guided Practice in the Videodisc
5.- Do you think it helps students master the material?

‘6. ‘Does it end up slowing down progress?

25%

8%
889

259

7. Do you use these frequently to playback chapters that

-the students need additional practice on?
: C Overall Perceptions

- 8.- Do they participate more that they dld in your regular cumculum'?
9. Do the students seem to be mastéring the skills?

8%

88%
100% -

10 How would you rate your experience with the program
overallonascaleof 110 5, wnh 5 bemg the highest and

45

- -1.being the lowest? -

‘remediation segments properly.

decision menus for remediation and review,
both during the lesson and afier quizzes.
These problems seemed to-reduce dramati-
cally with time and practice.

Utility of remediation and guided prac-

~-tice, The videodisc curriculum was inten-

tionally based on the empirically-derived
model of effective classroom instruction
formulated by Brophy and Good (1986). One

-of the comerstones of this model is the use of
‘guided practice and frequent assessment of

student understanding of each small instruc-

- tional unit. The Checks for Student Progress

(CSPs) incorporated into all aspects of the
videodisc curricuium make it easy for the
teacher to determine when brief review
SegMents are necessary.

All teachers butone thought the extensive
use of remediation and guided practice help_
ed students master the material. Two of the
eight felt the extensive use of remediation
and guided practice did slow down class
progress slightly, however. This isaconstant
dilemma for those employing any type of
instructional model based on mastery learn-
ing. Interestingly enough, only three of the
eightteachers needed to frequently play back
Jesson segments for review and remediation

" purposes. The observers found that teachers

were implementing the guided practice and
Some
classes rarely needed additional review,

“whereas other, lower performing classes
.would often need extrapractice. These find-

ings suggest that the CSP/guided practice/
remediation system is a flexible one. Some

Céntinued on Page 11

| Conference SBSSIOHS—-Contmued from Page 9

25) Teachmg Fac(s and Fact Sysiems in the
Content Areas * Gary Davis Regular grades
3-5, remedial 3-12. 'I‘rammg on super-effec-
tive procedures for using visual-spatial dis-
plays to teach various topicsin social studies
and scence. Based:onYour World of Facts,

introduce fact systems and how to firm even
very low-performers through the game for-
mat that'is part of the program, Shows how
to develop visual-spatial displays for teach-
ing difficult-to-teach relationships.

26) Teaching Expressive Writing Skills »
Jerry Silbert Regular grades 34, remedial 4-
12. Overview and training in specific proce-
dures for using Levels I & 11 of SRA's Expres-
sive Writing Program. The program teaches
students the most difficult first steps in ex-
pressive writing through a basic sentence
writing strategy and an organization strat-
egy that are applied to simple reporting and
interpreting activities. Students learn edit-
ing, punctuation and paragraphing skills.
27 Basal Reacfing Programs: Selecting,
Transitioning to & Adapting « Marilyn
Sprick Addresses the concerns of adminis-

trators, special educators and regular teach- -,

ers who have students who must work in a
basal text. The session will cover the critical
differences between major beginning read-
ing programs and how these differences af-
fect learning. Participants will learn “when”
transition may be appropriate for “which”
students. Guidelines will be given for pro-
viding supplementary work on traditional
skills while students are in DISTAR reading
and for use of DI techniques with basal les-
50nS.

28) Computers and Instruction: The Class-

room Assistant = Melissa Hayden Partici-

pants will receive training on programs de-
signed for use with the Classroom Assistant,

a compuiter networking system for teaching
groups of students and managing instruc--
tional information. Students respond on in--

10

dmdual keyboards and responses arescored
and analyzed by.a single oomputer The -
Classroom’Assistant programs are: Practice
Assistant, Lecture Assistant; Grading Assis-

" #PD” Session Desmpt:_pns L
29) Video Disc Instruction In' Math » Paul
McKinney Specific training on rationale and

Jimplementation of these video disc based

courses, developed by 5. Engelmann; Frac-
tions, Decimals & Percents, Ratips. The courses
can be introdluced to intermediate students,

“All .courses are appropriate for older stu-
- dents who lack the skills covered in these

courses,
30) Direct Instruction Supplemenlal &:
Transitional Activities * Tracey Hall Regu- °
lar and remedial grades K-2. Specific ex-
amples of seatwork and learning center
games for both reading and math as well as
supplemental reading material will be
shown.

-31) Overview of Aspects of Supervision

and Monitoring of D1 Programs * Linda
Youngmayr This session is designed for
those persons who may beresponsible for or-
ganizingor managing implementations of DI
programs. Participants need not possess DI
teaching experience. The session will focus
on elements of a well supervised implemen-
tation: training, monitoring, data collection
and decision making. Course will primarily
be lecture style.

32) Targeting “AtRisk” Children in Grades
K-5:-A Direct Instruction Approach * Anni
Arbogast This session will assist teachers in
identification of potentially at risk and at risk
children in Grades K-5. Specifically children
who are withdrawn, seek out adult atten-

“etion and /or are on “the fringe” socially and

academically, This session will deal with

- behavior management as well as academics.

It will provide a plan for prevention and in-
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classintervention, thereby reducm 5 the hke-

lihood of later referral. :
" 33) . 0verv1ew of Direct. Instructmn Re-

search *» Wes Becker A review of the major

~ research: ﬁndings on‘the effectiveness of DI

' pmgrams :
 tant, Testing' Assistant, Keyboarding, Frac- © covering this research that may be useful in

" tions; Word Problems, and. Math Facts. -
Levels 1 &:11 (SRA).. Trauung shows howto -

. Participants receive handouts

influencing others. NOTE: This is the same as
half of the A Session Overview of DI Researchand
Theory. Do not sign up for this session if you
intend on taking the A session.

34) An Integrated Approach to Direct In-
struction » Terry Dodds Forteachers of read-
ing in grades 3-6. In this session participants

will learn how to integrate listening, writing,
speaking, spelling and reading skills using

Reading Mastery or the Corrective Reading Pro-

grams as the basic curriculum. Materials will
- be provided that outline words and concepts
_ that need to be taught for students to havean
understanding of thethematic novels used as

a supplement to Direct Instruction reading
instruction.

“E” Session Descriptions

35) A DI Approach to Secondary Science
Instruction * John Noell Rationaleand con-
tent of two video-disc courses developed by
S.Engelmann: Earth Science and Understand-
ing Chemistry and Energy. The instructional
design and organization of the courses wiil
beexplained. Procedures for placement and
presentation will be detailed.

36) Teach Your Child To Read in 100 Easy
Lessons * Phyllis Haddox Training for par-
ents, aides, or teachers who do not have
Direct Instruction experience. The book,
Teach Your Child To Read in 100 Easy Lessons
(Simon & Schuster), is an adaptation of DIS-
TAR Reading Fast Cycle for parent use at
home. 1t can also be used as a low cost
tutoring program. The 100 lessons are de-
signed to teach children as young as 4 years

" old the skills necessary to read on a second

grade level.

. 37 Overview of Direct Instruction Theory

* Wes Becker A review of the major prin-

- ciples and analyses underlying the success of

DI programs developed by Engelmann &

-colleagues. The overview of thieory draws

from Becker's book. Psychology. for Teachers
(SRA, 1986). Handouts include portions of

- this book. NOTE: This is the same as half of the

A Session Overview of DI Research and Theory.
Do nat sign up for this session if you intend on
taking the A session.

38) Study Skills » Mary Gleason Regular
Grades 3-6, Learning Handicapped Grades
39, Participants will watch demonstrations
of lessons, will practice teaching lessons and
will receive handouts that illustrate the
strategies learned in the session, The session
will present the organizational skills and
learning strategies that are part of Skills for
School Success, published .by Curriculum
Associates.

39) Managing Chronic Behavior Disorders
and Serious Emotional Disturbances * Jane

‘Carter Rationale for using the DI approach

with students in regular classrooms as well
as those in self-contained, SED classrooms.
Specific procedures for diagnosing the be-
havior of students with emotional problems
will be presented. Techniques for manage-
ment of escalated and out of control behav-
ior, non-compliance, impulsiveness, passive
resistance, avoidance and withdrawn behav-
ior will be presented and practiced. Partici-
pants will receive the manual Managing
Emotional Behavior which summarizesrules
and procedures for working with students
who have emotional problems.

40} A Direct Instruction Model for Handi-
capped Preschools ¢ Georgia Layton A
classroom-based model for teaching mildly
and moderately handicapped children (as
used inthe ADI Early Education Preschool)
willbe described. Curriculum objectivesand
programs to teach these objectives will be
detailed. Strategies to enhance efficiency will
be discussed.



classes will rarely need to lake advantage of
the procedures; yet it is always available if
students are experiencing problems with a
particular concept or skill.

Active participation! interactive teach-

ing. All but one of the teachers felt that.

students participated more in the lesson with
the videodisc than with conventional teach-
ing. Again, the effect was clearly intentional.
Research on effective mathematics instruc-
tion consistently shows. high correlations
between student response rate during the
lesson and growth in achievement. The
videodisc curriculum was set up to require
students to respond frequently during the
lesson. The teachers felt the videodisc sys-
tem succeeded in this goal.

Perceptions of the overall un!zry of the
videodisc curriculum.  All eight special
education teachers felt the students were
mastering the skills. Asnentioned earlier in
this chapter, these teachers had previously
found fractions one of the most difficult
topics in mathematics to teach, and were
dissatisfied with most existing curricula. In
years past, many students had failed to learn
several of the major topics covered. During
the open-ended segment of the interviews,
teachers indicated the specific strategies that
they found to be successful—the use of a
number line, the instructional strategy for
finding least common denominator, the
teaching of improper fractions. Finally,
teachers were asked to provide a global rat-
ing of the videodisc curriculum ona 1l 10 5
scale. The mean score was 4.5, an extremely
high assessment for an'innovalive practice.

Resulis on Open Ended Items .
~.Table 2 presents a brief summary of how
eachers respénded to the open-ended ques-
tions. As might be expected, they unani-
- ‘mously found the graphics and special ef-
" fects 1o be the best features of the curriculum.
Theyall mentioned how the computer graph-
ics could visually demonstrate relationships
-and concepts 5o much more elegantly, with
so many more examples, and so much more
quickly than they could with a chalkboard or
colored paper and scissors. They also ex-
pressed that the students seemed much more

interested and attentive (o the bright colors;
and visual excitement of the graphic dis-
plays.

However, half the teachers also were
sensilive to the innovations in the curriculum
design, They talked about the orchestration
of skills across many lessons, the range of
activities incorporated into each lesson.
They indicated how this type of subtle or-
chestration would be extremely difficult, if
not impossible, without the aid of technol-
ogy. Finally, two of the eight teachers men-
tioned the provision for remediation as one
of the best features of the curriculum,

Two factors emerged as weak features of
the program to some teachers (item 2). One
of the teachers felt the curriculum was too
juvenile for remedial high school students.
Three of the eight felt there was toe much
paperwork involved in the rather complex
mastery learning system that involved daily
checks of independent seatwork, as well as
group checks of daily quiz performance.

‘We next asked teachers to indicate how
teaching with the interactive videodisc cur-
riculum was different from their conven-
tional curriculum, The majority of the teach-
ers pinpointed the key principlein the design
of the carricufum, that things were broken
into much smaller steps than is typical. The
teachers cited the advantage of such an ap-
proach for teaching low-performing stu-
dents,

Several of the teachers also felt that with
this curriculum, they were able to monitor
student work more frequently and more pre-
cisely than before. They talked about how

- their role had shifted from an individual who

'pnmanly explains ‘and. demonstralcs new
concepls to one who primarily makes sure
students understand the new material, and
helps those students with problems. All eight
teachers thought the interactive videodisc
had great potenial for future use in both
special education and regular classroom
instruction, particularly in the areas of
mathematics and science.

Since the videodisc curriculum is so much
more structured than conventional curricu-
lum, and the role of the teacher much more

Table 2. Percent of Teachers Who Used Key Words to Answer Open Ended Questions

1. What are the best features of the program?
A. Graphics as a means of demonstrating concepts

B. Special effects

C. Design of the curriculum/orchestration of skills and activities

D. Remediation
2. What are its weakest features?

A. Too juvenile or oriented to-young students

B. Too much paperwork

100%
88%
50%

25%

13%
37%

3. What are the biggest ways that it is different from how you

taught fractions before?
A. Things are broken into smaller steps

B. More monitoring of siudent work than before

63%
38%

4, Have you seen any changes in the students (open ended)?

Improved work habits

88%

5. What kind of future do you think something like the videodisc

has in the schools (regular or special ed)?

Great

100%

6. Do you like the way everything is laid out for you,

the way everything is structured?
Yes

88%

7. Some people have reacted to this kind of use of the videodisc by
saying that it will “replace” the teacher. What do you think -

about this kind of reactions?
A. Tt won’t replace the teacher

B. You always need a human factor, someone to make decisions

75%
38% '

precisely -defined and delimited, we con-
cluded by exploring leachers’ reactions to
these constraints. Seven of the eight teachers
liked the way everything was structured and
1aid out for them. They all felt that as a result
of the-videodisc, they did “less talking™ and
explaining. Seven of the eight indicated how
the videodisc freed them up to perform other

teaching functions with more precision. -

They were now able 10 monitor carefully

how all students were doing, provide praise’

and encouragement to students for effort, or
provide brief, focused tutorial sessions. The
structure of the videodisc allowed them to
teach in a more interactive fashion, to more
closely follow the model of teaching that
research has found to be effective, particu-
larly for low-achieving students (Brophy &
Good, 1986).

‘When some individuals first see the vide-
odisc, they indicate that teachers won’t like
it; that, essentially it replaces the teacher. 50
we were curious 10 see how these teachers
felt after six weeks of implementation. We
asked whether they felt “replaced” by the
videodisc. Three quarters gave aresounding
“no." They saw their role as providers of
feedback and support as essential. They also
saw the importance of what several called
“the human factor,” the need for an adult to
make instructional decisions,

Summary and Cenclusions

Arepeated theme in these different evalu-
ations of the videodisc Mastering Fractions
curriculum is that technology can solve spe-
cific instructional problems. This is most
obvious in the labor intensive part of active
instruction, where -teachers must present
information, check for understandmg, pro-
vide corrective feedback for errors, and
monitor group and individual performance
on acontinual basis: Technology of thiskind
can help separate the roles of instruction,
allocating to the videodisc-dynamic, well-
paced presentations and freeing the teacher
to closely monitor student performance.
Based on the perceptions of all of the teach-
ers in the last study, this separation of roles is
neither demeaning nor threatening,” On the
contrary, the videodisc program made class-
100m instruction more effective,

A second observation is that technology
need not always call for a radical shift in
classroom practices. Unlike a microcom-
puter lab, where individualized instruction is
almost a necessary by-product of the setting,
videodisc instruction melded well with
group instruction in the classroomn. Again,

search on Mastering Fractions — continued from Page 10

results from the naturalistic study indicated
- that the program made (eaching easier and

more effective; an observation which is
confirmed by the high levels of implementa-
tion, its extremely positive rating by the
teachers at the end, and the growih in student
achievement.

To be sure, the success of the Mastering
Fractions program is not the resuit of the
inherent features of the technology.: Rather,
itreflects a thoughtful integration of instruc-
tional designand effective leaching practices
with a particular techmological medium.
Well designed videodisc instruction, then,
can offer a focal point for merging research
based practices of cwrriculum design and
classroom instruction.
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authoring languages
e Learn to use DIAL in an hour

Announcing DIAL- _
Direct Instruction Authoring Language

The most efficient authoring language in the world for developing
computer instruction

s Runs on IBM or other MS DOS compatible computers.
° Write instructional lessons in about 1/20th the time required by other

DIAL Package includes DIAL Disks, Manual (with self-instructional
program for using DIAL), Templates for your computer.
School Price: $380.00
Introductory Discount price to ADI Members:

(Good through September 1, 1988) $320.00
For ordering information contact:
Engelmann-Becker Corporation

. PO Box 10459
Eugene, Oregon 97440
(503) 485-1163
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A powerful tool for teaching:
8 A basic vocabulary

® A rich body of knowledge about
the world

® The oral language and writing
skills needed to ask precise ques-
tions and to communicare 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 programs.

Burt Distar Language does more than
teach the complex language skills
needed to understand classtoorn
instruction and comprehend written”
text, Distar Language programsgo
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 Lo
Inductive reasoning '

You teach students to be | N
“THINKERS" who use language 4s .

a tool. And that is the foundation . .-

for eventual success in all school -
.subjects.
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Examples from Teacher
Presentation Book D
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Mail co: SRA, 155 N.-Wacker Drive, Chicago, IL 60606

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 rhymes, and plays.
These informal lesson extensions
encourage students to apply their
language skills in classtoom activiies.
‘Language achieves full naturalness
at a remarkably early stage.

Fast Cycle—an in-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.

Quantity Price Extension
. 77340 . Di_s'mr La';gﬁagé 1 Classtoom Kit 290.00
1-71346 Additional Teacher's Guide 10.00
7-57347  Take-Home Workbook 1 (pkgof 5) 1530
7-57348 Take-Home Workbook 2 (pkg of 5) 15.30
7-57349 Take-HnﬁE Werkbook 3 {pkg of 5} 15.30
Ship 0: Soldter
Date : SHA Accouns Nomber SRA Account Humber

Purchase Order Number-

Arcount Name

Ordeced By

Address

Account Mame

City, State, Zip Code

Address

Artention

City, State, Zip Code

Telephone Number Good time to reach

Attention

Tex Exemption Number

Telephione Number Good time o reach

- rejection by SRA in Chicago, lllinajs, in accordonce with SRAs

Preferred Delivery Method
All orders are offers to purthase, subject to acceprance or

published rerms and conditions of sale: Customer pays ali shipping
charges. frices subject 10 change withour notice.
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A Field Trial of Mastering Fractions Videodisc Program

by Steve Carter and

Julie Rice

Centennial Elementary School
and

Steve Ragan

Lewis Clark State College

. The use of media of varyingkinds, includ-
ing modern technologies, in today’s class-
room has been validated as effective and
efficient when used appropriately 10 meet
specific objectives. A wide variety of tech-
nologies are available for classroom use.
Major obstacles to the consistent nationwide
usage of specific technologies occur becanse
of such factors as reliance on tradirion, over-
reliance on the text-as-the-curriculum, initial
capital outlay for purchase of new technol-
ogy, and teacher unfamiliarity and/lor fear of
a new technology. Adoption of one of the
newest technologies, the laser videodisc is
likely to be slowed by many of the above
limitations.

Traditionally, the teacher is the focus of
attention in instruction, and is not just a
person who closely monitors and cormects
students’ responses while a technology pres-
ents the information., Also, most teachers
rely heavily upon and follow closely what-
ever textbook has been chosen by the district
for use in the classroom. Both the traditional
role and the reliance on textbooks predomi-
nate in education regardless of the superior-
ity of altematives in terms of student learn-
ing.

Another factor in the resistance to newer
technologies is cost. - A videodisc player

“costs from $400 to $700 and programs of a
sophisticated instructional natire often cost
from’ §everal ‘hundréd -to-several ‘thousand

““dollars per disc. “At first: glance this seems to’

"be a huge investment for -a rather small
-amount of “material.” O_f course, the focus
* should notbe onhow much material or media
is bought per dollar, but how much leaming
occurs per student per dollar spent.
In this article, the authors relate their
experience in forgetting the obstacles and
testing out a new technology.

The Setting

The project undertaken by the writers of
this article, involved the use of one videodisc
program Mastering Fractions, to teach a
regular mainstream class of fifth grade stu-
dents. The project began in February, 1987,
as a cooperative venture between Centennial

level of 80%:on all test fessons;. The present

Elementary School, Lewis Clark State Col-
lege, and The Columbia Direct Instruction
Association, Inc.

The class involved in the project was a
typical fifth grade class including a heteroge-
neous mix of students who were very bright,
average in skills, and-low in skill levels. One
of the students in the class could be described
as moderately learning handicapped, The
classroom teacher had not been, and was not,

formally trained in the use of the media

beyond simply watching a demonstration of
the use of the hand-held remote control unit.
The resource room teacher was involved o
the extent that she monitored the progress
made by the mainstreamed handicapped
child and offered consultation to the class-
room teacher as she normally wouid have.
The College of Education faculty member
offered an initial demonstration of the media
and assisted in the analysis of the data col-
lected.

The Program

The Mastering Fractions program con-
sists of three discs that take students through
all of the basic concepts involved in master-
ing fractions from developing skills in iden-
tifying fractions, through developing skills
in adding, subtracting, multiplying, and di-
viding fractions; and working with a limited
number of “story problems” involving frac-
tions. The 35-lesson program is designed to
be taught in 35 to 45 minute lessons.

As displayed in Figure 1, the Mastering
Fractions program has been previously vali-
dated and has demonstrated its efficacy. The

“datainFigure 1 show that the students in that

study approached or exceeded the mastery

study ‘hoped to replicate’ those data’ wnth a’

".new group of students.

Lessons may be presented on adaily ba515
or they may be presented only two or three
days per week. Main lessons, quizzes, re-
view lessons and tests are provided. Guid-
ance is provided within the disc-based pro-
gram regarding selection of review lessons,
depending upon the performance of the stu-
dents in the class.

In this particular instance, the classroom
teacher followed the program closely and
took data as quizzes and tests were appropri-
ate for the students skills development. The
classroom teacher used the manuval provided
with the media as a guide for moving through

the lessons. No special provisions were
made for bright, average, slow or handi-
capped students, except that students not
mastering a lesson could review it, on their
own time. The program was completed by
the students in approximately three months.

The Results

The results of the project showed mastery
of all of the skills by approximately 90% of
the students. The three students who did not
master (at the 80% level) all of the skills were
either absent 5o much of the time that practi-
cal review was impossible within the project
time period, or handicapped. In the case of
the handicapped student, significant prog-
ress was made in mastering approximately
75% of the skills presented. The upper half
of the class consistently mastered the skills

quickly and moved through the lessons on,

basically, a first trial basis. Students in the
fower half of the class used review time
during their free time to master lessons.

Limitations

As with any stdy, this project has its
limitations. There was no attempt to form a
control group. Because of this, generaliza-
tion of the results are limited. Itiscorrect that
the gains were made. It is correct that the
handicapped child was treated just like other
children and not only performed above ex-
pectations, but was not a detriment to the
performance of the class.

Discussion
As the results indicate, the level of mas-
tery achieved by the students in this class is

far above the-average ach:evement levels
attained through- lextbook coverage of the

mastery levels in fractions when they are in

 junior high school to say nothing of the fifth

grade.

" Another remarkable result of the project
is the inclusion of a moderately leaming
handicapped student in the program taught to
the entire class. Considering the level of the
handicap involved and the fact that the stu-
dent did not hold back the rest of the class, as
is so often feared by regular classroom teach-
ers, the progress made by the smdent was
excellent. The successful use of the media by

.aregular classroom teacher with no training
in the use of the program demonstrates the

efficacy of the program as a stand-alone

Figure 1. Mastering Fractions Validation Mean Score hy Lesson

~ =30 =® 7

Lesson #5 Lesson #10
=21 N=21
8D=5 8SD=3

Lesson #15 Lesson #20 Z
N=19 " N=21 N=21 N=18 N=17
8D=4 8D=7 SD=11 SD=16 SD=14

Systems Impact, Inc. Unpublished Data Sheet. Washington, D.C., 1985

Lesson #25

Lesson#30 Lesson #35
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Recommendat:ons

program requiring litde introduction and no
formal training.

The cost-effectiveness of the media
should be apparent to anyone. There wereno
training costs. The material and equipment
together cost approximately $2,500. Thus,
the project cost less than $100 per child to
teach a very difficult skill often not mastered
even by adults. Asmore than one classroom
in a building and more than one instructional
program are purchased forusein the building
the cost effectiveness becomes obvious.
‘With six hours in an instructional day and 25
students using the media each hour the pro-
gram costs per student for one year only
become less than one-third that of the aver-
age textbook. As the cost is amortized over
three-to-five years the cost per student really
becomes pennies rather than dollars.

Conclusion

The use of videodisc instruction (Master-
ing Fractions) can be a successful experi-
ence for normal fifth grade students where
onceit was frusirating. It canrepresent a way
to mainstream very difficult students suc-
cessfully into a classroom for part of a “real
content area” activity, rather than the tradi-
tional frec-time, play time, art or P.E. main-
streaming that has been the rule in the past.
And, itcanrepresenta cost-effective dlterna-
tive to less effective, but initially iess expen-
sive, materials.

Mastering Fractions in this setting was
extremely successful. The media facilitated
skill development for all students, increased
mastery lo 90% of the students, and proved

‘useful in the effort to mainstream: sngmﬁ—
- cantly handlcappecl studcnls

. samematerial, Ttis not, for example unusual
‘ for 50% of a class to be unable to perform at

Inlight of the limitations of thls report, the
followmg recommendations seem ifi order:
1. If it has not by the time this article is

published, Mastering Fractions should be .~

validated in a well-controlled experimental
research study®. Sucha study would notonly
add validity to the present and pasi studies,
but, if successful, would add generalizability
to the effectiveness of the program.

2. Data should be gathered on the effec-
tiveness of the program at other levels in
public schools?. While it is comect that
fractions, as a carriculum area, is appropriate
for fifth and sixth grade students, there are
ceriainly older students who could poten-
tially profitfrom review and/or instruction in
the program. Also, bright younger children
might be accelerated by using this program.
(A descriptive study of the kind reported in
this article, with Chapter 1 senior high stu-
dents, is currently under way by Steve Ragan
and Ken Jacks at Clarkston High School,
Clarkston, WA.) Data from this study should
be available by May, 1988.

Thus, while the material appears to be
extremely effective in appropriate settings it
should be further evaluated for appropriate-
ness to other settings and populations. The
skill involved is so important as o make an
effective instructional media or material a
high priority item indeed. Considering the
initial outlay for the material, effectiveness

-data must be made abundan¢ly avallable 10

potential consumers.

1See Kelly, Carnine, Gersten, & Grossen (1986).
Teaching fractions to leamning handicapped and reme-
dial students. ADJ News, 5, (3). pp. 1, B-10, 19.

2See Kelly, et al., in this issue.
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Amount of Trainingi-;iu;

by Calvin V. Edlund*

Robert R. Ogle

San Juan Unified School District _
*This project was funded by BEH Grant
#G 007804994, Secondary Handicapped
Children' s Model Project

Editor's Note: This study was carried out 8
years ago and was never published. It tests the
effects of differing amounts of aining in DI
teaching methods on gains made in Reading
{decoding) and Spelling on the WRAT by Secon-
dary Handicapped students. The statistical analy-
ses used the smdents (M = 48) as the basis for
nssessing error terms. It would have been mome
appropriate to use the number of teachers (V= 6).
However, the outcomes (especially for Reading})
show differences related to raining which are
suggestive. There is a need for more extensive
studies of the effects of teacher training on per-
formance with DI materials. Ifanyone is plenming
such studies, I would be glad to critique them for
you beforehand.

Direct Instruction has become an increas-
ingly applied technology in the classroom
(Abt 1976, 1977; Bracey, Maggs, Morath,
1975; Engelmann, 1968; Maggs and Morath,
1976; and Rosenshine, 1976). This technol-
ogy is based upon cenain principles which
acknowledge that behavior (including aca-
demic skill) is leamed, and if leamed can be
taught. As such, the emphases are upon
knowing and applying the principles regard-
ing how behavior is leamed and a thorough
acquaintance by the teacher with the skill to
be learned, i all its 'sequences, so that the
skill can be properly presented to the learner.

This, then, would provide a sirategy across . - 5 '._'=Re1uforcrng students inreading and spell-

ability levels: or -disabilities - which would

have the effect of simplifying and unifying .-

education.

For a téacher lo become proﬁcxem in - -

Direct Instriuction, intensive training would
seem to be required. Direct Instruction in-
cludes several components such as: (a) pro-
gram or skill sequences, (b} specified teach-
ing procedures, (c) motivational strategies,
and (d) procedures for and evaluation of stu-
dent progress. The question raised by this
paper is what length or intensity of training is
needed to produce an effective DI teacher.
This study sought to observe the effects of
various degrees of teacher training intensity
in Direct Instruction procedures on the aca-
demic skill growth of secondary. Iearnmg
handicapped students.

"Method
Subjects :

The six teachers who par'uclpated in this
study were credentialed for both regular and
special education instruction. The had an
average of 6.5 years teaching experience in
special education classes as head teachers
with secondary leaming handicapped stm-
dentsin the San Juan Unified School District.

The students participating in the project
were 48 in number. They were identified by
psychelogists as having average intelligence
(1.Q. between 90 and 110) with one or more
leaming disabilities and functioning below
expectangy in one or more academic skill
areas (at least 1.5 standard deviations below,
vsing the Wechsler Intelligence Scale for
Children—Revised and the Wide Range
Achievement Test). Their ages ranged from
12 to 19 years. ‘

Project trainers were credentialed teach-
ers {regular and special education) who had

received 6 weeks training in Direct Instruc-
tion and had successiully taught Direct In-
struction in their secondary special educa-
tion class for two years or more prior to the
project.

Two teachers were given six weeks train-
ing in Direct Inslrucuon twQ more were
given one week of lrarrung in Direct Instruc-
tion, and two more (the control group) re-
ceived no training in Direct Instruc tion. The
six teachers were randomly assigned to one
of the three groups..

The training included:

1, Information about the nature of Du-ect

Instruction.

~ 2 Famahanzal]on with Lhe instructional

materials tobe used inthe project (Learn-

ing to: Remember Spelling for Work,

CorrecuveReadmg. and Morphagraphzc
_Spelling).

3. Modeling of Direct Instrucuon presenta-
tion by trainers.

4. Guided practice for the trainees. -

5. In-classroom follow-up supervision.

" The target behaviors taught the trainee
teachers were:

1. Precise signalling of student -oral re-
sponses mcludmg arm, hand, and voice

© -signals.

2. Comection procedures, 1nciudmg refer-
ence to a model, to the'specificrule; and
discrimination correction practice.

3. Securing unison oral responses by.-all
students.

4. Detefmining a réinforcement slandard in

" termis of student qualrty/quanmy ratio.

' ing (including oral and written responses)
:'m termsof :maximum quahtyfquauuty
“ratio performance 3

teachers leamed were ‘in script form. The
teachers were trained to accurately read-and
follow  the- directions in the scripts. - This
format was chosen so as to keep the risk of
inaccuracy of the independent variable as
low as possible. .

The six-week training program placcd the
trainee teacher. for three 'weeks in a model
classroom (which had been using Direct
Instriction for several months) and then te-
turned the trainee to his or her own classroom
for the remaining three weeks with the trainer
teacher, During the three weeks, the.trainee
teacher was absent from his/her classroom, a
substitute teacher, trained in Direct Instruc-
tion, covered the class.

The dzuly guided pracuee included obser- :

vation of trainee teacher’s performance in

reading and spelling by trainer teacher and .
periodic review of the trainee’s performance.

The trainee’s performance was video re-

corded. Both trainee and trainer would view -
the recording with the trainer verbally rein- -

forcing -comrect performances. Incorrect
performances were dealt with by trainer
describing the desired correct performance
and nor.mg thiscna paper for the trainee to
review.

. The one-u.reek training program followed -

the same outline as the six-week program

except there was much less opportunity for -
The ‘daily procedure

supervised practice,
included an introduction to what was to be
presented that day with some background
information and description. - This was fol-

lowed by ademonsiration. Supervised prac-
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“The Direct Instructron procedures the'

tice was provided for each participant fol-
lowing each demonstration. . Following the
initial training in Direct Instruction, the
trainees refumed to-their classroomnis to im-
plement the training. These teachers were
visited twice monthly by project trainers to
observe regarding the continued use of Di-
rect Instruction by the teachers and particu-
larly the scripted instructional procedure.

‘While the teachers were receiving Direct

Instruction training, their classes were cov-

ered for the one-week period by a teacher

who had been trained in Direct Instruction,

The control groups were also -visited
twice monthly to answer any questions they
might have regarding their students. The
control group teachers had the Direct In-
struction manuals which they -studied -on
their own in their preparation penods with-
out formal instruction, :

The depenident variable was the academrc
skill gains in reading and spelling the student
made after having béen exposed to Direct
Instruction foraschool year. Near the end of

. each ‘school year all students in the district

were given the Wide Rangé Achievement
Test (WRAT) by credentialed psychologists
or trained credentialed teachers. The student
spring-to-spring gains on the WRAT Read-
ing and Spelling were used inthe analysis. A
one-way analysis of variance was used to
evaluate the similarity of the pretest and

posttest dates of all three groups of students,

the time between pre- and posliestmg, the

groups and the statistical I‘Gllﬂblllty of the

difference; of the student gain'scoresin Read-
g and Spelling. Standard scoresin Readmg_;.'
jand Spelling were compared for all lhree

* gToups.

T Resuits

be given at the same time, there was variation
in testing dates. Average pretests dates were
inMarch, but the means for each group were
very close 1o ‘each other, Average postiest
dates were in February and again, they dif-
fered little across groups. The time between
tesnngs ‘did not differ for the groups
Pretest means by groups were examined
(see Table 1), Standard scores on the WRAT
have a mean of 100 and a standard deviation

of 15 (like IQ scores) and do ot mcrease ‘

from year-to-year (on the average) “The
pretest means show that the students were

about 1.5 standard deviations behind the -
mean in Reading and 2.0 in Spelling.’ (As- -
suming the mean age of the group is between -

14 and 15, these standard score means imply
average grade-equivalent scores:of 5.0

;_i;;and _:'utcomes with Secondary Handlcapped Students

- grades inReading and 3.6 in Spelling.) .

Gains

The gains by group are summarized in
Tables 2, 3, and 4., Table 2 shows the mean
standard score gains in Reading and Spell-
ing, Tables3 and 4 show the distributions of
gain (or loss) scores. Translated into grade
equivalents, the 6&-week training group
gained a year (from 5.0 to 6.0) on Reading.
The other two groups showed little gain, In
Spelling, the 5-week and the 1-week groups
gained about the same, but both gained more
than the control group,

These results suggesta training effect and
perhaps imply that it is easier to train for
Morphographic Spelling than it is for Cor-
rective Reading. However, if this were so,
the gains should be greater in Spelling.

A Discussion

This project did not set out to study the
effectiveness of Direct Instruction. The au-
thors felt this has been demonstrated in sev-
eral other studies referred to in the opening
paragraphs. This project sought to study
ways of effectively training teachers in the
skills of Direct Instruction which would
maximize its effectiveness in terms of stu-
dent academic skill growth. The training
emphasized understanding of Direct Instruc-
tion, use of scripted classroom procedures
for the teachers, extended tme to observe

-and practice Direct Instruction under super-

vision,and, immediately following the train-

ing, by implementing the program in the
-classroom for the school year, The use of stu-
- dentacademic growth as the measurement of

teacher training effectiveness was felt to be

the most realistic measure of effectiveness.

© The importance of this study is in the

. direction of extending our knowledge re-

Srncet.hc district did notrequrrea]ltesls o garding the teacher training process.

The
project sought to simplify as much as pos-
sible the teacher behavior to be leamned by
teachers for technical evaluation purposes,
butalso to expedite the training. The scripted
format seenied most suited. It is interesting
that as precise as the scripted format was, the
more intensive or extended training was

“overall more effective. The suggestion here

seems to be—precise teaching behaviors
require time to acquire for effective perform-
ance.
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Table 1. Standard Score pretest means by Group in Reading and Spelling.

g . “.. = Reading Spelling
-~ Group N % Mean S.D. Mean S.D.
- Control 10 -~ 18.00 936 70.80 457
‘1-week Training 19 7684 9.17 7022 7.08
- 6-weeks Training 19 3 7711 8.84 72.95 5.55

Table 2. Mean Gains by Group in Reading and Spelling.

E . . Reading Spelling

- Group i N 'Mean S.D. Mean S.D.
Control 10 =50 6.38 -1.10 3.14
‘1-week Training - 19 53 5.75 3.17 430
6-weeks Training -~ 19 - 8.37- 7.14 353 3.44




Table 3. Distribution of Gains by Group on WRAT Reading Standard Scores.
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Table 4. Distribution of Gains by Group on WRAT Spelling Standard Scores.

Nominations are now open for the 1988
ADI Awards for Excellence in Education.
Each year, ADI recognizes several indi-
viduals who have distinguished them-
selves by their commitment to excellence
for all students through the technology of
Direct Instruction. Since the awards were
inaugurated in 1982, they have been given
in three categories — teaching, (elemen-

-tary andfor secondary), administration/
supervision, and teacher training/re-
search. We invite nomination in these
categorics again for the 1988 awards. In
addition, we would like 1o encourage you
to iominate people who, through Direct
Instruction, have shown exemplary com-
mitment Lo the education of all children —
regardless of their job title or position.

It seems that people who advocale for
students through Direct Instruction play
different roles in different school systems,
Often they are teachers, supervisors, or
trainers, as our present categories indicate.

Send Your Nominations for1988
ADI Excellence Awards

counselors, teacher aides, parents, school
board members, etc. No role has the

corner on the student advocacy market,.

Thus, we plan to accept nominations in an
“open” calegory (in addition to our previ-
ous categories) in the 1988 ADI awards
competition, If you know of someone
who has been a long-time ardent sup-
porter of students through Direct Instruc-
tion, please consider nominating them for
an AD] award, regardless of their position
or title.

Nominations should be made through
aletter submitted to the ADI Board of Di-
rectors by June 15, 1988. The letier may
be signed by more than one person, and
you may enclose any supporting. docu-
mentation which you deem relevant 1o
your necmination. Send materials to:

Association for Direct Instruction
- 1988 Awards Committee

P.O. Box 10252

Eugene, OR 97440

But they can also be school psychologists,

i skills to moderately mentally retarded children.

. using direct verbal instruction: Cotinting and sym-
>.-bol identification, Awstralian Jowrnal of Men.ral
* " Retardation, 1975, 3, 200-204{a).
: Day, D., Edlund, C.V., & Grham, A. 'Learning to

- Remember. Nuvalo CA: Academic Thempy Pub-

- lication, 1978. :
Dlxon R.. Morphographic Spelling. C]'ucago Science
Resenrch Associates, 1979,
Enge]mann 5. The effectiveness of direct verbal in-
+ struction on 1.Q. peformance and achicvement in
reading and arithmetic. In J. Helmuth (Ed.) Dis-
" advantaged Child (Vol3). New York: Bnmner/
. Mazel, 1968.
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. 'Reading Mastery flI-VI + Jaan Osbom -

Engr_lmnnn, 5., Becker, W., Camine, L., Meyers, L., °
Becker, 1., & Johnsom, G. Corrective Reading.
Pragram. Chicago: Science Research Associates,

_ 1975,
Maggs, A. & Morath, P. Effects of direct verbal
instruction on intellectual development of institu-

tionalized moderately retarded children: A twoyear

study. Journal of Special Education, 1976, 10,357-
364,

Rosenshine, B. Classroom instruction. In N. L. Goge
(Ed.) The psychology of teaching methods. Sev-
enty-fifih yearbook of the National Society for the
Study of Education. Chicago: University of Chi-
cago Press, 1976.

Attention California Educators—
Plan now to attend one of these ADI
Workshops

August 18 & 19 © Lake Tahoe (Kings Beach)
Integrating Direct Instruction with Whole Language
North Lake Tahoe Conference Center

August 29 & 30 » San Diego, California
San Diego Direct Instruction Workshop
Omni San Diego Hotel

College Credit Available

Sessions offered for Regular and Special Educators, Paraprofession- .

- als, Aides, Administrators, and Superviors.
Training on most Direct Instruction programs.
‘Contact ADI for full information and registration forms.

> Managing the Full Range of Behavior Problems »

Institute Sessions and-Presenters: -

"A" Sessions -
DISTAR Reading Mesery | &}l Maria Collms ... .. Teaching Expressive Wriing « Janie Fineberg
.. Effective'Spelling Instruction + Maria Collins
. ~-DISTAR Language| & } +.Jean Osbom
DISTAR Arithmetic 1 & 1+ Paul McKinney
Managing the Full Range of Behavior Problems
{conlinued) - Geolf Colvin

* "B" Sagslons

Teaching the Corrective Reader » Jane Fmeberg
Issues in Implementation & Evaluation of -
-+ Instructional Programs -+ Paul McKinney

Geoff Colvin

Institute Registration Information

Where-When: To be held June 27-29, 1988, at the Woodfield Hilton Hotel & Towers, 3400 West Eudlid -
Ave., Arfington Heights, lllinois, 60006,

Haw to Pre-Register: Use the fun11 provided orwnte 1o ADI for a full brochure with session descrlpnons
and Institute Preregistration form.

Tralning Fees and Discounts: The fee for the 3-day Institute is $145.00. Association members receive
a20% discount ($25.00). Groups of 5 to 9 participants receive a 10% discount. Groups of 10-19 receive
a 20% discount. For groups of 20 or more, call for a quotation. Ask for Bryan Wickman at (503) 485-
1293,

Lodging: The Association has negotiated a very special $69.00 single, $79.00 double room rate for the
week of the Institute with theWoodfield Hilton Hotel. We encourage out-of-town participants ta take
advantage of the convenience of the free, securs parking, excellent focation and quality service that the
Hitton will provide. |f you would like to make reservations by phone you may contact theWoodtield Hilton
at(312)394-2000, Youneedio tell them you are with the ADI Institute o recaive the reduced rate, Early
reservations are recommendad.

College Credit: An optional 1 or 3 semester units of graduate or undergraduate college credit from
Northem Illinois University are available for an additional fee of $72.00 per unit. For more information
contact Kay Roddick at NIU (B15) 753-6915.

[ . .~ Institute Prereglstration Form -

Please print your name & agency affiliation as you would like it to appear on
your name tag. ,

Name:
Agency:
Street Address:
City, State, Zip:
Phone:

My "A" and "B" sesslon choices are listed below.
HA"
HB"
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Pre-Institute Work_shaps Augusr 15& 16

Soluitnns fo Classroom Discipline Problems Teaehlng Academic Survival Skifls
- - Handy Sprick - — Marilyn Sprick :
Supervision: Teaching Others to Use DI Programs
~ Phyllis Haddox :

The Third Salt Lake City DI Institute August 17-19
lnsmufe Opening Hemanks by Randy Sprick

A" Sessions - "B" Sesslons: _
o .,DISTAR Reading Mastery | & U  DISTAR Reading Mastery 1 & 1l
© 7 = Phylfis Haddox - = Phylis Haddox
" Corrective Reading, Comprehensmn s ‘DISTAR Arithmetic 14 |l
"= Papa Quintéro - o - v —Adrienne Allen
Reading Mastery lli - V1 " Teaching Expressive Wriling
— Gary Johnson - . .~ —~Bob Dixon
‘Effective Spelling Instruction Reading Mastery IIf - V|
- —Bob Dixen ' ... ~Pepe Quintero
DISTARLanguage 18 1l Carreclive Reading, Decoding
— Adrignne Allen A - Gary Johnson _
' ""Managmg the Seversly Hanimapped - Teachmg the Severely Handicapped
TR AnnArbogasr

Ann Arbogasf .

3 Jomusfor.? 3ar5days

Coﬂege Credit Available
Spec:al Hotel Rates-

For & brochure and reglstra' "n-forms contact:

~ P.0.Box 10253 |
Eugene, Oregon® 974—40
-(503) 485-1293 el

"A" Sasslons:

Pre-institute Workshops- August 8 & 9
Issues in Implementation of Direct insiruction Programs
—Paul McKinney
Supervision: Teaching Others to Use DI Programs
- Linda Youngmayr
The First Kansas City Direct Instruction Institute-August 10-12
Institute Opening-Remarks by
Dr. Siegfried "Ziggy" Engelmann.
8" S'essfans:
DISTAR Reading Mastery [ & Il

DISTAR Reading Mastery i & li

- Linda Youngmayr - Judy Carlson
Corredlive andgr DISTAR Arithmetic{& ||

- Pfiul_ MeKinnay - Paul McKinney
Reading Mastery Il} - Vi Teaching Expressive Wriling

- Judy Carlson .~ . =BobDixon
Etfective Spelling Instruction - .DISTAR Language ! & Il

- Bo? Dixon - Linda Youngmayr
Managing the Severely Teaching the Severely

Handicapped - Ann Arbogast ~ Handicapped ~ Ann Arbogast
Join us for.2, 3.0r 5 days.
College Credit-Available
‘Special Holel Rates

For a brochure and-registration forms contact:
F ; ADI

, P.O.Box 10252 _
‘Eugene, Oregon 97440
. (508) _485-_1293. R

-Jom theAssomatlon
Dlrect Instructlon

Membership Opuons
A) Regular Membership: $15.00 per year (includes one year of DI NEWS anda
20% discount on ADI sponsered ilems and events).. .
B) " Student Membership: $7.00 per year (includes one year of DI NEWS and a
" '40% discount on ADI sponsered items and events). :
C)-Sustaining Membership: $30.00 or more per year (1nc1udes regular member-. . -
*_ship privileges and recognition of your support in the DI NEWS). -
‘D) ‘Institutional Membership: $50.00 per year (includes S subscriptions to the D/
-NEWS and membership privileges for 5 staff people).
DI NEWS Subscription only: $5.00 per year.(outside North America and Hawaii
$10.00 per year).
. ADI sponsored products and events include books and other materials pubhshed
- 'or marketed by the Association for Direct Instruction. . The ADI NEWS is
published 4 times a year (Fall, Winter, Spring and Summer)

To join the Asscciation, complete the lower portion of this form and mail it, with
~your check in U.S. funds to: .
‘ Association for Dlrect Instrucﬂon
P.O. Box 10252
Eugene, OR. 97440

—‘-—rm-ﬂ-——-_—m—ﬂu—___—-n—_—————-m“

Check one:
| wish to become an Association member. Please enroli me asa:-

_____ Regular Member ($15.00 annually)

__ Student Member ($7.00 annually) :

____ Sustaining Member ($30.00 or more annually)

____Institutional Membership ($50.00 annually)

__ 1 wish to subscribe to the DI NEWS only ($5.00 annually;
$10.00 outside North America & Hawau)

Name:
Address:

E)
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AD! MATEREALS PRECE LIST

" Theory of Instruction _
‘By Siegfried Engeimann & Douglas Camine © -
Membership Price $20.00 ' List Price’ $25.00
Direct Instruction Reading
7 By Douglas Carnine-& Jerry Silbert
‘Membership Price $§24.00 - . , List Price $30.00 -
 Direct Instruction Mathematics
By Douglas Carnine, Marcy Stein & Jerry Silbert
Membership Price $24.00 List Price $30.00
Teach Your Child To Read in 100 Easy Lessons
By Siegfried Engelmann, Phyllis Haddox & Elaine Brunner
Membership Price $12.00 List Price $15.00
Generalized Compliance Training
By Siegfried Engelmann & Geoff Colvin
Membership Price $16.00 List Price $20.00
Structuring Classrooms for Academic Success
By Stan Paine, J. Radicchi, L.. Roseliini, L. Deutchman, C. Darch
Membership Price $8.00 ‘List Price $10.00

Members of the Association’for Direct Instruction may purchase copies-of the
|| materials fisted above at the Membership price. Shipping charges are $1.50
per book for 1-5 books and $1.00 per book for orders of 6 or more. Crders are
to be paid in U.S. Funds, in advance. Purchase orders are also accepted.

Please allow 4 weeks for delivery.
ADI cannot provide copies for entire classes nor can-we provide desk copies.
All such requests must be made to the publisher of the specific book.

SEND YOUR CHECK OR PUHCHASE ORDER TO:
Association for Direct Instruction
P.O. Box 10252
Eugene, OR. 97440
(503) 485-1293
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